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ABSTRACT
A POLYFOCAL ANALYSIS

OF THREE THEORIES OF MORAL DEVELOPMENT :
AND THEIR APPLICATION IN EARLY CHILDHOOD EDUCATION

[

. <
Doreen Hogg

Szj}al céncerns regarding the lack of morality
demonstrdted by many members of society have led to
discussion8 focused on the role of education in pro-
‘moting a moral soc;ety. One of Ehe régurring'issues
ii the.scope, or limits, of an educator's iﬁvolvement
in fostering the moral development of students.

This enquiry was undertaken to reveal which; if

¢

any, moral attitudes and behaviors are learned or

acquired in the first five years of life and how those . '

responsible for rearing and educating children generate,

foster or inculcate moral values, beliefs and attitudes.

Three theories of child development were studied
focusing on the moral component of each in order to
delineate patterns and priqciples of moral development.

A polyfocal analysis of each theory was undertaken and

' theoretical constructs applied to practical experiences

encountered by those caring for young children.
This study will hopefully indicate the manner in
which moral development components can be included in

~

an early childhood curriculum,
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Introduction

. During the past two decades much educational’
research has beeh concerned with infancy and early child-

hood. Sociologists, economists, political and community

."leaders, labor and business groups and parents have

3

expressed interest in and concern with learning in the
early years which provides the foundation for later learn-
4 i

’ -
ing and development. Concern regarding the value of

o

pre-school education, the effects of day care upon child

development, the advantage -or disadvantage of deliberate

.intervention and priorities for curriculum planning ‘have

brouéht into focus the need for deliberative studies of
these issues. Cognitive and psychomotor devélopment in

. -4
the early yearé are two areas which have received much
attention but, to date, little attention has been given
to the development of moral attitudes and behaviors in the
early years.

.Social concern regarding the seeming breakdown of

cultural and social standards in individual and group

behaviors is beginning to focus attention on the form-

.ation and d%ygkopment of pro-social, ethical and moral

attitudes and behaviors. Differ&ﬁg life-styles; the

rising crime rate among children and adolescents; the

a
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~ These concerns have brought about discussion of where, ‘

alienation of p%ople from their culture, work andveacﬁ
other; and the cohtinq}ng exposure of unethical political
and professional activities have all contributed to
social awareness and concern regarding the moral atti-

2

tudes and behaviors of members of a modern society.

L)

how and when pro-social, moral attitudes atre formed, °

Sk § vk o S < 7"

learned, taught or instilled and who is3direét1y respon-
sible for the moral development of the future generation.

The role of an early childhood educatox in foster-

-

ing the moral development of children is a.topic which
requires further debate. It is generally agreed that

the educator of young children is involved, whether delib- ~

. v

erately or unintentionally, in perpetuating‘particular
values and morals. How (each individual educator fosFefs
or inculcates certain moral aspects; the age at which a
child’'s moral development can be shaped or encouraged;
whether moral development can be incorporated into the
early“childhood curricglum without encroaching on
parental rights are areas needing further study. g
Lickona points out that any attempt to foster
moral development or change moral behavior in others
indicates a belief in a moral hierarchy; a belief that

some attitudes or actions are more mdral than others and

therefore more desirable. - . ;

.
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One cannot ask parents to rear theircchildren in

such a way as to foster altruism and compassion,

and bystanders to intervene to help persons in

distress without some criteria for judging their

moral tendencies to be better than cruelty and

indifference. ' )
An educator deliberafely.engaged in generating and foster-
ing moral development by changing the attitudes and
Behgviors‘of young children has, by implication, formed
opiﬁions and mgde judgments‘regardiﬁg that which she
deeﬁs as moral. These opinions and judgments must be
founded in substantive theoregical knowledge, and the
appiication of the theorefidal knowledge undertaken with
semsitivity to ﬁhe practical aspects of family and social
philosophies and cultural values.

Studies ‘focused on the precursory elements of
'good"of-'bad’ béhaviors, pro-social or anti-social
activities and moral or immoral attitudes by researchers
such as Rapaport (1951), Sears, Maccoby and Levin (1957),
Allport (1955), Aronfreed (1968), Bandura (1963),
Berkowitz (1964) and Maccoby (1968) indicate that child-
rearing practices and early childhood education have
much influence on the moral characteristics of an adult.
The areas of research have included the study of child

>

1T Lickona. '"Critical Issues in tKe Study of .
Moral Development and Behavior" in T. Lickona, Ed.
Moral Development and Behavior. New York: Holt,

s

‘Rinehart and Winston. 1976 p.7
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rearing p;actices, éocializing techniques, modelling,
educatidnal‘méthods and techniques, curricuium and
philosophies. '

- As a contribution te this coﬁtinuing debate this
stgdy‘will focus on the early-stages 6f moral development
aéd ways in which moral development can be positrively
fostered by adults caring for young children under six

years of age. If educators deliberately undertake to

change or foster the moral attitudes and behaviors of

young children, it is important for them to determine the
particulars of the moral.d?velopment expected to take ‘
place, ‘the“ age and stage at v’rhich to introduce moral L ,é
development componénts as paft gf\an on:going curriculum -
and which particular methods or procedures may be -
employed to bring about the desired development or

change. Considerations concerning the feaéibility of . .
introdu;ing moral development as a component of an early
childhood curricuium must encompass not only the ideals

put forth in theories but also the concrete, p£ac£ical
situations likely to be éhcountered i the orgaﬁization‘
and structure of a school or:center, and the ability of ,
the staff to understand and actualize a given theoretical‘. i
format. |

v

In -the words of Wilson, Al
‘Unless we are remorselessly clear-headed, we shall
only be Blown around by the winds of educational




e e e e

G

fashion ,and our own fantasy. Moral education is
the last subject in the world that ought to.suffer
from this.l . o’
L4 ) . .
The clear-headedness referred to by Wilson would seem

necessary for all adults engaged .in the cate and education

of young children. Each adult involved influences, to

some degree, the development of the children. “If the

q

child's moral development is considered as a component

g

of total development, the importance of clear-headedness

Y

by those responsible for providing the léarning environ-
ment becomes a significant issue. . ;

¥his study will delineate some of the major

4
-

%nfluences'on developmental changes in a child's moral
attitudes and behaviors and in turn -clarify some poss-
ible methodsq%%_\early childhood edlicator may use to

inspire, prE6EZ'or govern a child's moral developmeﬁt.

Polyfocal Analysis,

The determination of specific procedures, timing

* 4

and method to be used to iﬁitiate, direét or enhance
méral‘develogment must be foﬁndgd on acéepté@le,
&efgnsible theory. Yet there é}e ceftdin problematical
aspeéts of the relations of theory to practice of which

one must be wary in seeking ‘theoretical guidance for

17, Wilson, " The Study of Moral Deyelopment'. in
G.Collier, J. Wilson and P. Tomlinson, Values and Moral
Development in Higher Education. London: *

Croom Helm 1974 p.l19 - »
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practice. C

* Schwab, in hls paper "The Practlcal Arts of6

Eclectic." points out the difficulties encountered when

theory is used to solve educational problems. He suggests
, A -
that " Theory by its very character, ddes not and can not

\

take into account all of the matters which are crucial to °

r

. ‘,‘ .
_questions of what, who and how to teach."l He states

that a théory is concerned with generalities which offer

an abstract overview of a padrticular theorist's doc-

s

trine, whereas educational problems are practicarnin

nature and refer to particular situations. Theories are

-therefore not always readily adaptable to practlcal

concerns . ,
»

" Every theory, Schwab maintains,
¢ e
narrow focus. taken by the author.

is limited by the
Each theorist con-
structs his theory from a particular point of vieﬁ
ignorlng some facets of study and empha3121ng dthers
Theory acheives 1ts theoretic character, its’
order, system, economy, and above all, its very

generality only by abstraction from such part- .
iculars, by omitting much of them. 2

v

13.J.Schwab, The Practical: A Language for i ~
‘Curriculum, Washington b. Nationa ucation

KssoéIatIon Publication. 1970 p.1 a

2J.Jl Schwab, "The Practical: Artg”of Eclectic."
School Review Vol.79 1971 p.494

)
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- The breadth of most subject matters, if taken in its

totality, makes it impossible to be completely covered
by one theory. ‘

Each separated and simplfied subject of a behaw-
ioral science is still so'complex that it affords
scope for application of numerous p i of’
enquiry. Each such principle makpgs its own
selection of the data relevant té its enquiry.
Each one effects its own subordinates among the
facets of the subject. Each asks different
questions of_ the subject and gives rise to differ-
ent answers.1 ,

LN

The outcome ,of myopic studies is, according to Schwab,
a plurality of theories, each of which is incomplete

¢

because of its limited focus and method of enquiry.
However it cannot be denied that theory has the

potential to offer insights and arguments, direction

and methodolégy and the wealth of research, to enable

the practitioner to bring the prdblem to a defensible -

.solution. '% - ]

{ !

Schwab suggests that the dilemma of applying '

¢

theoretical considerations to particular, practlcal

He refers to 'arts' which can be '

i

31tuat10ns can ﬁz/§91§ed by a polyfocal analysis of
)

used to analyse a theory.

- . ¢

‘13.J. Schwab, The Practlcal Arts of Eclectic

p. 503

.
+ . Lo
\
. ' *
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These arts ) .

will disclose what a .given principle of enguiry
does to its subject, what emphasis it induces,
what perspective it takes, what it leaves clouded
obscure or ignored.l

A student needs to master the principles of a
theory, becoming khowledgeable of the terms and distinct-
"ions, and of the strengths'and weaknesses inherent to
the theory. The maétéry and knowledge brings a clagar
view of thg theory and this clear view allows the theory

1

to be seen in relation to the practical problem and

.gives direction to the application of a theor§? or parts

o s s
. -

of a theory, to the concrete educational situation.
According to Schwab, no one theory can be con-
sidered the right theorylfor resolution of educational
_problems. Several theories may be seen as equally
.worthy of consideration and of value within the focus:
mode and gethod of each particular.theory's framework. 0
~ Thus, each educational study, Yhich has as its
goal a practical componeﬁt, must tgke into account ;he
. limits of'any one theory and explore a plurality of
, theories which assume differing modes of’éntuiry..d
study of moral development in the early years of life-

should not be confined to one theory but encompass a

variety of doctrines and determine the practical con- N

e | } Co.
15.5. Schwab, op. cit., p.503 { )

‘ - L
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siderations of each.

A polyfocal analysis of theories concerning the
moral development of young children undertaken for th1s
study follows the gu1de11nes sygoested by Schwab. Each
“theory will be ana1y§ed to determine the 11m1ts of view, i
the focgs of interest and the methodology’ and range of
enquirf. Examination regarding the relevance of thé}f ‘g {
theory to the moral development of young children will

L
include possible application of the theory to practical

)

situations.

’

;The scope of this study will be limited to three

s e

theories concerning moral development, namely the
psychoanalytic theory, the behavioral theory and the
cognitive—developmental théory. These th;ee theor%es
have been infleuntial in the development of particular
‘philosophies and methodologies of child-rearing and
teaching with chéining influences in socialization tech-
niques, teaching theories and social expectations. .
| Psychoanalytic theory of moral devélopment wi;h ‘
its'emph&sis on personality development, offers a doc-
trine widedy accepted in the fields of psychiatry a&é
psychology. This theory has influeneed educaéiondl .

methodology and curriculum considerations in societies

whére the development of personality characteristics

are thought to be of .somé importance. Psychoanalytic 1 ;;'

4

3
o
o

Toinr

.
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theorists .suggest that personality‘characteristics are
formed earl& in life and .are the foundation for moral or
+ immoral  attitudes and behavior in adultpoqd. ' '
Behavioral theory attends the manner in ﬁhich a
child's attitudes and actions are shaped by significant
others and the means by which social controls achieve
‘the desired aims. Using controlled research techniques
behaviorists demonstrate how adults, consciously and
\ yuﬂconsciously, determine éhe types of social behavior
which will become personality characteristics once they -
are established. The thepry has gainéd acceptance in i
ﬁany institutions where the primary goél'is t& change
behavior in a pre-determined direction. Teachers and ..
educétors have been encouraged by behavioral theorists
:to use behaviqrél technidues in their interaction with{
children to fureher academic learning and to;cqntrol
. social behavior. Thus it is suggested that moral devel-’
opment ig conditioned learning and the use of behavioral’ R
techniques is thought to determine the valugs and morals

< f
‘ i

of society. \
The cégnitiVe—developmeﬁtal theory gf moral devel-'
opment focuses primarily on the intellectual aspects of
- moral develgpment. The attainment of moral.ch@%acte?- .

s . B .
istics’ and values is believed to b% dependent on, and ‘ -

limited by, the intellectual ability of each individual

and the stage of cognitive.development, which may be
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attained. The .theory demonstrates the sequential
development of particular aspects of moral thought and
réasqning and outlines levels of expectations.

5 Eddcationéi curriculum for young children is
changing‘inaperspectivq in most schools because of the
current wide acceptance of cognitive—éevelopmental
theory and is therefore important to any study of cgr;;
iculum development and educational methodology in the
moral aomain.

A polyf&cal analysis of the above three thegries
is undertaken to indicate whether any or all of the
theories can be direct{§/;;;25ed toiconcrete, practicalx
and specific situations encountered in the cafe and
education of young children under six years of age. The
study will clarify for the curriculum planner the value
of the theory, its method, terms and spirit of doctrine,
in the context oflthe known concrete partiéulérs of,
specific children or specific institutions. It Will‘
indicate whether an early childhood educator has a

responsibility to include moral development in the

écheme of developing 'the whole child' and preparing

1

the child to become a moral person. )

v
.4

Can the pfoblem of fostering moral development iE‘

. young qhildfen be solved by the direct applicatioh of a’

particular theory? Can the generality of each theory be
brought to bear on the particularity of a practical

N

11

1 L _' - -
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R situation? These are two questions which this study is 4
intended to answer. : ‘ ' ' .
. . .
It is anticipated that each theory will Suggest ‘
' means, methods and procedures to fulfill the goal of ;
fostering moral -attitudes and behaviors in ypung ‘ .

children. Each theory is expected to }ndicateiwhich

" moral values are of concern and the outcome each

4

théorist anticipates or projects through prgscribed

-

environmental and human interaction and relationships..

A d

This will enable an educator to design and im--

plement a curriculum which will include consideration of

the moral development of a child using defensible theor-

5
.

etical constructs and methodology.

o,

*
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Chapter Two

)

\

Psychoanalytic Theory.




- . Psychoanalytic- Theory ‘ .

The psychoanalytic theory was formulated by
Sigmund Freud as an attempt to scientifically‘explain

and chart the complexities of the function and nature of

human development. He founded the theory on the data and

knowledge he acquired from the treatment of neurotic and
psychotic patients~and incluéed the data of thoughtg and
feelings as well as data of observable behavior.

Freud stressed that all humans develop particular
characteristics during particular stages of devélopment.
Moral characteristics were assumed to develop in the
same seqﬁential manner and moral devglopment was seen as
an inherent compoﬁent of personality. Human morality,.
or man's moral‘character, is ishaped by the interplay of
a developing personality with external cultural moral

codes and expectations. .
, i ) y
In order to follow the discourse of moral devel-
. Y, ,
opment expounded by psychoanalytic theorists, it is

‘.

necessary to understand the underpinnings of psycho- .
analytic theory and the relationship of personality

‘development to moral attitudes and behaviors. An outlihe’
"\g’ ’

of personality development, according to psychoanalytic -

theorists, will therefore be presented first, followed

1

T

13

i
}
!
1
:
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.by a study of Freud's theory regarding the development
of morality.

Freud's psychoanalytic theory has been further
developed,-énd sometimes changed, by maﬁy psychoanalytic
fheorists over the years. In order to give a more re- ¢

~cent perspective of this issue, the views of psycho- {
analytic theorist, Eric Erikson, wiil also be discussed N
in'detail.

The writings of Freud, and his discussions of
psychoanalytic theory are both lengthy and complex. In
broadest qutline he believed that biological instincts
were the bredominant influence in the development of an
individual's personality. He held as his basic assump-
tion the principle of 'psychological determinism'..No
ﬁehaviors are accidental but are determined by fundamental

- psychological factors or processes. ' These psychological
factors and processes are activated by internal drives

. N
and react to, or act upon, "the immediate environment thus

making the drives a necéssary condition for activity and

c

_
£

L
ENe

. learning.

s

Freud believed that the dri were psychoseiually
deéermined, and that the develo#éiii of personality
’follohs a sequence of psychosexual st;ges. Each indiv- ) |
idual experiences the same sequential stage pattérns but | f
differences iﬁ personality development are brought about
by the variety of interactional environments encountered.

4 M
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It is the satisfactory resolution of the drives which
fosters development of a mentally healthy personality;
non-resolution of the drives or over-gratification of
the drives hinders development and causes diffefing
degrees of mentalkinstability. "

Somewhat oversimplified, the Freudian theory of
development is based on the belief of a tripartite
arrangement of interlinked maturational 'structural
concepts' of personality named the id, the ego and the
superego. (Freud 1929). Each of these structural
concepts has a distinct function but they are inexorably
linked in the development of a personality.

The id is governed by the instinctual drives and
represents the unorganised source of primitiv; in—v
stinctual impulses. The instinctual drives inifiate
excitation from different regions of the body énd en-
ergise all human behaviors. Baldwin (1968) described
the instinctual drives as having two properties, the
source and the éxternal aim. The source is the rggion
from which excitation arises in response to an in-
stinctual drive. Each instinctual drive has the aim to
r¥duce e#citation and obtainAgratificatioq as a result
of the reduction. |

The motivation to obtain gratification is seen as

the 'pleasure principle’. Psychoanalytic theorists

1
/ L - IR R AT SN I \
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5

feel that all humans are motivated in everything they
do to seek as much pleasure as possible and to avoid or
minimize pain. The id initiates excitement which thus

brings about tension and the individual seeks ways to

remove the tension. The pleasure principle implies

‘that all behavior is solely for the p}easure of tension

reduction. D;ring the first months of life, the id
governs all activities and immediate reduction of in-
stinctual drive is the only concern of the organism.
After the first few monthé of life the id is
tempered by the development of the second structural
concept, that of the ego. The ego ig viewed as the
source of conscious, intellectual and self-pfeserving
measures which enable'the organism to maximize grat- '
ification of instinctual drives by utilizing‘influences
and resources of the outer worid. Development of the
ego enables the organism to délay, inhibit or restrain
the instinctual drive in the inceresf of greater grat-
ification or more intense satisfaction. Ego controls
include those which prevent unconscious thoughts from
becoming conscious thus restrict;ng some behaviors,
guiding behaviors toward an acceptable goal and imposing
logiégl thought and aetermining the importance of each

aim. As Baldwin states, "The ego raises the threshold

for drive discharge ... the individual can tolerate the

Ay
Ll

L‘ e O A R
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e frustraion of an ungratified drive.'"l R

«

In order to provide the controls the ego must

, observe and become aware of the external environment.
o

It must accept the realities of the environment and

exercise what Freud terms the 'rgality prinqiple'.2

' i
The pleasure principle is hinderdd by the realities but -

~ the controls of the ego are determined by the reali
principle and offers most lasting and satisfyiﬁg

pleasures. ‘ ] |

The development of the superego brings about the l |

" development of further controls and restricfivé’

wit?(glthe personality structure; _Whereas the

Ny ' ‘ focuses on the 'self-preservation' and gratification of
f . nstigjctual drives, the superego is concerned with the

-/ ihteynalisation 'of social moral values and ideals which

are /thought necessary for the preservation of a culture,

ies. ccording to Freud, the superego
becomes a éomin nt force in later stages of childhood
and represents the restrictions placéd on the id by
gocial and cultural values incorporated by an indi&idual.

Freud states that, "the superego, in the form of con-

t

v

1A. Baldwin, Theories of Child Development.
New York: John Wiley & Sons' Inc. 1967 p.319

o 2g, freud, The Complete Psychological Works of
Sigmund Freud. Vol.XXII Trans. J. Strachey, London: A e
Hogarth Press. 1932 p.76 ‘ . :
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" expected by society.

science', sets itself as the harsh guardian over the ego

and the tension of the conflict expresses itself infthe

sense of 'guilt'."l He further states that each individ- o
ual's superego reflects the fndividual's concept of .
social expectations and cultural values and often demands L

v

more rigid and higher standards than are actually - ,

The “source and the force of the instinctual driggs, -
as represented by tﬁg id, become coﬁtrolled, as the '
. , . ;
individual matures, by both the ego, which aims at drive

gratification, and the superego, which aims at incorp-

orating the restrictions and controls of the social
milieu. The afms of an indiviauglfs id, ego and super- - L
ego.are ofteqﬂsontradictori ;nd humané uqconsciously .

but continuously try to balance and contain the con- 'ga

flicting pressures and demands of the id, ego and super-

ego. ( Freud suggested that a balance of thése three

L.
compo

nts is necessary within a human psyche if mental
health sustained.

ept of 'stages of development' was central

‘to Freud's theory of development. He felt that the

maturation of the id, ego and superego is dependent upon

1S Freud, Civilization and Its Discontents, . .
Trans. by J. Straéhey New York: W.W.Norton & Co. .
Ltd. 1961 p.70 ‘ . . AR B
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a parallel developmental‘procgss which he defines in

stages of psychosexual determinants. One of the-char-

- .

. acteristics of Freud's psychoanalytic theory was the

%fsumption that sexuality is‘thé basic and most influ-,
ential drive. Labelled the '1‘ibi‘;i‘o' 'Ey Freudl, this
sburce of energy is the love and life instinct-whicﬁ.is
goverﬁed by the pleasure principle. In his later

writings; Freud introduced the concept of "the 'aggress-

. ive drive' with the hostile and death instinct expressed

by destructive behaviors. Thus the 'two driving forces

‘of human dynamics are libidinal energy and aggressive

.energy; ‘life instincts which ééptribute to the survival

of the individual and the species, and death instincts
which may be directed at self or others éﬁd contribute
to the‘destrugtion.of the individual and the spécies.
The psychosexual stages are five in number,nahely
the oral, the“anal, the phallic, the lateney and the

adolescent stages.

The Oral Stage. . i \

The ffrst péychosexual stage following birth is

the oral stage which is divided into: two succeediﬁg
sub groups, those of the 'oral dependent’ and the 'oral

aggressive' (Baldwin 1967), or the 'oral erotic' and the

L

»

1s. Freud, op.‘cit., V01‘XX11’ p.96
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'oral sadistic' (Gregory 1968) 6;r1ng the oral depen-

dent period infants motlvated by the hunger drive
"obtain -libidinal satlsfactlon from the stimulation of
the eral region through sucking activities."Gratif- .
;ichtion of the drive is attained when the infant is pro-

KQided with food which 1is iﬁgested by sucking.

If the
hunger .drive is not reduced by food, Freud suggests
that the libidinal drive receives. satisfaction througl

.o
. sucking activities unrelated to food.intake.

~ hungry baby will find some short term satisfaction in

¢

Thus, a

non-nutritional sucking such as tongue or thumb sucking. A )

?

<In the early months of life the objects which pro-
vide gratlflcatlon are considered of value only while
the instinctual drive is net satlsfled

¥

of the object dissipates as drive excitation is readuced

The importance

and the need satlsfled ‘According to Freud, the lack

of an 1nfant s ab111ty to distinguish external obJects : R
apart from the personal excitations and sensations is

2

#that of !primary nardissism', indicating the infant
feels that the'universe centers on gratification of
self-drIves. . : .

The oral:dependeht period of dzvelopment is qﬁe‘o%
total depen&ence on ofhers for satisfaction. The . L N
inability of the human infant to satisfy his drives

through his own actions, necessitates a passive, depend-

ent posture. L




- ar regression to, this oral-nee5\7nd is sometimes

0
3

Gregory (1968) points out that over or under-
‘gratification at this stage can lead to a fixation at,
: R 252 !

’

expressed in later life by over-eating, alcoholism, |

~§2oking and drug addication. Personality character-

istiés tbought to develop dye to deprivation‘of oral
satisfaction aré passive frustration and resentment which
in turn leaé to a misgrustful‘attitude and a éessimistic
personality in later 1life. Adequate gratification en-
ables the_child to develop a mo%e trusting. attitude
towards others énd life which in ;urn'develops an - '
optimistic attitude with a willingness to ‘éngage in the
many facets of human inferactionu

The second sub-stage, the oral aggressive, occurs
at the time wﬂén‘;he growth of th; teeth activates the
infant's biting and chewing activities. Bal&win (1958)
points outathat‘the eruption of teeth is, in most
sdciet@és, concomitant with the process of weaning and
can be a time of frustration and anger for ‘the infanf.

The biting activity is both a source of satis-
faction as‘ﬁell as an aggressive act., Lack of grat-
ification of the oral aggressivé drive manifeéts itself.
in adult personality characteristics of attacking,

sadistic tendencies expressed by such behaviors as nail-

biting or verbal sarcasﬁ. I1f the child's oral sadistic

¢
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tendeﬁcies are increased too ear!y or too violently,
Q‘ . his &haracter formation will be dor:i":i.nated, by sadism and
ambivalence. Unsatiéfactory feeding increases oral-
. ¥
\\' sadistic behaviors.l Lack of satisfaction experienced
at the oralLdependent stage increases the need for ~
satisfaction at the oral-aggressive stage and person-

ality development bécomes'out of phase or unbalanced

even during the first year of life. Adequate satisfaction
P -

enables the individual to enjoy human interaction, in-

crease his confidence and reach out for continuing

pleasant experiences.

. 'The Anal Stage ]

{

' The second étage of development, accofding:to

.Freud, is the anal stage which indicates that the focus

of pleasure shifts from the oral regioﬁ to the anal

region of the body. The area around the anus becomes

the most important part of the body.

Annag Freud (1935) suyggests, that the beginning of
the second stage occurs at the time when adults‘in the
child's world become less tolerant -of Ehé lack of self-
éontrol with respect to excretory functions, start a

training programme to enable the child to control these

functions and inculcate the concept of cleanliness.’

IM. Klein, The Psychoanalysis of Children, Trans.
. by A Strachey. New York: Delacourte. ¥975 p.125 T

s - N
‘ [/
.

)
i . : , 2
* X

. S

PR & Uyt 8 b de o < ot e ey ” — e




—

1 14

i |
Thé pleasure which a child experiences when activating
the sphincter muscles directs attention to the various : ;

sensations . connected with the anal region,and the X
product released. If social restrictions inhibit out- u~€a

s

ward interest and activity with the feces, the child may’
express the desiredt'sensations in more legitim;te games
with mud, clay, sand and water. Baldwin points out ‘that
many'psychoanalytic writers

- e
disagree with the assumption that the anal stage
is inevitable or maturational. They are more
inclined to attribute the shifts to the fact that ¢

.during the period of toilet training, attention .,
. is focused upon anal functioning and the' anal
, region becomes the center of frustrating and
rewarding experiences.

Whether or not the anal stage is maturational can be . '

- debated but children in most societies go through a .

©

period of toilet training and psychoanalytic theorists

L
agree that the experience of this period have a sig-

nificant impact on the child's interaction with adults
in his immediate environment.
. Freud felt that the stimulation of bowel‘movement
or the retention of the bowel movement and the accom- . - L

2 . . . . .
panying distention causes anal excitation and stimu-

. ' . i
lation, affording libidinal gratif®fation. These ﬁ

) -

PN

Y Y; Baldwin, Theories of Child Development.
New York: John Wiley & Sons Inc. 1967 p.359
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. v .
stimuli lead the child to become aware of self, the
ability to withhold or control part of self and the

impact this cohtainment of self has on others.

Thq~égﬁld becomes aware of the emotional response

I

which he can elicit from a parent who is overly con-

cerned about cleanliness. Lacking parental attention, Yoo

#the child may find that ‘attention is forthcoming if he

controls the anal functions by either refusing to re-’

lease the fecgé and therefore becoming physically ill .

through chronic constipation or by rkjecting toilet- S

training and remaining incontinent. | ) ’
The passivity of the ora} stage diminishes and

the young child overtly expresses the desire to be more

actively involved in achieving .autonomy. Independence

may be expressed byithé child's determination to con-

£r01 anal functions for his oﬁn pleasure and gratif- ‘

ication. The growing awareness of self during the anal

period is expressed by the chiId(in independence-seeking

bghaviofs which often conflict with the controls of the

interacting adults. The desire for autonomy conflicts

with the adult controls but is also complicated by the

child's continuing need for adult care:and love which

creates an additional dilemma for the child. He cannot
fulfill his desires for autononty without giving up the o

support gystem which is necessary for survival. -, -

"
»
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It is at this étage that the child usually loses
the sense of omnipotence associated with the earlier
stages and bécomes aware of ‘negative emotional exper-
iences such as the sense of shyness or shame. Baldwin
states, , ~

Shyness ... is probably based on the closely re-
lated feeling-of shame... which is an emotion that
-seemg\go be aroused by the combination of two
environmental factors;_ the exposure of one's weak-
" ness, and some defect.

1
“The awakénihg of the sense of self, the thriust feor
aqfonbmy and the imposed contféls of adults makes the
child aware of limits created by his own inability ‘to
function in a seLﬂsufficiené manner. He lacks some of
ghe necessary skills ngt only to undertake self-init-
iated activities but flso to please the significant
ladult; who assert the first demands. Needing adult's

J

(their expectations are not met.
- :

3

g In his search for the root causes for certain
_behaviors, Freud determined that certain ?ersonélifyl
traits could be traced to the gratification or non-
gratification of the instinctual deves of the anal
stage. -These included the giving or retaining of poss-

essions; attitudes of charity or miserliness; the con-

~cept of love as a possession off an object either human

J ' . T

1A, Baldwin, Theories of Child Development. p.362

4

O . ' ‘
love and atterftion he experiences shyness or shame when
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P ,
or inanimate; and obsessiveness with cleanliness or

défermiﬁed slovenliness. He viewed the anal period as
a time when clusters of personality traits such as
obstinécy, stubborness and ritualistic persisfepcy, g
orderliness, excessive cleanliness, propriety and tidy—l
ness, parsimoﬁy, miserliness, avarice and ho?rding be-
come established and set a pattern for later adult

-

behaviors.

The Phallic Stage

The fhird psychoseiual stége of development is
the phallic stage, gometimes Feferred to as the early
genital stage. It is the. period when a child's source

of libidinal pleasure shifts from the anal region to the

‘' genital region. Interest and curiosity center on sex-

’

related cavities and the process of procreation and

n

birth, ,

The child becomes interested in all facets of life

and the life cycle and is, according to Freud, motivated

by a great desire for knowledge and investigation about
the sexuality of self and others. The quest is self-

directed and does not seek adult assistance. Freud says

The sexual investigations of theseleaxly childhood

years are always conducted alone; it signifies
the first step toward an independent orientation
of the world, and c;pSes-a marked estrangement
between the child ard the persons of his envir-

s,
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‘onment who formerly enjoyed his full confidence.l
Conflicts arise when the child's inquisitiveness
is found unacceptable by adults and the child is then

torn between ‘the need to explore and learn, and the

‘ threat of loss of parental/adult love if he continues

his exploration. Anxieties are aroused and resolution

of conflict and resulting anxieties is necessary if the
child is<to\évoid later neurotic bersonality-disorders.
(Anna Freud’1935>.

Freud emphasized the 1mportance of the penis to
both sexes; a valued posse551on of the male and the
object of concern for the lack of the organ by the
female. One of the character traits believed to be the
outcome of unresolved phallic concerns is that of jeal-
ohsy. This trait Freud explained
’ : vplaysxa far larger part in the mental life of

women than of men. and that is because it is

enormously relnforsed from the direction of dis-
placed penis-envy.

°

The female becomes aware of the importance of the penis
A
in the continuation of the life cycle and feels that she

is missing a vital organ. Envy of the male is first

experienced bup-this is later replaced by the female

s, Freud, Sigmund Freud: The Standard Edition

Vol. X1X DLondon: Hogarth Press. 1961 p.250

23. Freud, op. cit., p.250
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'possessing the male' and .expressing jealousy if the
poéséssed male is shared by another female such as
mother; friend of child. | . _

The psychosexual drives of the phallic period ‘ ?

force the male child to experience the conflicts of what ;

Freud has termed the "Oedipus complex", and the female

ii child to experience the conflicts of the*"Electra
. complex". These complexes refer to the love and interest~
‘ : _ a child directs to the opposite-sexed parent and the
h}, ‘hostility the child directs to the same-sexed parent who
is regarded as a compétitor in the fight for affection 3

and attention.

The period is believed to be a tumultuous,

emotional one with a deep, far reaching impact on devel-

+  opment. Freud explains, \

The Oedipus complex is such an important thing
that the manner in which one enters and leaves , i
it cannot be without effects. In boys the . 2
complex is not simply repressed, it is literally ‘
; ‘ smashed to  pieces by ‘the shock of castration ... !
P in girls it maX be slowly abandoned or dealt with -
\ - by repression. ’

B e

. L If the sexual, hostile feelings toward parents are not

L Y resolved they are displaced in adulthood to others of
; : ) i ) !
the same sex, or authority figures in society.. Gregory . ,

B

"

1S. Freud, "Some Physical Characteristics of the ,*

. Anatomical Distinctions Between the Sexes", in G. Lind,
Theories of Personality New York: J. Wiley & Sons Ltd., e

1965 p. 17 '
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states
The displacement may be seen in the case of
sexual deviation, from adult individuals onto
various less dangerous substitutes; or in the

redirection of fear resulting in the development
of various phobias.l L

P
[

The instinctual drives of the phallic stage and
the Oedipus complex bri;g the child into direct conflict
- with social and cultural limits to expresgsed behaviors.
The des&te of the male cbild to replace the fat@;r as
the mother's sexual partner or the female child to
replace the mother projects a relationship which is v
considered incestuous in most cultures. Society cannot
permit these'rglationships"and the child must. therefore
sﬁppress the Oedipus drives. It is’ the development of
the superego which enables the child to introject cul-
tural and social standards and values, and to suppress
instinctual drives directed at gbposité-sex‘parent., |
Thus, the turbulent period of the phallic stage
sees the development of personality traits which influ-
¢ ence an individual's ability to engage }n satisfactory
relationships throughout 1ife. Unresolved. conflicts
~

become repressed but continue to govern personality

development and responses to environmental experiences.

a

1. Gregory, Fundamentals of Psychiatry. London:
W.B, Saunders 1968 °p.54
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The Latency Stage

The later .periods of latency and adolescence are
beyond the scope of this paper which ié concerned with
young children, and are therefore only discussed briefly.

The- phallic period is followed by the latency
peripd which is a less explosive time for the child and
is primarily a time when the acquisition'and understanding
of soc{al values are parallelled with the @evelopment of
cognitive and motor skills. It is during this period
that the superegé changes its function from authoritariap
control to wise guidance. As social contacts are

increased the child is more able to form a self-determined

value system.

The Adolescent Stage. . .

The relatively calm stage .of the latency period is
followed by the turmoil of adolescence when, according'
to Freud, the sexual drives of the phallic period are
intensified but- the love object becomes non;incesfﬁous

and finds social and cultural approval.

Freud's theory of psychosexualtdevelopment postu-

-

lated that an individual's development is determined by' "

- A

the interaction of biological energy, which is the
source of all basic drives, and the human and physical

environment encountered. The environment may provide

~
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gratification or non-gratification but .the individual's

personality is shaped by the encounters. He believed
that humans were motivated by a life instinftAand a
death instinct though often one of those instincts was
usually more dynamic than the other.

A healthy personality, according to Freud, is one

that is able, in maturity, to establish and maintain a

- sexually gratifying love relationship with a member of

the opposite sex; to use talents for the good of self
and to be able to cope with life relatively free from
conflict and anxiety (Freud 1963). The healthy person
is one who is emotionally mature,

Psychoanalyfic theory was conceived by Freud but

has been modified somewhat by various theorists: Jung,

Adler, Fromm, Horney, Sullivanm, Klein and Erikson are a

few of those who have enriched, modified or refocused
some of the Freudian conéepts..
One of the most influential writers in the field

/ .
of child-rearing and education is Erikson. As a psycho-

3

analyst, Erikson became interested in the developmental
stageé of infants and young children and the life long
inflpence of infantile patterns of development. Accept-
ing the basis of Freud's‘psychoanalytic theory, Erik;on
extended the range of Freud's stages and broadened the
conceptual base.

His contribution to psychoanalytic theory has

\

o>
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modified Freudian theory in two,main ways.’ First,

L]

-Erikson viewed society and the social structures exper-

ienced by the individual as important influences on- . v

deVelopment’and behavior outcomes. Secondly, he 5

b

e

\ L
expanded Freud's fivi stages -of psychosexual development
to eight stages of pdychosexual development with each
stage demandlng partlcular psychosoc1al interaction for-

satisfactory resolution. All stages are dominated by

three sequential modes of interaction and assimilation, 5

" yet there is still the same emphasis on the psycho-

sexual dynamics, and the assumption that the psycho- .
sexuél drives are the forces which activate behavior. -
A healthy personality develops, according to Erikson, as

a gradually accruing sense of identity, based on
the experience of social health and cultural sol-
idarity at the end of each major childhood crisis,
promisés thaf periodical balance «in human life

+  which- in integration of_the ego stages -~ makes
for a sense of humanity. -

It is the balance of inner dynamics with the demands of

‘social encounters which enables humans to ‘function sat-

lsfactorlly throughout life and the balance must be est-
abllshed at particular perlods in early childhood.
Er1kson.emph351zed that there are critical periods

for particular dimensions of development and uses the’,

<3
[
.«

g, Erikson,’ Childhood and Society:'New York: .
Norton Press. 1950 p.412 .
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is established which "remain the autogenic source of

- h 5 \ h ) 4

generic concept of 'mode'! to describe this phenomena.
p : p

’

During the first months of an infant's life the ingor-

.

»

porative 'mode 1' is the form of;the'infant's inter- :
aétién‘with the environment. Tﬁé infant‘assumes a ’
passive expectation that éhe environment will .provide -
basic needs for life. The passive intake, éccofdiﬁé to
Erikson, incorporates more than the oral needs anq-_
incl&des the visual and tactile encounte}s. The incor-
porative 'mode 2' involves an active posture, towards, thé .
incorporation. This period ¢pincideé withathe érfuption
of teeth and the development of motor skills wbigh enablé
visual and tactile movements to, be more controlled. Thus

a baby ‘will bite a nipple, reach and grasp a‘desi;ed ,
object and focus the .eyes on a m&Ving objéét. . ' -

Erikson suggests that the mode of incorporation
3 . 4 -

dominates the first stage of development which he‘calls . .

'basic trust versus mistrust'. It is during thisqperiod

- that the %oundation of attitudes of trust or mistrust

-

both primal hope and doom throughouyt life, "1 ‘
- ¢ )
Erikson names the second stage of devgl&%ment

¥ S

I's

' dutonomy versus shame and doubt'. The established

mode is that ad?elimination and retention thch’may : e

K [T N X -

1E. Erikson, Childhood and Society. New York: -
Norten & Co. Ltd. 1950 p-30 ‘
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dominate the child:s interaction with the enQironment

- until the third féar.l The ‘focus of the child's atten-
tion/is centered on the acts of 'letting go' and
'"hellding 6n' and arouges;contradictory impulses. There
is a growing ;wareness by the child of an ability to
control certain activities and to assert whe selfrin an
interactive exchange. ' ' -

Thus”a sense of separateﬁess develops.and deliEf
erate attitudes of cooperation ot négativism are
mobilized. As the child's cognitive and motor abil}ties
develop, it becqmes possible to control the eliminative
and retentive desires, selecting theé time,place and
expected respongde. It is the environment's reaétioﬁ\and
interaction witﬂ the contradictory behaviors which
determine déVelopmental\outcome. Significant adults
(usually the pareqts) interact in ways which encourage

_or frustrate the child's thrust to'self-awafeness and
self-assertiveness. ériESOn points_ out tﬁat satis-
factory resolution Of the gliﬁinétibﬁ and retention con- -
flict is necessary if the previouély ;cquiréd sense of

| trust is to continue:t Laéking trusp;ithe’éhild‘will

% ‘hse the new. found controls and ébilitieé in negativé‘

:ways to compgﬁsate. Retention of .a bowel movement may-
.be used as ammunition to be shot at“people and becomes

\, .

an aggressive act intended to wound the“parent or

v

significant adult and po gain autonomy.
. ' R N

@ ¢
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The child desires to control hie world and himself

5

but does not have the means or the power to achieve his

aims. Instead he must depend on environmental control

to ease the conflict that the thrust for autonomy brings .

' ~
about. If envirovnmental controls are not available or
It

.qre applied too harshly, the child will develop a sense

:

of .shame and doubt. This, in turn,gives the child a
poor self-image and he begins to feel negative about
himself, his relations wifh others and his_ab;lity to
function in the world.

Unresolved conﬁ%ﬁcts lead to a variety of disturb-
ancee, aceoﬂfiﬁg to Erikson, such as pa;aﬁoiac feare of
threats from behind or of body substances; pﬁysical mql-‘

developments such as a spastic rectum or rigid ori

flabby muscular tone; compulsive systemization in order |,

to control the environﬁent and complete dependence on

others’ are some of the outcomes ant1c1pated This stage

states Erlkson

becomes decisive for the ratio of love:and hate,
‘cooperation and willfullness, freedom of self-
expression and its suppression. From a sense of
self-control without loss of self-esteem comes a
lasting sense of goodwill and pride; from a sense’
of loss of self control and of forelgn over-’
control comes a lasting propensity for doubt and
shame.

1E, Erikson, Childhood and Society p.254"
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Adults, therefore, need to support the child's drive |
towards self-awareness and assertiveness and avoid

continual confrontation over the acts of elimination s

and retention if satisfactory development is to take

N \

place. | CL

RPN Following the 'elimination and reténtion mode'
the dominant force changes to thé 'intrusive mode'.
For Erikson, the issue of this thrid stage is 'inﬁ:—
iative versus guilt', Erikson expands the Freudian
éexual émphasis to include txusiveness towards all ' 4 |

\ aspects of the environment whi}ch is expressed by cur-

iosity, initiative, gexploration, aggressiveness and T
. ‘\: . .
.ambulatory exuberance. P

g . ‘ ' . \
; a |

quing the stage of initiative versus guilf, the N
child's ambulatory and genital de&elopment generates the
interest and the ability to encdﬁﬁtéf the environment in ‘ .
‘an intrusive manner, There is an urge to reach out, to
grésp, to encroach upon others in the desire for know-

ledge and experiences and this urge is supported by an

abundance of physical and mental energy.

Conflicts arise when the needs of other individuals @

or social groups run couﬁter~to the intrusive behav-
iors and the child is forced to accept limits in his h
search for new experiences and knowledge. Aggressive-

ness, jealousy, competitiﬁeness, gg}ﬂt'and anxiety are , 1

a few of the emotions Erikson believes are aroused
’ A

TR MRS el o g ‘
IS - T DRGNS A S L s SR Ak o




——— e

PO

T S

»

at this time and.which may becdme incorporated into an

adult personality if gratjfication of the 'initiative
drives' are not achieved.l
Whilst the interacting environment is seen to be a

°

major inﬁluence on an individual's increase or reduction
. . ‘

of negat#ve emotional components of personality, Erikson
felt that the child's fantasies aid the process, both
positively and negativeLy.‘ﬁk:included the Freudian
'Oedipus complex' and castration anxieties in tge spec- -
trum of a child's féﬁtasy fears experienced at this time
and suggested that the inclination to 'act out' or
dramatize fantasies provided an outlet for the resolution
' of deep conflicts.

The development of the superego during this period

>

provides internal controls which "cép be primitive, cruel-~ ’
and uncomprising."2 A sense of guilt is aroused by this
tyrannical superego and méy or may not be exacerbated by
parental domination, '
It is during the periqd.of initiative versus guilt

that the child needs a balance of freedom to explore,

and controls to limit the range and extent.of exuberant

1E.Erikson, op. cit., p.356

2E.Erikson, op. cif., p.257.°
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. h which occur from the latency period through mature

( 38 .
éctivitieé. ﬁﬁlimited freedom may lead to an ﬁhcaripg, | |

‘ unethicg} behavior lacking sensitivity for the feelings |
of otggrs, or to a‘démandiﬁg, grasp%ng attitude. Uncon-
trolled freedom may alsqﬁifuse the child to experience
overwhelming guilt, not only for actions undertaken but ;
also for contemplation of anti-social behaviors. Resol-

{

ution, of conflicts at. this stage would enable the child,
according to Erikson, to develop a sense of moral respon-
sibility, to engage im a variety of challenging activ-

~ities and to work cooperatively with peers and adults,

\ e : '
The next five stages defined by Erikson are , i
'industry versus-inferiority'; 'identity versus role ' B
confusidn'; 'intimacy versus isplatidn'; 'generativity

versus stagnation' and 'ego integrity versus despair'

adulthood, and are beyond the scope of thi§ paper.

Throughout life the social environment provides
interactional opportunitieé for the modes to find outlet&ﬂ
and gratification. The individggl‘child May be over- '
gratified or under-gratified but patterns are established
anh,influence learning schemas ané'character traits, For . )
insténce, severe undergratification, of the incorporative
modes caﬁ lead to a bagic sensé of,ﬁist;ust towards the

interpersonal,environmént and will become generalized to
[ . . .

other interactional activities by the individual- through

out life. dvergratification develops a high state of

o~ . < -

. v

'

'
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dependency, as the infant does not learn self -determining
behaviors, extreme frustratlon is experlenced when © of/er
members of soelety do not provide the same constant gnd
assuaging gratification.,

~Satisfactory gratificatien, on the other hand,
generates a sense of trust in self, others and the
physical environment. The iedividual is able to live
in harmony with others, feel secure and in that sec&ritf,
&s able to reach out to new experiences ‘and is willing
to'teke ;isks in exploring the unknown.

The skills learned, or not learned, at each perio%

determine the successful, or unsuccessful, transition to

»

the next stage and may also fix certamn tralts which

fontinue throughout life. Mehrablan (1971) p01nts out

that the earlier this fixation of traits occurs the
greater is the degree of psycho-pathology.
Erikson expresses concern that,

‘Some writers are so intent on making an achieve-
ment schle out of these stages that they bIithely
omit all the 'megative’ senses which are and
remaln throughout life the dynamic counterpart of
the 'positive' ones.l - »

[

He lists the strengths of each stage as

drive and hope,
self control. and will power, :
devotion and fidelity, A C i

13

- 1

E.Erikson, Childhobd and Society p.174

\{ .

o \(‘):‘)‘1 \n
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Behavior. ' Boston: Allyn &kfacon'Ltd. 1970 p.289 B
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affiliation and love,’/
renunciation and wisdom,. , ) ‘ !
production and ecare.l
These strengths are balanced by the negative qualities .
of each stage, namely mistrust, shame and doubt, role
confusibn, isolation, stagnation and despair. The
stages must be studied with wide vision keeping the

’

total .configuration of stages in mind. It is the bal-

‘éhce of gratification and dhallenge which enables a

child to develop a healthy personality achieving an

- § \

active, enlightened, productive approach to life, .
"The problems and caﬁ%licts of féeling'anddé:fig are

neve% solved in entirety", bqt resolution of conflicts

at critical periods determines character tendencies

which guide and influence 'all further personal#bty

5 v

development.2 , ‘
" ) ;

o X, .
} 1E.Erik$on, Childhood and Society p.236
23.Rosenblith & W.Allinsmith, The Causes of
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Summary

Psychoamalytic theory views the development.of an

.individual's personality as a continuous, sequential

process which starts at birth., Psychosexual drives
motivate activities which aim to gratify the drives
and bring about a state of satisfaction.

. The first six years of life are viewed as important -

years during which an individual acquires character traits

which dominate all later adult behavior and attitudes of

. that individual. The determination of these character

traits is due to the degree of equilibrium attained: from

human and physical environmental responses to the

-instinctual drives.

The growth pattern of the id, ego and superego,and
ol

the nature of the balaﬁcg established are dependent upon
the “specific interactions between the individual and the
environment. As 'Cohen states,

The form taken by personality is based on biolog-
ical structural principles and the developmental
experiential history of each individual ... and is
determined by the quality of integration achieved
in’the regulation of distinct and conflicting bio-
logical, social and psychological factors that i
become salient at different periods of life.l’

1
I

15, Cohen, Social and Personality Development in
Childhood. New York: Macmillan Pub. 1976 7p.27

\

.
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Stages of developmeﬁt.are seen- as common to all k

humans but ‘each individual develops through hi; inter-
action with his own environment. Thusﬁ each individual
develops as a unique personality with particular
| characteristics, . or charaéter traits, which determine .
ail behaviors.

“ | A healthy personality is 6nedwhich has, to a ‘
great degree, experienced gratification of the psycho-
sexual drives and developed socially acceptable methods
of exberiencing gratification throuéhout life. This

' heélthy personality possesses Erikson's positive ego
qualities ané ego-integrity which enable that person-
ality to act in a mature manner. The relationship of a .
ma?ure personality, ego—integ:ity and moral attitudes
i . wiL&Ebe examined in the next chapter which studies moral

development as a component of ﬁsychoanalytic theory.

PR TP I T AN
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Moral Development Components of the
Psychoanalytic Theory » .

The sciendd of ;Lychdlogy is often defined as a
positive discipiine concerned with oBserving, descriBing, = |
2 .classifyiﬁé and, if possible, explaining the facts of +
| mental developpént. Those engaged in objective obser- X

vations of expressed behaviors often state that they are

ngt concerned with moral valﬁes aé'suéh and make no - i
judgments 6n the values of behavior observed. On the .
other hand, pé}choanélytic-theory, though based on
objective observations, has certainlmoral implications; b
! - and much of Ffeud‘s social rejeéfion was brought about
by the iméacé his theory had on socially accepted values.a .
Psychoanalytic theorists assume‘that persons func-
. tioning in a range of behaviors accebtable in society
are acting morally and that the strohger one's person-
ality organization is,‘fhe more able it is to stand the
feelings of frustration, anxiéty and'temptaéion.
(Allinsmith 1970). An individual's character traits
determine his moral attitﬁdes anh\behaviors. It is

assumed that desirable character traits are those which ' -

support rational, socially acceptable behaviors such as

' consideration and concern for one's fellow man; ability - -

ot

. : : {
. .

.
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.to respect social laws; and assuming responsibility for
one;s own decisions and actions. A stéte of security .
within a personality is necessary iﬂ order fér that
personality to look outward and concern itself with
.others; an attitude of giving and shafing generates’ |
positive interaction; respect for self will foster fespect
for others; and independencg supports standing firm on
values and beliefs. .

Flugel (1945) points out that psychoiogy cannot
ignore the issue that values are part of man's mentél
make-up and cannot be isolated. A psychologist or a
psychiatrist is engaged in an-'appiieé science'; she/he
is.assuming that certain men;al states ere more valuablg
‘than others and certain moral characteristics are deeﬁed
desirable 'for man and society.. The study of .child devel-
'opment, with the ipdications of cause and effect, offers
the viewpoint that certain personality téaifs are more
desirable than others, and certain bePaviors express
moral attributes which are part of an individugl's per-
sonality. Flugel -states,

€

* Moral action is action in accordance with values,
Fundamentally, these values are determined by our
biological nature and our innate psychological
equipment.

£

1y, C. Flugel, Man, Morals and‘Society. London:
Penguin Books Ltd. 1945 p.23 . .
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Psychoanalytic theory stresses the impact of environ-

mental influences in the early stages of personality

development which; in turn, patterns much of the moral
/—-._/

- s
thought and moral action in later life. As Rieff states,

Not only did Freud assume that certain parts of
organically locatable experience can be taken for
the whole, he further assumed that there is a
defining tension between part and whole, between
biological and moral component.

The moral componentsof personality, as propounded
by the psychoanalytic theorists, are determined by the

interaction of. the psychosexual drives and the encoun-

tered environment. The moral character of an individual

is shaped by the aegree of satisfaction the drive
receives.

An individual's moral attitude and behaviors are
-, ' | .
outcomes of particular character traits and personality

organizafién'which are formed dufing fhe'stages of
‘development. Moral deyelopment,is intrinsically linked
to perspnalityldevelopment and fﬁe'mofél preceﬁts and
érinéiples adé}ted by an individual are inescapably ~
influenced by the tripartite maturational process of the

id, the ego and the superego interacting with ‘the

env%ronment. . T

"

lp, Rieff, Freud: The Mind of the Moralist.
New York: Doubleday & Co. Inc. 1959 p.48

.
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Moral attitudes, behaviors and appraisals are

formed by individuals within the parameéeré of their own

unique personality. The degree of satisfaction an indi-

.

vidual derives at a given stage of development determines

the response, interpretation, aﬁgion and direction of all
, ‘
4 - . v 7]

later conflicts, moral issues and dilemmas. Only .

[ ’

intensive intervention in later life can re-organize or

change the character traits established in early child-

-
‘o

Psychoanalytic literature implies .that the ability
to function in a moral mamner requires particular
character traits. Aggressive-destructive, sadistic,

narcisstic and acquisitive components of a personality are

_viewed by psychoanalysts as compohents that .would Rinder,

if not totally inhibit, a person's ability to function

3

as a moral individual. Furthermore, an individual who

3]

remains throughout 1ife dependent on others and does not

échieve‘independence or'autonomy cannot acquire the -

«

-

ability to make moral decisions or take a moral stand in
a conflict, .The formati@n of character traits such as

a loving, trusting disposition, generosity, compassion,

‘autonomy and non- aggressivity which are viewed as - .

positive to personality development by psychoanalytic

theorists; should therefore be developed in order fpf a

person to think and behave as -a moral person.

Erikson emphasizes the positive as well as the
. ) .
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negative dynamics between the child and his'envixonmsnt.
The child develops personality traits‘early in 1life and

- whether these traits are deemed morally valuable or

uﬁacqutable depends on the cultural definition given to

t

the traits, Erikson stresses the value of an indlvld- X 1.

. \Ntéggs“ablllty to develop ego- qualltles stable enough to

enable the,1nd1v1dual to find his own integrity. Ego

integrity is the outcome of successful resolution of the
. N - /

'nuclear conflicts' delineated by Erikson in his sqéted .

eight stages of. development, generating, .
% A “
...love of the human ego as an experience which *
. " conveys some world order and spiritual sense, no
g matter how dearly paid for ..... ready to defend the .
dignity of his own llfe style against all physical -
and economic threats, ) . :

s : ' ' ( : ‘
: In order to achieve\ego-integrity a human needs-to

experience satisfactory resolutien of' the pSyghosexual

drives. .Each individual requires some sﬁggg?%ive _ . e
positive résgonsé from the environment. , 7y
" The helplessness of the human infant in the fisst" !
) : years of life necgssitates‘care and maintenance by an } !
> .-

attending adult. During the oral stage the libidinal

drives. obtain gratification only Ehrough the interaction

of others and the infant, is depéndent on ‘this support. R
/ : " . I

LIPS
B

3
P

. : 1E Erikson, Childhood and Society New York:
* /7 WW. Norton & Co. Inc. Znd. Edit. 1§63 P.368 -
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.foster cooperative, caring behaviors.

. . N
The id is the motivational force which. demands

satisfaction but Freud stresses that "the id knows no

v

judgment of values; no good or bad; no morality".l and

- <:desires gratification without understanding of °

] o ¥

consequences.

The infant, experiencing gratification and satis-

factory resolution of the oral drives, develops a/sense

of well-being and dependence on a satisfactory envir-

onment. A sense of trust developed durlng the flrst

year of llfe prov1des the faundation for trust in others

as well as a trust of self,\othe;s,'one's own ,organs and

the immediate environment.
!

trust motivates the infant to reach out,

A sense of well-being and’

try and test
the immediate environment which includes the humans who
provide the means of gratification. Positive attitudes

<

Favorable environmental and social experierces

which provide gratification:for the instinctual”driyves

and lessen anxieties are thus thought'to be necessary '
conditions for the promotidn of a mature and genuinely

moral person as defined by Erikson. The environment,

both physical and human, must foster 'basic trust' in an

.
.

@

b

: 1S Freud The Complete Psycholqgical Works of
Sigmund Freud. VoI.XXII .Trans. by J. Strachey, London:.
Hogartﬁ“?ress 1964 p. 74

.
t
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infant if the foundation-of ego-integrity is to be

establishgg. | C {‘%h\

Lack\pf*ggequate gratification of theApsychoséxﬁal
oral drives I;st to what Freud terms a"fixatioﬁ"of
character traigs which hampers thé later devdlopment of
mdrai attributes. These traits are é;eed, avarice,
unrealistic qmﬁpoténce or over-demand of ‘care and
atteﬁtion. ‘OncgﬁEEéEE)character traits are established
they influence all aspects of functioning in adult life.
Relationships with others are ingdequaté because the
trait of greediness causes athers fo be thought of as
‘possession; ‘to be owned; the need to hoard becomes’ a
desTre without ability to enjoy that which is hoarded or
the interest in sharing assets.

" An infant who cdnnot trust the environment.to pro-
vide adequate care and gratificatiqn sometimes spends
much. energy and effort‘ﬂemaﬁding that 6ral‘érives are
met’ or finds other means to satisfy the drive in .some
degree. These behaviors may become habitual if the

" environment is continuglly lacking in adequate libidinal
satisfaction. Thus, an infant who is not provided with
adequate nourishment will develop behdviors which reach

out _and retain that whichlis available (greed) and’will“

develop a Qense of anxiety. The anxiety generated by ’

¢

the lackfof nourishment leads to behd%ior7 intended to

P : ' N
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"Unassuaged fears and anxieties experienceéd during the

‘obsessions, vengeful manipulation, depression and mas- -

'tﬁnity for the baby to form an attachment to a mother,or

%

.
-

avoid further stress'such as hoatding and miserliness.

. These character traits continue throughout life and

hinder, if not cbmpletg}ylinhibit,'a person's concern -
forktﬁe needs of othgrs in society?

An envifonmen; whicﬁ»gener@tes a continuous sense
of fear, anger and ?nxiety for the infant provides a

basis for the fofmaq;on of negative character traits,

first year of life can lead "to impulsive, self-will or

a o
exaggerated sgelf-coercion”.1 Adult compulsions,

ochism are some of the traits believed to be brought - -

about by infant fears and anxieties experienced during i

)
the oral period. .

N\

{ Lack of trust leads to an adult personality which :

is governed by the lack of abiiity to make decisions in (
crisig situation®’; tendencies to bend to mob rule; L L/
inability to work in group situa&ions for tHe social good .’
and the inébility to trust self‘to suryive-unpleasanf |
experiences,

)

" Bowlby (1953) suggests that the lack of oppor-

mother figure, in the first year of life is one of the ' o

N

1g, Erikson; Childhood and Society p. 409

. ~
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. most significant aspects of deprivation leading to the

development of an 'affectionless character' with anti-

-social attitudes. A society which is concerned with the

general good of its memberé shoul& therefore give con-
sideration to the care given to iqﬁaﬁts by the inter-
acting adults.

During the anal stagé of psychosexual éevelop{ )
ment, the child becomes' aware of his ability to retain
6r give, contfol or not control, and differentiates.
between self and non-self, If a basic sense of trgét has
been established ddring the first year of life, the new
experiences and ‘sensations become the source of exc;ting'
activities of interest and experimentation.

Given an gnyi&ggment which sgpports'the child ;n
ﬁis trial and'errér approach with his new-found abilitiés
the personaliﬁy develops a sense of autonomy, the desire
to give of self and possessions, a willingness to share
and attitudes of.Fooﬁeration; all of which,are suggested
by psychoanalytic theorists as being.componénts of a
morally functioning person, Resﬁect for the child's
interest in the functions of élimination and tactiie

exploratf%n, which often inclydes excretory matters,

‘enables the child to encounter the anal period with the

foundations of,trust complmented by a positive sense
of self, a willingness to explore further and an inter-

est in exploring relationships with the interacting

¢

(N ?
.

-
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- reactions and possible fixations,

adults,

It, is during this'period,'accofding to Eriksdn,
that a child develops the potential for love, coop- /
erétio%, self-control and positive self—esteém if he is
given a supportive environment.' Respect for self bfings
a sense of well-being which, in turh; enables the child
to explore further and pe;t the environment. The dr;ye

for autonomy generates positive attributes of 'holding .

on' and lettlng go' ," R

'Thus to hold can become a pattern of care; to have’

and to hold ... to let go can become a relaxed
"to let pass" and "to let be'. :

Careghl handllng of the t01let tralnlng.processes
enables the child to retain the sense of control of self
while at ‘the same time responding to societal demands. .
Anna -Freud (1935) points out that adult standards of
cleanliness and‘propriety are often in conflict with the

child's interests and occhpétions which may result in a

‘battle of wills. Adﬁlts must accept the child's

attitudes with understanding if the child is to deveiop

habits of cleanliness without attendant negative

Lack of satisfactory resolution of the anal drives

leads, according to Freud, to negative character traits

-

1

E. Erikson, Childhood and Society p.251
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: which do not generate moral or ethical behaviors. The
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development of a personality whose central character-

Cors o s . i e \
istic.is meanness or miserliness with regard to both

. P .

material posséssiqns and self denies. the ability to be o

caring and concerned about the needs of others.. A

personality which exhibits/'holding-on-to', hoarding;

selfish, uncooperétive behaviprs will have little re-

speét for the rights or desires of others or the needs v

of society and therefere lacks the constructs of moral

¢ ,

' attitudes and actions.

-

If the drive to independence is overwhelmed by too -
great a degree of adult control the child will become

'fixated' and throughout life will be dependent on. the
At ‘ - .

will of others. 1In later life this type of personality .

\

is unable to make autonomous decisions -and succumbs to

the will of a group or dominaéing persons, This may or v
may~ndtnﬁe,aetrimental to society but demonstrates a 1écg '
vof autonomy in an’ individual's character and the lack of”

-

ability'%b make justifiable decisions.

Erikson believed that lack of autonomy gave an ’ ,:'

[

individual a propensity for, shame and doubt which "is

v .

essentially fage turned against self".l 1If a child'

experiences continual shame gnd doubt in his early years.

~
\

- ! . . .
. .
°

1g. Erikson, Childhood and Society. p. 352 .
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the negative responses projected to the outer world .and

, ,
the reponses projected ‘internally become established as %
V’ N -

characteristic traits in later life.. As an adult, life's

tasks are approached with the expected outcome of shame

v
2

and doubt, and expectation of failure hinders self-

. * initiated action.

.

o The phallic ‘stage of deQelopment is seen as a furb—

, ulent,eéonflicting and anxious period in the life of a ( ’ 5
i |

child. Freud believed that the degree of satisfaction

n e

.obtained by the 1nst1nctua1 drives at this time have 7
‘deep, far -reaching 1mpact on development. An adult s

relationships with peers, sexual partners, authority . "

figures and own children are *influenced by resolutlon or
\f

»

L

b Lo non-resolution of the phallic drives including the

Oedipus conflict.

W VAR W it St 4
v

-

It is duriﬁg this period that, Freud believed, the

superego was developed, introducihg a moral component toy

the id—égo interplay. The child's psychosexﬁal drives
conflict with the demands of society. There is, states

Freud

the urge towards happiness, which we usually call,
'egoistic', and the urge towgrds union with others
‘in the communlty, which we -call 'altruistic’ 1 i

lg, Freud, The Complete Psycholog1ca1 Works of 'éggi.

Sigmund Freud Vol XX11 p.61 ' @wf
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The instinctual drives of the phallic period which are
directed to the opposite-sex parent are considered
incestuous and non-acceptable in most societies. The
superego becomes the guardian against these anti-social
instincts through the conscience and the accompanying
feelings of gutlt. Freud states,-
The'éuperego applies the strictest moral standard
to the helpless ego which is at its mercy; in
general it represents the ¢lgims. of morality, and
we realize ... that our moral sense of guilt is

the expression of the tension between the ego and
the superego. :

“The superego' develops through' the process of what
Freud terms 'identification'. The child 'identifies'
with a person with whom he has established a close

emotional attachment, and the child's superego -imitates

the superego of this person.. The most influential adult

_at the phallic stage is usﬁally the opposite—éex parent

f
but Freud points out that the child may 'identify! with

others who assume a parental or semi-parental role.

The function of the superego is seen as one of an

internal controller which provides the, self with a
! ’ .
conscience; a vehicle to perpetuate society's values,

«

-

traditions ang ideologies, It succeeds in its purpose

when is directs the id-ego from displacement outwards to

‘e . {

13. Freud; The Complete Péychological Works of
d Freud. Vol. XX11 .p.61

. o
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objects and persons tb diéplacement inwards to the
inner self.

Some psychoanalytic theorists sﬁggest that the
formation éf the superego is‘ﬁeither quite so abrupt nor

so late in appearing. According to Klein (1948) the

process of the development of the superego is a contin-

ﬁoTs, experiential ‘one beginning in the oral stage. The

" projection of impulses is followed by the introjection

of impulses to the internal self in a series of outward
and inward experienées. Thus, the development of
conscieﬁééprocéedsﬁélowly from the late oral stage to
maturify. .

The earlf Beginnings of the superego are thought
to be determined by’the chi%g;s acceptance of an ego-

ideal, and some psychoanalytic observers believe that

behaviors indicating the development of an ego-ideal may

\ .
- be observed as early as the second.year of life., Freud

stressed that one important function of the superego is

to act as

the vehicle of the ego-ideal by which the ego
measures itself, which it inculcates, and whose
demand for ever greater perfection it strives to
fulfil, There is no doubt that this ego-ideal
is the precipitate of the old picture of the
parents, the expression for: the perfection whlch
the child then attributed to them.

4

15, Freud, The Complete Psychological Works of
Slgmund Freud. Vol. XX11 p. 65 ’
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TQF parent who is extremely severe and modéls a ty;qpn?
ical ego-ideal fosters a sevete, oppressive, demanding
superego in_thé child which may stifle personality x w :
1development or invite rebellidﬁ, repression of social

feelings and severe guiit. %he guilt may be assuaged

by harsh punishment but often leads to the‘developmeﬁt

of neﬁrotic traits of a destructive nature. A sense of
inferiority and guilt is also ;ttributed to the uhfeal—

istic standards set by the~superego which demands ) ©

—

perfection as the goal.

The formation of a weak superego is asérihed/kol
énvironmental factors, the most influential of which‘is
weaknéés in the moral authorities (usuaily the pafeﬁts)
. : , : whoée,)intfojection' giVes the superego its first con-

tent but whose model for the ego-ideal is less than sat- .

" I isfactory. Baldwin (1967), Klein (1948), Isaacs (1930) | o

and others suggest that a weak-or inadgduate superego

allows the child's héstile, agg;essive,”anti-social and

gn;i;self.iﬁpulses to be expressed in destructive behav-" :

iors or overwhelming fears of uncontrolled imbﬁlses. A

chiid without adequate ‘control of a superego needs the

protection of adult controls which should be consistent !
* +if the eventual development of"a superego is to be

satisfactory.

Inconsistent ego-ideal models generate an

g




environment which confuses the development patterning

of the suﬁerego. The inconsistencies may be expressed

by one person, by two opposing personalities within a ,°
family or by changes in environmental factors such as

. * occurs when a young child is placed in a series of

foster homes. The inconsistent model initiates the

o development of an erratic, schizoid personality which is
unable to form a reliable, dependent system for the
self-evaluation of actions and attitudes.

The most positive‘ego-ideal is generated by

PR avemy
g T

parents or significant adults who offer consistent con-
<

trols and moral gﬁidanée in keeping with the developmen- ,

P

tal abilities of the child, The projection and intro-

jection process can then proceed in a satisfactory

v v s

manner forming a realistic superego.

The development of a superego which is neither
dominant nor subservient to the id>is necessary for a

balanced, healthy personality which is able to function

i
|
!
2
i
|
|
!

as a productive member of a social group.
Freud believed that there was a distinct difference
!
t R in the quality of moral development between the sexes.

I cannot evade the notion (though I hesitate to
give it expression) that for women the level of
) what is ethically normal. is different from what
it is .in man, Their superego is never so inex-
orable, so impersonal, so independent of its 5,
emotional-origins as we require it to be in men.
Character traits which critics of every epoc N
have brought against women - that they show less .

&
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sense of justice than men, that they are less
ready to submit to the great exigencies of life,
that they are more often influenced in their
judgement by feelings of affection.or hostility
: - all these would be amply accounted for by the
modification in the formation of their superego.

He sees males engaged in bringing societies together to

by their strong interests in the family unit.

Women represent the interests of the family and
sexual life. The work of civilization has become
: _ . increasingly the business of man, it confronts
) } . them with ever more difficult tasks and compels

them to carry out instinctual sgblimations of
which women are little capable.

The moral capabilities of the two sexes are diff-
! . .erent both 'in range and achievement due to the basic -
instinctual drives needing different gratification and

i

resolution,

kS

Freud adhered to the deterministic viewpoint of

personality development and believed that fixation of

attitudes, habits and behaviors were caused by unre-

TII S e s

sexual stages of development. Throughout life the
L 'egoistic' urge and the 'altruistic' urge need a bal-

anced interaction to sustain a'stable, social, satis-

-\if . ,‘ » B . ' ’ .

ls. ‘Freud, Theories of Personality - New York:
J. Wiley & Sons Inc. 1965 p. 17 ‘ /

v

) 2g, Freud, Civilization and Its Discontents,
" - Trans, by J., Strachey._New York: W. W. Norton & Co.
- Ltd. 1961 p. 50
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further civilization whereas females oppose civilization

solved conflicts occurring at one or more of the psycho-‘

59
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‘attainment of a goai.

v

fying personality. However, Freud was convinced that
"man's judgements of value follow directly his wishes
for happiness"l.which conflict in most instances with
the values of civilization generating a continuing
struggle between man and his society;

Eriksbﬁ parallels the phallic stage of develoﬁment

to his third stage of initiative versus guilt. Con-

" flicts between an individual and society provide the

™ ' | '
arena for either taklng initiative for actions or devel-

oplng a sense of gullt over contemplated act1v1t1es
'If the ch11d is able to satisfactorily resolve

phalllc confllcts he can "gradually develop a sense of

moral re%panlblllty ... and find p}easurable accom-

|l2

plishment ... in’ caring for younger children There

is- also pdtential for cooperative att;tﬁdgs and the child

-becomes willing, even eager, to work with others in the

v §

Unresolved conflicts may result in overwhelming

guilt expressed.by destructive behaviors, jéalousy,m

L]

intolerance of others or patterns of withdrawal from
conflicting situations. '

o ’ ~

!

. 1s, ;feud; Civilization and Its Discontents. p. 92

. ' 2§, Erikson, Childhood and Society. p..256

»
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in a school system.

/

P
ES

perspective of his worl‘_d.

. 3

-

The turbulent period of the phallic stage of
de\}elopment is therefore' seen not only as a period wh’en.

character traits of a moral nature are being formed but

9 *

"also ag the time when behavmrs are controlled or guided

by the development of the superego and the éufergence of"

a consc1ence and a sense of guilt,
As the child enters the latency perlod he takes

with h1m many experiences, resolved and unresolved con-

Q

basic character traits and an 1nd1v1duallst1c
l'sd

As he becomes more physmally

w

and intellectually able and he is ready for more

challenges, it is time in most societies when the child

‘e 3

appears read}; for instruction, either in family work or

‘

Given a supportive environment the child begins

to take his place as a functional member of society and

2

endeavors to ,become accepted in his own r'ight. There 1is

-

" a detnonstratlon of cooperativeness, a w1llingness to

share and the desxre to please significant adults, -

The 1less’ turbulent nature of the laténcy stage
enables the child to mtegrate the outcome dnd resblutlons
of the phallic stage. Positive experlences of soclal-—
ization durm% the phallic stage enable the Chlld to
become more involved with others and dore deeply comm-

30 N

itted to sharmg ,respomubilities and work load,

a

o




generate further re-assessment or reappearance of the

. -

v
’

Erikson notes that it is also a time when unre-
A . . ’ \
solved conflicts from precedipg stages continue to .

affect the personallty of the chlld and the plage he
»

takes in his social group. If the child has not devel-

oped a basic trust, a degree of autonomy and initiative,

@

further experiences of an unsupportlve env1ronment can

lead to a sense of 1nfer10r1ty, -a lack of self-

confidence and a poor self-image. - The child will believe
-

that he is incapable of making a contribution either.to

his own wotld or to the world of others, become epathr«

\

etit and disinterested in acéepting a challenge. -Often

an internal world provides an ‘escape from the social
world “and the 1nd1v1dua1 w1thdfaws into the ‘world of -
self, The danger Erlkson says, is " ‘man 's' restriction
of himself and constrlction of horizons".l . ) )

Ea

Further stages in development are believed to

"unresolved conflicts of the early years. These stages,

o

‘however, are beyond the écope of this paper. Sy

Q . ) . %

o1
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Analysis of Psyéhoanalytic Theory

- In order to apply theoreticalﬂcoﬁside;ations to

- practical activities justifiably, Schwab suggests that

each theory be analysed and assessed to dégermine the

h A ° S : ‘ :
particularity of the theory. It is assiumed that aware- L

ness and knowledge of 3}tﬁeory's scope, method of
enquiry and 1imits‘wili él;rify‘the ﬁossible utiliz-
ation of the tﬁeory“for the solution of gréqtiéél“

' pedagégical concerns, ﬁsing Schwab's suggested appFoach
in the development of a theory for practical applidation
ﬁﬁe psychoaﬁalytié‘theory will be anaiysed ﬁo determine
the focus of enqunry, the methodology and structure s

'employed and the ranﬁe and limits of the scope of
enqu1ry q ' ' o

'Psychoanalytic'tbeory stems from Freud's medical A
gppfbach to the treatment of ﬁeurbtic and psychotic
patlents Reallzlng that his medlcal and neurologlcal
background was insufficient to help all of his neurotic

. Patignts, Frepd-used hypﬁosis\a; a ﬁatt of his treatment e

procedures,. This gave Freud an insight into the
‘patient'é uncansciéus, repressed f%é‘:ngS';nd this

insight géve direction to the development of techniques




. . A

. L4

enabling the patient to reﬁort every thought and every

' idea (Baldwin 1967). -

- r . N
In the treatment of adult neurotics, Freud found

that when the determinants of symptoms were followed up

the route '"regularly led back to early childhood".1

“~..~~After extensive study of the outcomes of his work, Freud

developed his theory of psychosexual stdges of develop-
ment. The data obtained through observation and treat-
ment of neurotic individuals was seen as indicating the

a

processes of normal development. Thus Freud assumed

. that the patients he treated were’typical of all humans,

and drives, responses, behaviors and attitudes could be
generalized from the pathdlogical,tq the normal.
"The question of whether the sequence and direction

of normal, "human development can be theorized throﬁgh

-

data obtained from observgtion and treéfment of neurotic

individuals is one which is still debated by many.

Maslow rejectéd this assumption and stated,

2 If one is preoccupied with the insane, the- neurotic
the psychopath ... one's hopes for the human spe-
. cies become perforce more modest ... more scaled
p down ... the study of the crippled, unhealthy
specimens can yield only a cripple psychology.
. 2

. 1g, Freud, The Complete Psychological Works of -
Sigmund Freud. Vol, XXI11 "p.l47 \ :

o 25, Maslow, Motivation and Personalit&. (
New York: Harper Bros. 1954 p.180 ) s
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The study of the mentally sick is valuable but not
sufficient to provide a true picture of mental health,

Many of Freud's concerns seem bound by his cul-

¥,

. * ' N 1 -
turally myopic viewpoint. His views on incest, the

authoritarian father figure and masculine superiority

reflect the social and cultural perspectives of his era
i / . . “

and his milieu. Graham (1972) suggests that F;eud"s : 1
notion of conscience—was based essentially on

- -, 'conditioned anxiety'which stressed the negative

o ) sanctions, autheritarian stances and sexual fears of

»

his immediate society.
o

The’ emphasis of the theory on the instinctual

drives and the affective develbpﬁént,of the individual

1 . o i

further limits the theory. It neglects the réle that
cégnitive development, the acquisition of 1anghage and ' ‘
the function of the intellectual deliberation has in
. determining'moral attitudes and values and overcoming ',\ 1@
. undesirable personality traits. ﬂFreud suggested that e \
T ‘changeé in an indiviaugl'é character traits Eook plaée o .
only with difect intérvention stratégies on the p;rt of
psychoanalysis. The possibility that an individual's _  ’0 ;
cognizance of his weaknesses or faulfs mafugenerate . , ;

T : self-inspired chanée through deliberation,. reésdning

and intellectual Imtervention is neglected.

¥

N - 3 Béldwiﬁ~point8 out that the complexity of the

theory and the‘psychoanalygic ethasis oﬁ ﬁhoughts and
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feelings poses problems for those attempting to under-

take empirical testing. He offers as an example,
the hypotheses that all children of all cultures
experience the Oedipus complex and castration fear
is an empirical statement that may well be dis-
proved, At the same time, itsedisproof would not
invalidate the remainder of the theory. If it
turns out that only particular groups of children

. have castration fears; then the theory is inaccu- \
rate in certain respects th its basic structure
is not seriously. affected.

0

- The .validation of the methods used in the devel-
opment of the theory is further complicated. by the psy-
choanalytic theorists' rejection of tests conducted by

scitntists who are not themselves psychoanalysts. Thus

those who, by virtue of their profession, subscribe to
- the tThth of the theoretical underpinnings assert that
they are the only professionals able to prove the
L4

. yalidity of the theory.

- . Notwithstanding the dilemma of validation, Freud's

psychoanalytic theory has]been accepted and established:
in Western societies and has provided a foundation for
other theoretical considerations in related disciplines
'k' . T such as psychology, sociology, pedagogy an& anthropology.
' The terminology intreHuced by Freud has become implanted

in everyday social communlcatlon, expressed in the arts

and fgrms the basis of many ‘related theories., ot

[

o - . 1A, Baldwin, TReories of Child ﬁevelppment. -p.375 - e
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Th€ range of Freud's interest is both wide and

complex. He was a prolific writerand his publications

encompassed most facets of human and social behavior,
The volu&e of output is some&hat marred by the lack of
consistency in methodology. -His writings range from
sc1ent1f1cally tested statements to mystical general-
1zat}ons, and crltlcs have pointed out the lack of con-
sistent.terminologyland the confusion caused by the

lack of clarity of some of thé conceptual statgments.1

2 . )
The scope and complexity of this theory indicates ghe
difficulties which may be encountered when applying
theory to practicai'situqtions_'

T3 Freud himself stressed the importance of psych6~

.analytie theory to child-rearing and education but fore-

saw difficulties in appllcatlon. Acknowledglng hlS
neglect in this area he felt éonfident that his daughter

Anna would.make up for his om1331on.

We realize that the dlfflculty of childhood lles in
the fact that in a short span of time a child has

to appropriate the results of a cultural evolution
which. stretches over thousands of years, 1nc1ud1ng

1The editors of Freud's work acknowledge this
problem in their notes in The Standard Edition of the
Complete Psychological Works of Sigmund Freud. Vol XXV1

Trans. J. Strachey. London: Hogarth Press 1953-1957

Vo
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\ the acquisition of control over his instincts and

adaption to society. He can only achieve a part

| of this modification through his own development;

\ much must be imposed on him through edu_cation.l

\Points out that the German word 'erziehung' originaliy

ﬁsed by Freud in the above quotation includes the wider

~meaning of fupb;inging'. Thus parents are seen as.
'educatiﬂg' their cﬁildren; preparing them for their
social and cultural role within the framework of the.
féﬁiiy; Parents, or parent-substitutes, have the fask
of helping a child conttolihis instincts. "Educatioﬁ
must inhibit, forbid and ‘suppress the drives,"?2 -
Anna Freud (1935).suggested that parents and \
.tegchers must become more knowlgdgeablé’of the psycho-
approach to éhild—reé;ing and education. She pointed
out that teachers caring for small children are con-
stantly interfering Qith‘a child's patteén,of behéviér .
but are not always able to classify or treat the
behavior with scientific judgment and urged all ‘those
caring for young children to Becoﬁe'mo;e familiar witﬁ
psychoanalytic theory.
+ How a parent would suppress and inhibit a child's"

-
<

1s, Freud, The Complete Psychological Works of °

Sigmund Freud. Vol XXII ‘p. 149

2§, Freud, op. cit., p. 151

: The editor of Freud's collected papers, Strachey,

A
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insincts without causing the harm brought about By the
suppression is never clearly stated by either Anneiot
Sigmund Freud. Anna Freud states that external controls
must‘be offered by parentsuand teachers but indicates

" that adults must also be"aware of the child's needs and’

3

the tnstinctual force of activities and behavior. She
felt those responsible for the upbringing and'edugation
of chiidren must respond to theé development of the per-'
sonalitx as well as the development of the intellect, but
leaves the'teacher and parent to develop this theme. |

' Although the theory covers a. w1de range of issues,
and is complex in structure, the impact on chlld-rearlng
practices has been' substantial. Focus on the developnent
of the affective components of personalit& and' the impli-
cations for education, (Rogers 1961, Axline 1964,

_,Moustakes‘1966, White 1966, Leeber 1970, Hendrick‘1975);
has directed more attention to thesdetérminants oé affec-
tive development .during the fitst years'oﬁ.iife.

‘The importance of positive affective componehts
, in oersonality structures on an individual's moral

character has been reassessed by norai development

researchers, (Allport 1955, Peters 1966, Wilson 1975,

Simpson 1976 and athers). Wilson inclﬁdee-many affective

components in his analysis of morq} functioning and
suggests that the development of the affective domain is

an area most often neglected by moral educators,
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Psychoanalytic theory offers extensive guidance ‘ .

on the determinants of personality development. Those

who use the theoretioél constructs to deterﬁine their
' aims gnd methodology when designing a progfam to foster
. the development of moral-éttytudes and behaviors should
i \ also beéomqﬂcognizant of the limited perspective, the
‘ ﬂmisconceptions which may have been brought about by the
study'of neurotic patients and‘the'compleiity of such a .

diverse, wide ranging theory.

-
e,




. . - ,'.. Lo , Summary'

The psychoanalytic theory of personality devel~

e opment propounds in detailed coﬁplexity the combonen;s

"~ which determine the direction and form of .each individ- |

uval's character. The innate motlvatlonal drlves the

! , intensity of those drlves, the sequence and the changes
in behavior which occur and‘tpe influence of environ-

i ' f Imental interacdtion on the development of individuals, are
all viewed as determinents of personality development. — |
The theory encompasses m;ny facetf and is wide in scope. ‘
It,stresses the‘importhnce'of'thg early years as the

' 'tlme when characterlstlc traits of a personallty are

formed and the influence of those tralts on moral
b T ' attitudes and behav1orsn
It would apﬁear that the psychoanal&tic theory; ' ;

. . the body 6f knowledge of -personality development, and the

s
A ity ey wg e e« +

- " terms and distinctions which this theory used can be of -

value ird practical matteré concerning,the‘Qevelopment

) - . a

of moral individuals. Awareness,of the limits of the
theory; the perspective of Freud's view; the use of .
v A . "

+ data of neurotic and psychotic patients in forming the. . . -

- . theory; the focus on affective development and neglect °

of the intellect; ‘and the complex expansion and mod-

28 . - ification to Freud's theory put forth by other psycho-




€

analysts would enable an educator of youné children to
deliberate on the need to use the theo;etibal broposals

and constructs with caution. The educator sLould also-

=
~

' be aware of the need fo- include the principles and qeth-‘

odology of other. theories ;ﬁ order to.enéourage and

foster pptimai development of children,
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Practical Appllcatlon of the Psychoanalytic Theory of
Moral Development in Early Childhood Education

2 -

-
The emphasis given by psychoanalytic theorists to

the infliuence of experience encountered in-the first.

' five or six years of life on-all later personality -

development and funptioning,ﬂdeﬂéﬁds the attention of °
educators working with young‘childrén. :If sgciety‘is
concgrned about the welfare and moral cbnduct.of to-
morrow's citizen, then the importaﬁce of .the quality of
care and attention given to young children becomes an
issue which cannot be ignored. .

Both f:eud and E;ikson refer to the parent, or
éarent~substitute, as undértakiqg the role of aqthority'

figure, guardian, model, object for.satisfactory reduc-

tion of instinctdal drives, ego-ideals and the perpet-

€

uator of social and cultural values., This list indicates
! ° L]

areas which must be studied with regard to child care

and child-rearing.. .

'The study of psycpoanélytic,theory‘with regard to
moral development directs attention to the formation of
certain personality cﬂéractéristicg during pafticulaf

stages of development. . Some of these characteristics

a
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are viewed as the affective foundation for moral att-

itudes and action.

]

opment is experienced and the

ousity, willingness to share,

independence, ‘and concern for

" individual's personality. then

If satisfactory psychdsexual devel-

chdracteristics of gener¥

trust in self and others,
L4

others beconme part of an

it is assumed that this

individual would have the affective foundation, the °

personality characteristics, needed to lead a moral life.

{

Conversely, if unsatisfactory psychosexual devel-
opment is experienced and the characteristics of meanness,

miserliness, unwillingness to share, mistrust of self

and- others, dependericy and selfishness become the com- -

- i

ponents of an individual's personality, then it is ass-

umed that this-individual lacks the necessary components

S
.

to lead a moral life. , o | J
:ﬁarlyfchildhopd educators undeftake‘the role of

parent-substitute while children are in their ‘care aneh

snould therefore be prepared:to assume the respons-

ibility of fosterlng the deveiopment of 'children along -

the aforementioned lines. Hymes p01nts out that concern

.« for development of the child includes deliberate efforts

to change behav1ors and that this 1s the task of -
edncaylonu ’
) The inescapable fact is that every day care center,
whether it knows it.or not, is a school. The
chdice s never between custodial éare  and educa-

S tion. The choice is between planned or unplanned
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- - education, between conscious or‘unconscious edu-

, . cation, between bad edpcation and good educatxon;1
e u.“ ; o The nﬁmber of hourf the child is away from _his par- - oo
. ",’ \‘\“ ". eﬁts ;ﬁd cared "for by. oé%erélgzll determlne to some . ' '
‘1" : ﬁiii' T exteet, the'ngn-pa;enﬁal,1n§1uepce,on the cheld. In

- , . Canada, children in résidential care have little or no . .
. v, . . 1 N ~ . ) . L A
- o - . - . contact with parents; children iv day nurseries, day

v

v ' * care centers and reception schools may spend up to ten , s
' ‘. oo . . " . , . “ o ; R
Lo s hoursiﬁldayﬁhfive days a week, with adults other than -

I v

- L v ' . .
\ . ‘ ‘ L, ’ .

s c 0t their parents; children ie nursery. classes, nursery \ !
A7 ; scﬁeols and kindergartens\may sﬁena(és'few'as six hours ' a' }
I L w‘.é week or - as maﬁy as thirty hours a week with adults )

\‘1 .) - - other thqﬁ’thelr parents. L coy T i
% : a‘. . ' "l Igv;s with regard to the ea{ly chlldhood educator s | ‘
, 4 role as a parent- substltuEe and thg' nurturer of all facets: ;'r
Ha'kh' . 4} development, that appllcatmon of psychoanalytic . ‘.'; o ar.“v
R %/ - theory of moral develosgeﬁt to the practical will be .
1 « considered& | o - :
T ’ . . Bables as youﬁgfas one moptﬁ old are . sometimes . “ R \
. : . . .

placed in residentialecenters, or for a‘full day;;flve' .

) - days a week in a day care center. Therefore,"goné&d-

.

. .eration of practical concerrs must begin with the oral

stage of developmeht. During the first months of life

. . ¢ ' . - .
. . e . ) [ B
» . o . Coe ’ N

a

BT 13,  Hymes, Teachinﬁ the Child Under $ix. Ohio: ' °
Y . Charles E Merril Co. P, - ‘




) ' | “
the ‘inability of the baby to activate his own satis-
factions and gratifications for the resolution of
i'n‘stinctual drives necessibates reliance on others. The -
. educator should assume responsibility to respond to the

baby s neéds and prov1de a physical and psychological - >

”

' en\\uronment which is\conducive to satisfactory resolution
of the instinctudl drives. This in turn would, according
X . t'o,ps'yéhoanal‘ytic theory, enable the baby to establish

. a sense of trust in the environment and the nurturing

l

i

a%lu and provxde the foundatiop for the later devel-

- opment of p031t1ve ’soc1al relatlonshlps and mature .

o social interaction. S .
L - Mussen, Congar and’ Kagan (1956) stress that the .

phenomena of trust doés not depend onﬁ(ﬂ:he qua'ntlt{y of

I

“ food offergd to satisfy the oral drives, bt.}t on the '
quality.of care given when feeding takes place. "The v . = *

aby needs gentle, human contact and.stimulation in e =y

. L e
'fh s, each baby should be fed cradled “in an addlt's arms; - "\ :

’. DN
hel comfortably by a carlng adylt who is able to give

na

Y

L " attenkion to theb task ‘of feedmg the baby Durmg ‘the

J . feedlng period stlmulatldn 1,n the form of smlles verbaL o

interaction and stroklng, should be glv ',Q communlcating

'\' . warmth' love cgring and securlty. The baby should never -
v R ’
\ ' be left in a crib or a\playpen to\ feed hrmself by sucking

T on a bottle propped up to ensure the flow of llquld The l

Yt




nutritional and oral needs of the infant, the manner in

o +

\ ’ ‘which solids and new tastes -should be introduced and the
‘ possible distress which may be experienced by the infant
-during feediﬁg, are some‘ of the fund‘;ameﬁtal areas of know-

C . ledge which the educator must be, familiar.with if satis- .
’ factory experiences for the baby are to be provi:ded.
Erikson' stresses, that the oral stage is one of

o 'ineorporation' which "dominates the behavior of all
".1 The ubaby's whole

zones, including the whole skin

e o
. .

| , bodyi is hungry for. physical and psybhological stimulation, R
| “ Provision for this stimuiation sh'odld therefore be pro-

vided during the baby's non-feeding, non—sleep”ing periods,
Bathing and changing activities offer opportunities,for

] . the adu,l.'t to provide verbal end tactile stidmlation with

i .

St . consistent techniques which will generate a sense of

The environment must also respond

[=]

. to the baby's needs if a sense of trust~is to be. fostered .
f.\o{n *
‘ Adults nu t _ensure that the baby is physmally ¢ared for,\\

v
>
v

. - T .is warm lean and comfortable and g;.ve attentlon £0 -,

.security for the baby.

B _“ adequate lght and shade, atmbsphere afd safe 'clothlng

) and equ1p ent. The baby should not be left crying for .

1

i B N N any 1 gth of time nor have huriger needs unassuaged N

" R )

P
P
{

i
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e oﬁ schedules or -lack of staff.

l

N
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N
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L

. ?‘ " . ’ . ‘ ’ nl . - -.l »
P S *l,E.,;Erikson, .Childhood and Society. p.
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‘Lack of att‘enti\on
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v . ©oNL
- undertakes the care of infants.

° T

'tp the b%by's needs fosters mistrust and the feeling

J

that the world c§Phot provide a seéprity from hﬁnger
and pain. The ﬁsychblogical needs of the baby must
also be given attention. Adults caring for babies must
pfovi?e a loving, caring, cheerfﬁl environment and resp-
bndﬁﬁo each baBy verbally, physically‘and,emotiqﬂally.

Adults caring for infants must also be knowiedgé-
éblé of the incorporating'orai drive which 9ncludes the
desire to bite, to take and hold onto things (huring‘the
first year of life). The éruption of the first teeth
and the weaning of the infaﬁ; from .a liquid diet to more
s6lid foods bring anxieties Which~must be hahdled‘with
caré. The kind of foods, an@ the method by which they
are introduced, mus£ be planned carefully to ensure the
acceptance of the new expefience bynthe infant.

The guality and quantity Qf\éduﬂ‘ ittention an’
infant;?gceives during his. waking hours depends to a- ‘
great extent on the -number ofrédﬁlta‘ca;ing for -the
infant; the ratio of infants «to adults-is generaliy .
considered adequate if two educapors‘are reépoﬁsible .
for nothofe-tian seven infants, .Ihe responsibility -
aésﬁméa

which

for assuring that the ratio is adequate must be

by.all those involved in running an institufion

» .
PN P N

-
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Erikson points out, v

, A drastic loss of accustomed mother-love without "
- 7 proper substitution at this time can lead to acute
) infantile depression or to a mild but chronic
v { . state of mourning which may give a depresilve
' undertone to the whole remainder of life. _ s

" ' The research findings of Bowlby (1952), Goldfarb

(1943) and others indicate thdt inadequate, inconsistent
- carg-experience encountered by the infant in the first
A
¢ year of life hinders social relationships and may lead

to ®he development of an 'affectionless character' who

. i$ anti-social and lacking a social responsibility.

. Bowlby felt that 'maternal deprivation' weuld occur if .

:

no ' maJor substitute mother' was ava}lable ox 1f the

-

, care giver was unable to meet the child's basic needs.
Erikson also stressed the need for the infant's.

. care-giver to provide consistéhcy, continuity ipd same-~

o

ness ofvexpéfiencel A survey of the staffing of day

care centers and nurseries suggests that.the practlcal i
o,

i realities of,admlnlsterlng thes

institutions make it ‘ .
[}

-

difficult to provide consistent, continuous care, Too

o . few staff, lack of financial resources, inadeguately
& . . . . -

¢ .

educated staff and parent demands all contribute to - .

e vommApr sty By e b

v inadequate care, It thus becomes 1mportant that the

educator -be aware [of, and sensitive to, the infant's

* 3
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- and acted(upon with consistency and continuity.

-

. psychoséxual needs and be prepared to optimize the social

and physical experience in somewhat.less than ideal cirs

*

cumstAnces. This may be attained by constant apprec-
iation of the physical and human environment affecting

L ]

" the infant, knowledgevof the infant's developmenfal

needs and sensitivity to the possible stressful situat-
ions an infant may experience.
{
Communication between all those who have respon-

sibility for the infant such as parents, educators and '~

administrators must be established. In this way the

methods, routines, policies, philosophies, attitudes and

values of the adults working with and for the infant can
B
be discussed and ground rules agreed upon. Thus,

caring experiences designed to resolve the tensions

Y

arlslng from the oral drives of the infant are established

o

The anal period of development whethe%rconsidered

from Freud&s maturatlonal stance or the toilet-training
t

gperiod of other psychoanalytig writers, also gemands the

serious consideration of the educator. Two distinct

.

features are assumed to influence the'development of

personality; one,the attitude towards giving and

retaining, the other the thrust of interdependence

versus 'dependence,
N L] .

How the toilet-trdining procedures

are'plehned-apd asted upon determines the child's -

“
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attitudes of giving and retaining. Unrealistic stand-
oo ards of cleanllness harsh punigshment for lack.of con- : v

trol, misunderstanding ofahhe interest a child shows ln . '

N . * - his excretions, shaming of the child for non-compllence

‘ "with adult demands, and too great an emphasis placed on

toilet-training can lead to hostile, uncooperative -
attitudes, miserliness, obsessiveness with cleanliness -
e -or determined slovenliness and a possible concept of

. ’ ! ' ‘.

self and the body as a shameful thing. )

& careful handling of toilet-traihing and assopiéred
behaviors and sensitivity to the child'e physical and
psychological needs can aid a more positive debelopmeﬁh\ ‘
of personality. These positive attributes are ability
1 L \Q;: give and acceptilove, an attitude of giving both of‘t

1f and objects, cooperative behaviors and the beginning

'ﬁ of a positive feeling regarding self and self—con;rols.“

|
|
i

Agreement between each child's parents and inter-

acting educators regarding time, aﬁproach, method and’
expectations is important if the child's experiences of -

toilet-training are to be satisfactory. The educator, ¢

P

; cognizant of the anxieties which may be generated if
toilet-training is introdyced too eariy or enforced too
rigidly, should be able to establish constructive

procedures and a ‘supportive environment Procedures
N

-
5 '

may 1nc1udé those’ which allow ch1ldren to observe others -~

' during toilet routines, encourage discussion and*ensuxe '

,_,_4»‘**“ »
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) to-oﬁhers there is a thrust towards ipdeﬂbndengg and ,

»~
“

\

that adults offer rewards for success. A supportive

. environment would offer = pléasant, secure and safe fac- .

ilities with child-sized equipment all located to ensure

ease of accessibility and supervision.

©

~

" The child's need to learn more about’ the excretory
substances by tactile %xploration requires patieﬁt hand-
ling by understanding adults.‘ Suitablé, and more
socially acceptable euplets must bg proviged to allow
tactile exploration to take place. Anpé’freud (1938)
empﬁasized the,importénge of égferiﬁg the child tactile
experiences which woul& satisfy the interest in 'holding
in’ and exploring his feces. Mud,sand, clay, water and
péints are.somé 6f the materiais which she suggested
wo&ld enable'the‘child to explore in more'socially accept-

»

able wvays.

As the child bec%mes mobile the environment must

3

respond to the child's need to explore, handle, hold

on to, and reject objects, Blocks to build 6@ and knock

. down, soft toys to carry around, soft balls to throw and

o

retrieve, containers to fill and empty, +and possessions

T

+

) which can be held on to at all times dS; a few of fhe

materials which must be provided in.a safe, pleasant and

% e ’
welcoming environment if psychosexual drives are-to be

satisfied. L ' o

. ' ¢

As the child becomes more aware of self in relation

P
v
0T @ . B
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autonomy. This desire for independence conflicts with :

"and the child's efforts supported if developmental needs

the inability of the child to achieve the aim through
the lack of physical or mental maturation or the social
demands of the adults, .A balance between the two '

opposing forces of{grs the child a forum for the develr

opment of independence. ‘ ‘|

I3

Attempts by the child to do things for himself
must be respected and encouraged even though' the effort ‘
is tiﬁe consuming and not outwardly»effectise. It is
often difficult for an adult to watch a child struggle
to put on aniérticle of clothing such aS'a/sockuor hat,
try to complete ; simple’ puzzle or attempt to oash hi; v
hanos | The' aduft feels either sorry for the c¢hild, ‘
lacks paﬁ%ence to wait for the task to be’ completed ' |

or is impatient with the lack of competence demonsttrated ,
> '

by the, child. These negative reactions must be avoided

are to be met. Patient support and encouragement is
réquired\from the adult, allowing each’' child to fulfil

the desired goal of 'doing it myself' without emphasis '

on correct completion of a task.

2

. .
’, Freud 'points out the dilemma of the educator during

~

- this pe;lod . -t

Education must inhibit, forbid and suppress cee but.
we have learned from analysis that precisely this

suppression of instincts involves the risk of
neurotic illnesa . an optimum must be discovered




which will enable_education to achleve tne most and.
damage the least. .

The educator should therefore éncoorage appropriate
independence. while. ensuring the. safety and security of .
the child. What must be avoided are controls and exper-
iences which are likely to generate shame and doub& in
the child, causing a lack of self esteem, withdrawal
into self, inhibition and obsession,

The educator must avoid the comparison of c%ildrep
and théir behivior, so frequently heard from both pareots
and educators. Pointing out 'the winner',.'the beot',
'the fastest' or di?ecting attention to 'failures' to the
less able,. gives a clear message that the abiiitios of .
the less able are not adéooate. tSuch comparisons can

H

bring distress in the form of shame and.doubt to the

R

child and this generates feelings of worthlessmess, If a
child's efforts to pleose an adult never meet with suc-
cess, the child may develop such an ojerﬁhelming sense of

doubt in himself and 'his abilities that he will refrain1

from action and stop trying to meet adult expectations.

The drive for independence and autonomy must

therefore be respected and supported by the educatér in

an énvironment which balances the ?rive for autonomy

¢
»

, 1S Freud, The- Complete Psychological Works of
Sigmund Freud. VoI, XXIT. p. I
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' with the safety and secutity gf the child. In order, to-

| provide the balance the educator must develop skills,

' knowledge and ﬁnderstanding to oganize and maintain a
satlsfactory env1ronment - This means. an environmedt ,

whlch centers on -the developmental needs and interests

2

of the child, prbv1d1ng a varlety of tactlle,\exploratory,

challenglng expériences in comfort and securlty w1th

available adult support, attention and superv1sron.

-Erikson states that the child needs adult controls
to give assurance of protection and security, !
’ Q’- e N -
o Firmness must protect him'against the potential
anarchy df his (the child's) as yet untrained
sense of discrimination, his inability to hold
-on to or let go with discretlon

Adult controls must therefore be admlnlstred w;\h under-

;

,standlng of the child’'s push towards lndependence

encouraging 1ndependence whenever and wherever p0581b1e,'

.

o

and protecting the chlldafrom overwhelmlng feelings of
shame and .doubt. 3 |
If as Klein (1948) suggests, the child of twe
- yeafs begins to form an'ego-ideel, projecting and intro-

jecting social experiences, the educator must become

. ; aware of self and the ego-ideal he or she is profeeting.

.
.

’ \

€

1E. Erikson, Childhood and Society. p. 252 *
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"Particular confusion regarding ego-ideals arises for the

child if the’cultural Backgroﬁnd'of the parents’ is diffs

b

erent from the cultural milieu of the day care center.or .

7]

nursery; If parents offer 11tt1e of no freedom in the

home and the institution.offers a great deal of freedom——"

it iskpossibf% that the shild's behavior will express.,

K

the confusion by érratib, destructive and impulsive

N L]

behavior when given the comparative freedom of 'the
institution and rebel against the ﬁitﬁerto oufwar@ly
accepted authority of the pagents.‘ pohvgrsely, a child
encouraged to gxpfbre in a relatiyely free manner in fhe'

home may be confused and‘frustpated if placed in a

highly controlled, restrictive center, Consultation

between home and center is necessary, and 'some agreement .
on goals and methods needs to be established if the child.
is to benefit from the experience and not become a

behavior problem through confused adaptation to contrast-

. ing ‘environments. Clear explanations of reasons for \

rules and procedures should be given by the staff of the
center to all parents with the aim of promoting under-

. F
standing. ; ,

~In addition the center's administrators and

educators must be sehsitive to the child's need for con-

siséency. Adults providing direct care for the child

'ghould be kept as constant as posgible and all adults '

should offer similar standards, behaviorsl values and .
. 4 )

4
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nurtdring‘teehniques to less€n the confusion for

child. The oxganizational requirements of a’center
o g . .

‘ oft n make it difficult to provide even minimal con-

"accepting the cultural values of others and not wanting™

81stency but nevertheless it should remain a high prlo—
rity if the needs of the child are to be met,

. Another facet of consistency is the cultural and

2

social expectations the qhiId/is exposed to. In order

to support the other significant adults in a child's life

the educator must betome aware of, and sensitive to, the

-
-

cultural and social values of the families involved.
Hendrick%?hQ?S) discussed the difficulties of genuinely

to change the attitudes of others. In writing about

nursery school teachers she says,
Most teachers either consciously or unconsciously
intend that families and children will move over
to the teacher's side of the value scale and never
consider whether they themselves may change and
grow 4m the direction of the families.l

The educator must therefore become aware of personal

values, develop sensitivity. to the cultural and 3001a1

values of others and work towards a mutual understanding

.of ‘child-rearing practices between the home and the cen-

ter. The defiant, -uncooperative, negative behaviors

. , v
N "

.

3

17, Hendrick The Whole Child: New Trends in
Saint Louls: C. V Mosby Co, ’ ;o

Early Education. ti 3: C, V. y Co
p‘ . . LI . ‘ ,’ . ‘ . ’ - ’
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Wthh are typieal, of a child during the anal stage can
then be understood and responded to con31stent1y by ' o
parents and educators, .o ’

| Understanding, consistent responses and dareggl
guidance are needed, aecording to. Erikson, to.prOmote'a
sense of autonomy:and to diminish'a‘senae of shame and

“ doubt in the child, He believed that mot-only must the

%

chlld s thrust for autonomy be respected but that adults‘

f themselves ‘should be able, to demonstrate and model the

-sense of 1ndependence and the need' for autonomy,
" 'A sense of righful dlgnlty and lawful 1ndependence
_ on the part of the adults around him gives to the,.
- child of good will the confident expectation that
’ the kind of autonomy fostered.in childheod ¥111 not
lead to undue doubt or shame in later life.

'

Thus, the educator of young children needs not only to

provide an environment conducive to a child's develop-
ment of independence and autonomy’ but must also accept

the responsibility for her own self awareness and the

Q

further development of r1ghtfu1 dignity and lawful -

B 3

k independence

[T

. The interaction between parent educator and child

needs to be- p031t1Ve supportive and in some degree con-

sistent but the realltles of a situation often demon~

' strate the dlffieulties encountered.r \Many memberé of .-

Y s

. g, Erfkson,.Childhoodrand Society.'p;,Zyﬁ
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_phallic stage the source of libidinél bleasure shifts -

- , - . \
. . \\J
society Have been.subject to a training or education by

the state, a religion or a culture which has ;ot pro-
moted autonomy orfgndepéndence. These mem@efs become
the parents who cannot demonstrate o£ mode1 a sense of
autonomy for their children and attitudes be&ome self

perpetuating unless some form of intervention Eregks the

cycle. In some instances, therefore, the educator's

~

responsibilities to the child must include interaction’

with parents and parenﬁ'education if the child's devel-

opment is to be positively sttered.~ »
) %

The anal period can therefore be viewed as a crit- -

ical periqé for the development of positive personality

el .
characteﬁiﬁtics and one which requires serious consid-

eration fegarding‘the &uality of care given to the‘cﬁiLd;

The envirommental response, bothﬁphysical and human,

-

exﬁerienced‘by the child will govern the personaligy.
development and thus the moral attitudes and béhaviors

expressgd later in life. ‘?arents and eﬁucators neéﬁl}o.
be sensitive to,apd knowledéeable of their-yele in fos-

tering those characteristics. - '

As the child progresses from the anal stage ta the

-

from the anal region to the‘genital region. Awareness

gf the ,dMfferences between sexes sets the stage for

'infantile genitality' (Erikson) and the conflicts of
' \

the Oedipus complex (Freud)

. P
I AR N *
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. of others, the enjoyhment of 'bathroom jokes' and acts ...

" "threats of violence or injury to necessary and much

o -
a

According to psychoanalytic theorists the emergence
of a conscience occurs at this time. It is during this

stage that the superego'develdps and thus becomes the

- -

éuardiﬁn which applies internal control. ‘It is the

.

stuperego which provides a moral 'standard, makes self
conscious of the drives which are anti-social and gen- ;
!

erates feelings 6f guilé and shame. ' - ¥
In many'societieé the child's expressed interest in . 3
genital activities and ﬁis drive for pleasure in genital {
stimulation is met with disapproval and punishmeﬁt. : g
Questiéns about the brigin of babies, the anatomical f
differences of the‘seiéé, the sexual activitieé of the .
parents are posed. Interest in observing-the genitals

(A7

. of masturbation are some of the outward expressions of

the'phallic drives which society often finds difficult

- "
to accept. ’ ! A )

Anna Freud bointed out .that society frequently res-

ponds in two negative ways. , The first, through

prized-pérté‘of the body" and the second, through

"threatened loss of parental 1ove”.1 Both of these

.responses may be outwardly ‘effective' but at the risk

4
]

$ N .
1A, Freud, Psychoanalysis for Teachers and 1 .
Parents. Trans. by B. Low. Boston: Beacon Press ‘
1935 p. 61 . y ;
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of reﬁfession‘of insincts and the fostering of an over-
active, tyrannical superego and an overwhelming éensé éf
guilt. Bercowitz (1964) points out pha£ tontern for
3eeping or gaining the love and affecL;Pn of‘Parents
cannot be a determining faptor if the child has not rxe-
ceived love or learned to live with, or want, love and
éffectioh, but neither lack §f affection nor threatenéd
loss of affection will foster positive development. 4
Those caring for children aged four to six years need
thereforento be aware of the behaviors likely to be
exhibited and knowledgeable of techniques which can
guide a child through this difficult perio§ without
undue suppression of the instinctual drives. Curiosity
about anatomical-differences must be given honest,
factual, noﬁ-repressive(rqsponses. 'Acceptaﬁce,,by the
educator, of the chilh's interest in genital differences
and sex roles should be conveyed by the educator's
attitude a;d answers. Programs for the ch?ldren should
include materials and activities which would enable the
qhild to satisfy his desire for knowledge. Curiosity
about ﬁrocreation can often be guided by the presence of

pets in the classroom; Small animals such as hamsters,

gerbils or guinea pigs having relatively short gestation
periods offer opportunities for the child to observe the
procréation process. Dolls, with male and female gqpi—

tals, which can be undressed and bathed; unsegregated

91
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~——— questions need to be answered honestly but'simply

toilet or swimming facilities and books which offer

-
[N

opportunities for discussion of sex-roles are a few of

U

the things which an educator should.provide. The child's

/

casually as all other Questions are ansWeréh. Coopera-
tion between parents and educators is essential if the
child is to‘'avoid the confusion of different messages
and %he guilt. brought abéut by referring to discussions
with one adult which are rejécted as unacceptable by
another. Erikson‘points out that the phallic stage,

with its,parqf&eling;motor and cognitive developmeﬁt,
enables the child to reéch out and take more initiative
iﬁ his' exploration., Initiative so exciting'and over-
‘whelming that it sometimes leads the child to attempt
dangerous activities and acts of aggressive manipulation.
Because of this there is a need for the educator to pro-
vide a balance of opporfunity and control;“opportdﬁities
to explore, manipulate, control, experimenﬁ and aqcept'
chéllenge wﬁile protected from hurting self and others.
Particular opportunities to encoufage initiative can be
provided by éffecting the’following:activities:
challenging physical activities which provide opportun-
ities for climbing, slidiﬁg; running, jumping, punching,
}kicking-ahd balancing; large mobile toys for pﬁshing,

" pulling, steering and driving; construction materials to

put together and take apart; large and small blocks for

.

and as -
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building up and knocking down; tools for woodwork con-

§truction giving: opportunities for hammering, cutting,

-

sanding and sawiﬁg} child-size household equipment to

encourage exploration of adult roles;. and creative mat-

erials of many kinds iﬁcluding clay, sand and paint to

explore and manipulate are needed to meet the child's

energetic drives. -

These opportunities for expression of initiative

* ! + . . - -
are seen as play but are serious activities for the *

child. Sigmund Freud, Anna‘Freud, Kleinl’Isaacs and

others recognize the importance of play. Klein explains,

[y

o

The child turns the experience it has passively

endured into ‘an action performance ... in play the

child not only overcomes the painful reality but

is assisted in mastering the instinctual fears and l
internal dangers by projecting them into the outer N
world.]- ) :

'The'child, given such opportunities, also needs

adults to control the unlimited exuberance which often

accompanies initiative at this stage. To avoid undue

guilt, limits must be set, clearly defined and carefully

explained to the children. - These limits should bd en-

forced, kindly but firmly, and without verbal or physical

abuse»ﬁhich fosters feelings of guilt. " The educator

with knowledge of child development, must be able to set

¢

A

! ’

1M. Klein, The Psychoanalysis of Children.

Trans, by A. Dtrachey, New York: Delacourte Press

1975‘

pP. 246
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the limits with consideration for age-appropriate
behaviora deemed desirable in the formatign of a moral

person, during the anal period.

The child's drive to thrust himself into an activity

must be metlwith an environment which provides challeng-
ing age:apbropriate activitiesnand a flexible schedule
which, as far as is practically possible, enables a child
to explore an activity for as long as the child:s inter-
est remains, - An. open schedule allowing the child .
. opportuﬁities to explore a variety of activities is more
conducive to positive exploration than a fixgd time for
each activity, Chilaren Qary in ;heir interests,
attention span, emotional and intellectual responses and
their need to balance active and quiet activitiesl A
room set up with a widg range of age-appropriaté activ;\
ities for a relatively long period allows each child to
individualize his program to suit particular needs. .
The Oedipus/Electra compl;x brings with it the

desire to prove oneself as superior to the rival and
demand the favored position,with the parent of the

\

opposite sex. It is during this time, according to

rikson, that the child fantasizes his longing to be
'stronger', 'more powerful' or 'bigger' in order to com-

%ete with' the same-sex parent. It is most important

for the educator to provide opportunities for the child

o act out these fantasies in a safe, secure environment,

o

4 -~ " T e
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Dressing up materlals, puppets and toys which enable the

child to act out his fanta51es such as well-equipped
doll's house with small doll family, an assoytment of .
‘'miniature toy animals including those generally assoc-

jated with aggressive strength such as tigers, lions or

bulls, and a variety of picture books are a few of the

basic materials which should be available for the child.

The verpal expreéssion of fantasy play must also be 3
aecepted if the child is to gain satisfaction from the ‘ é
experience. Adults must aveid rejection of the child's

v . l

aggressive, sadistic statements and refrain from negating . .

o«

the verbal expression 'by reéponses such as,"Oh, you
don't really mean that... little boys mustn't say things
like that'", or " Put the animals away ... you oniy pre~

tend they are fightiﬁg.”l

The fostering of guilt is not
COnducive to the resolution of the conflicts experienced
by the child, and the negation of fantasy statements will
confuse the chlld and repress both expression and thought,
The development of the superego during the phalllc‘
stage brlngs the child into direct conflict with his
instinctual drives;la division within the self between o

{
the drives of the,&d and the sanctions of society as up- ‘

held by the parents and educators. The child now begins
; ,

INotes taken during observations. May 1979
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to devglop a Eonscience which guides his behavior but
needs aduit support and understanding in drder to balance
tpe extremes of over-regulation or exceSsive self- ’
indulgence. A sense of gﬁilt which is developing at this
stage can be a source of extreme anxiety for the child.
When a child is left by parents at a center he may féel
that the loss of the parents is a punishméﬁf. ‘The child
may blame himself for the change in family life-style and
in some cases will inflict seif—phnishment. Separation”
from parents therefore needs to be dealt with in a syﬁ—
pathetic, understanding manner,helping the child to
resolLe the stress experienced.

Béfore a child starts attending the centet regularly
visits with one or both parents accompanyiﬁg the child
should be arranged to introduce thé child to the general
gnvifonment and the educators who will be responsible for
this child. The parent should-be encouraged to stay for
a period the first day, leaving the child for a short time
and réturning_early tor avoid fear of being left when other,

\childgen leave, If it is not possible for one parent to
‘attend with the child the first day an attempt should be
ﬁade toéhéve someone the child is familiar with take the

place of the parent. This may be a grandparent, older

. \\
brother or sister, or possibly a familiar neighbour, but .-

should provide the child with a connection with his own

® world.

- i . - - T e 3‘.;‘-’2'?*“"‘)"“:”' _ _



denied by well-meaning but unhelpful statements such as
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Hendrick (1975) points out that the educator must
be prepare&;to deal with grief, fear and anger during the
separation-anxiety period which maylbe overtly expressed
or demonstrated through play activities. Too oftén the . i
child whose grief is expresséd in passive withdrawall is

. ‘

the\mogt neglected one and this may leave the child with

AT w0

non-trusting, anti-social attitudes., Accéptance of a

child's emotions must be demonstrated by adults and not

R -

"Don't cry, you're alright now.", "Everyong is happy here

so you will be happy also.'", "You're not really angry, o

give'ne a little smile."2 Separation anxiety must be

acknowledged as a difficﬁlt, but normal, emotion for the

educator to deal with; but one which can be overcome with

reassurance and guidance towards developing relationships
‘ t
with others, ' o ' _ .
Adults need to provide an environment which allows

for trial-and-error activities within a framework of

guidelines which demonstrates to the child that the

adult is not abdicating respdnsibility but only allowing

v

more leeway as the child wishes to undertake more control

of his daily activities, Freud states that

1This is most visually demonstrated in the film

"Johnny" produced by K. and J. Johnston: London Films
1957. .

2

Notes taken during observations. December 1979
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The installation of the superego can be described

as a successful lnstance of identification with the
y parental agency ... and in the course of development

have stepped into the place of the parents,) educa-

the superego takes on the influences g¢f thj;e who"
tors, teachers, people chosen as ideal mod

The educator of young children must therefore be cogngé-
ant of the role played by each significant adult in the
identification process and the confusion which may arjse
if conflicting models are continuously presented. '
Mussen (1963) states that e§periments clearly indihate
that children imitate the model who bffers warmth, love

and nurturance, and that maternal warmth and paternal

acceptance correlate with strength of conscience. It

“would therefore seem important that all educators pro-

vide this warm, loving, caring environment.

To encourage age-appropriate acceptance of respon-

sibility, the environment should be/gggigned to allow the

child to assume responsibility. This may include simple

procedures such as providing low hooks so that each child

may hang up his ‘own outdoor clothing; child-sized toilet
and washing facilities to encouraée independent self-help

at these times; installing low toy shelves to enable the

- child to make decisions about the equipment he will use,

fetch and return without adult assistance; ana child-size

equipment for cleaning so that .the child can experience

1S Freud, The Complete Psychological Works of
Sigmund Freud, "Vol XXII'p 64
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the value of his contribution to the well-being of the

group.,

Care must be’taken to honor the decision of the
child if he has been given a choice, Too often the child
is offered a choice "Would you like to go out to the
park?" and if the child says "No" he is then told "Of
course you do, it is going to be fun" or some such remark.

This situation is repeated so often in a variety of sit-

uations when 'the adult has already determined the out-
3 .

‘ .
.come but feels, that a polite form of command is to ask a

1A

question positively, "You would like when the answer
=]

is to be yes, and negatively,'You don't want to ..."if
the answer is to be no. Thus the young child, before he
has }earned the sqcial game, never knows whether the
choice is genuine or not. Lgcking opportunities to make
genuine decisions and the responsibility of_following
through on those decisions, the child never experiences
responsible participation. This situation can be avoided
if questions of choice are given only when the child's
answer can be honored. For instance, if therg is a
choice of food the child can be asked, "What food would
you like?" or if there is a choice of equipment he can be
asked, "Which of these toys wouldeyou like to play with?".
When there is no choice then a statement should be made.

"It is packing-up time now', rather than 'Would yoﬁ«like

to pack-up?'". '"Today we are going to the library", not

99
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"Would you like to go to the library?".

Thqwéame pricipié of allowing a child to accept
responsibilty must‘be applied when difficul;iesfin
‘carrying out the acti%ity arise. If a child undertakes
to tarry a bowl of water from one place to another and

drops it on the way, it is important that he be allowed

- o

to clean up the spill, with or without assistance and to

try again, Adult admonition, sarcasm or punishment which

’

‘generate feelings of guilt, resignation,}inferiority
and anxiety cannot guide tﬂé child to assume more reépop-
sibilities4 Without meaningful, responsible experiencés
th? child. cannot develop the sensé of f?SEOQSibil%Fy

which is nedessary for mature, moral decisions and

o

actions later in life. /.

In establishing and-maintaining an environment

©

which will help the child develop his sense of initiative
the educator must be sensitive to the "intrusive mode'

(Erikson) dominating behavipr:

Intrusion into other bodies by physical attack;
the intrusion into other people's ears and.minds
by aggressive talking; the intrusion into space
by vigorous locomotion; the intiusion into the
unknown by consuming curiosity.

A child care center must provide activities to allow

these intrusive needs to be expressed in socially accept- '

\

1. Erikson, Childhood and Society. p. 87
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able ways. A well-organized, well-equiped play- S

ground or gym provides experiences for 'intrusion into S

" 4., space'. Climbing frames, swings, a large aréa in which | .
7
( to'run, tunnels to crawl through, trees to climb, ropes , [ -
| . to slide down, balls, tricycles and wagons are just a few ]

L TV,

of the things necessary for a child's aggressive explor-

-

ation of space during this gtage. Hammer toys, real

carpentry tools, punching bags; taygets to throw objects

.

in or at and equipmentnwhichzcan dismantled and taken .
apart are some of the materials.offéring-outlets for
intrusion.. A place and time to shout, be noisy, or
express exuberance is necessary; children of this age
should not be_expécted to remain quiet throu%hout the

5

day. ,§:§“
~X .\

The intrusion into<{the unknown., a child's consum-
ing curiosity, is an exciting pﬁgnomena to observeuif the
child is provided with a creative, explorative environ-
ment. Consuming curiosity however, brings with it a -
certain amount of chaos, it does not fit dinto packages .. i
of organized'actiﬁities QT environmen;s: A’child's ‘P
determinatian to find out how aAclock or télgphoﬁe works
‘by taking the object apart is often seen as destructive :
behavior by adults. ,Itlis important that phe chilq is
given opportunities to explore but it is also important

é
to ensure that the child is given adequate guidelines,to
' ¥

o

direct his attention to those objects which may be

e :}.
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‘ dismantled and those which must not be us;ed in this.way. ‘ 9

Exploratién followed by punishment or guilt feelings

:does.not generate consfructive interest in the unknown.

ol Educators must also be aware that the’ intrusive

- i mode brings a desire to attempt unknown experiences which‘
may be potentially, physically dangerous. A thrée‘or

four year old may be inclined to go beyond the limits

. ‘ of safety such as climbing on.a high roof or exploring

the phenomenon of electricity and th& adult responsible
for the children must be able to set and enforce limits
and conttols. Support for the child's consuming cur-

-

iosity @ust‘be tempered by concern for physical and

v mental safety. ] ’ " ‘
It ié during .the phallic stage that the superego

emerges and its dgyelopment is thought to be influenced

-~ R - B

by significant adults in the child's life. Phsycho-

o

analytic theorists point out that the child ﬁiidentifies'

~ with a significant adult and the'égo-ideal_is linked

*

with ea}ly emotional attachments, Isaacs (1929)'points

out that Freud's notion of ‘primary identification' pro-
P y ; pro o

> bably plays a .greater part in the foundation of the

s o AU o K RSN~ A g e

superego thén was,ogiginafly supposed. Parents are
\ usually the primary focus and the child's Spperegb ig

o ‘ influenced by the attitudes, behaviors and values o

,J 7 qgo—idggl parent. The influence of parent substitute

¥

L

o LT * on the development of the child's superego will depend

&




.approaches or comparisons, v

to a degree .on the intensity of thekem6tiona1 attachment,
the conflict or agreement between parental and educator
valuesand the contact hours; with a partlcuE?k adult.
The educator is not likely to be able to determine the
many dimensions of varying aspects affecting each ;hild's
superego development but awareness of the child's stage ‘
of development and the possible infiﬁepce she may have
on the children in her care behooves h;;jto become aware
of ,her own values, responses, attitudes(and behaviors,
.
As a signifiéant adult.in the child's milieu, the educa-
tor may become a secondary source of 1dent1f1cat10n and
ego—ldeal but must not extend this secondary source to
coﬁpete with tﬁé primgry source, i,e. the parents. .Tﬁe
educator's responsibility is to provide a secondary ego-
ideal while at .the same‘time‘generating an atmosph%re of
support and encouragement for responsible autonomy with
protection for the child from insidious, {Pilt—forming
p .
The latency period folloyig; the phallic period is-

believed to occur at about the sixth or seventh year and

Ais therefore beyond the scope of the early childhood

years. However, as chronological age is given only as

a guideline and as some children mature earlier than
v

others; ;pié/period will be briefly considered.

The stage of development is bel%svgd to be a calmer

) e .
/ . S
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time in the life cycle.. The tumultuous conflicts of

the phallic stage have been resolved and the child con-

solidates the development of his personality. The
superego can, to a degree, contain the impulses of the id
and thg ego can channel much of the individual's energy
and drive into socially acceptable behaviors.

The child is ”ﬁrepared to -do what is required of »
him”band is ready for entrance into more serious, pro-
ductive self-planned life.i Educators should therefore\\ P
fespond to the child's need to be meaningfully productive
and provide opportunities for each child to test his
skills, work with his peer group towards a goal and
develop a sense of industry (Erikson 1959).

In an industrial society it is possible for the
child to lose touch with the function of work and the

role of the worker #h the family, To enhance a sense

of industry the tasks given must be seen to be worth-

‘while. and productive with relevance to the saxial and

cultural tasks undertaken by adults, It is at this
stage that attitudes to work, either as a plgasure or\as
a burden, are established and the educator should start
to establish a wholesome conviction that work is a

L 4

lA. Freudf‘P@ychoanalysis f;;§Teachers and Parents w
Trans. B. Low. New York: Emerson Books Inc. 1935 p.74 .
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satisfying experience which gives meaning and satis-
faction to life. To enable the child to understand the

2

function of work and thé type of activities parents afe
rengaged in outside of the home, exposure.to community
industry and services can be offered through field-trips,
‘movies; visitors, picture books and stories. Exper-
‘ N 1

iences of gardening, painting, woodwork, weaving, sewing,
and cooking are just a few activities which can be‘introf
duced in a child care center offering simgle, first-hand
invoivement, with the productive outcome a possible.
benefit for the group. Included in the skills to be
learned from the adult are the academic skills thought"
necessary for survival in a modern industrial society.

Erikson suggests that as the specialization of employment

becomes more complex "the more indistinct are the event-

‘ual goals of initiative".l The learning of basic skills

needs to be introduced in such a way that the child will

,see some connection between what he is learning and its
practical usefullness in his life with the pleasure of

achievement and production.

Lack of support of the thrust of the child to be

L
involved in meaningful tasks can bring about a sense of

inferiority, a feeling of inadequacy and worthlessness,

-~

.

g, Erikson,- Childhood and Society. p.259 °
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Believing that he la;ks worth or purpose the child may
develop a negative serise of self and becorme conforming
in behaviérs, lacking motivation or.confidence to'take a
moral, decisive stand on an issue, oxr reluctant to take
action in a crisis. . ’

A The educator shouid therefore offer éhallenges
and tasks which demand effort and perserverance while at
the same time ensuring some measure-of persgnal success
and satisfaction. Too many failures lead to ﬁaséive |
acceptance of‘an inaﬂility to achieve a desirea goal;-

! .

too little- challenge may result in a decline of *

interest and industry.

Group partic¢ipation in cooperative efforts to

accomplish a task should be encouraged, enabling each

’

individual to feel that his contribution is of value

i
to a .group. The development of positive attitudes

-~

toward goal-oriented activities and contributing to

the well-being of a group is thought to generate per--

sonality traits of sharing, generousity, awareness of .

' others and their needs and a desire to participate in

activities directed to enhancing the well-being of a

social group. These itraits, once established, form the

1

foundation of an individual's moral stance, and will

influence all decisions: and behaviors in adult life.

[
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}n’the consideration of practical application of
: ) A
the psychoanalytic theory it is evident that the
develepﬁent of personality characteristics deemed
essential for positive moral development stérts in the /
first few months of life. The continuing deveiopment
of characteristics during the first five years of an
individual's life.indicates that an educator responsible
for young children has some influence on the gevelopment
of a moral character. Negative experienées may warp the
personality and set the foundation of negative char-
acter traits in later life. Positive experiences are
thought to enhance personallty development and provide
the foundation of positive character traits in later
. An educator can therefere influence the moral
development of a child if the affective component of
morality is considered essential, By providing a
supportive human and physical environment which respohds
F 4

to the psychosex&al drives of the child in a manner
which offers both satlsfactlon and challenge, the edu- = °
cator can enhance positive personality development.

Knowledge of the psychosexual stages, the desires,

needs and outcomes can enable the educator to understand
A}
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. .
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not only the child's needs but also help self-

understanding and self;appraisal. .This knowledge, when

applied to the practical situation of caring for and

educating a child under six years of‘age, will ‘effect a -

satisfactory inter-relationship for both child ané
educator enhancing the professional commitment,

A survey of the ways in which psychoanalytié
theory can be brought to bear oﬁ the praétigal sitta-
tions shows that the respomnsibility for providing an
environment to enhance thé,personality and moral
development of the.child lies with all those involved
in the care and education of young children, but .
particularly with those adults who are in continde§:
conétant, direct contact. The foundation for moral
a;titudes and action is formed in the early years.
Charact%ristics acquired during. these early'yeafé .
direcf or éuide behavior towards self and others
throughout life, chénnelling action, or thoughts of
actipn, to moral or iﬁmoralgactivities. The moral
" development-of a young child is therefore a component
which should be considered when planning a curriculum .

and ﬁroposing learning processes for children under

six years of age. o ,
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Cognitive Development Theory .

\

Jean Piaget, the acknowledged founder of the

’coghitiveudevelopment(theory, was concerned with dis-

covering the ontogenetic changes whiéﬁ occur in a
human's cognitive Qumctioniﬁg. He was interested in
the pattern of individual intellectuai developmen; of an-
organism and spent much time ‘observing young children
a&d charting their patterns of development. His back;
ground in biological sciences channelled his'know—
ledge of adaptation of biological structures to envir-
pnmental demands to research of the adaptation of human
behavior to environmental demands.

 Piaget's obsérvations, research and theoretical
éssumptions led him to believe that the ;aéh of cogni—
tive-devplopﬁent is tﬁe same ‘for all humans. Everyone
experieﬁées the same sequence of partitular stages 6f
development but the interacting or reacting environment
determines the rate of development. Piaget delineates
the pattern§ of.cognitiveibehaVior which may be obser-
ved at particuiar\itages and from these observations V
knowledgeable adults, are able'to assess the progress of

\

individuals.

109
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Piaget suggests that cognitive development is

brought about by the involvement and activity of each
human\brganism with the immediate environment. As
interaction occurs a learning experience is stimulated
and perceptions formed. Each interaction activates the
organism to use. its cognitive abilities in the organ-
ization of, and adaptation to, the perceived environ-
ment., How the o;ganism perceives, organizes or. adapts
the information received will depend on thg level of
cognipive—de&elopment attained through previous exper-
iences. Thus each new experience is a progression from
previously espablished perceptions and adaptations.

Piaget uses four basic concepts, namely 'schema',

‘assimilation', 'accommodation’ and 'equilib;ium' to
explain the process of intellectual organization and
- adaptation.

The schanata are the cognitive and sensori-motor
structu;es which enable humans to inteliectuafly adapt
to, and organize, the encountered environment. Tﬂe
concept of achemata encompasses early, predictéble res-
ponses as welléas a complex notion encompassing both
‘sensori-motor and refined cognitive processes (Baldwin
‘1968). A simpig form of schema is-the baby's patting
of the environmental objects which may start with the

hand encountering the mother's breast and used increas-

ingly to explore othef objects such a human face, bed
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. coverings and bathwater. A more complex schema

encompasses both motor behavior patternms and thought
process such as needeq to solve complex numerical pro-
blems or pilot an aircraft. According to Piaget each
individual's schemata are constantly and continually‘
chanéing, becoming more refined and more numerous as the
individual interacts with an increasingly complex
environment: Every new situation brings én experience
which will either reinforce the established schema or
demand change‘to bring about satisfactory acceptance of
the new phenomena encountered.

Assimilation and :accommodation are the processes
by which changes to cognitive developﬁent take place
and adaptation occurs. Assimilation is viewed as a , s
cognitive process placing new stimulus events into
existing schema. Different experiences offer new
phenomena but the individual can handle the new plienomena
with the échema already formed, The éct of moving an
arm up and down to hit the surface of the féeding chair
i; repeated by the infant in many situations. Contact
wili be made Q%}h‘mahy hard surfaces such as a table-top,

arms of chair or floor and the sensori-motor impact is

'assimilated. The schema for accepting the perceived

information needs no change to accept the sensori-motor

3

experience. - .

Accommodation is viewed as a process of change
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* which takes plhce when new stimulus events cannot be
assimilated into the existing schema. "The infant using
the same arm movements yhen being bathed contacts the
liquid surface of water and the existing schema cannot
assimilate the new sensori—ﬁotor information. Jhe
structures of the schema must change in order to accomm-
odate the new knowledge. Similafly a chiid whose schema
enables him to understand certain number concepts will
be able to a331m11ate a variety of 31m11ar numerlcal
problems but if faced w1ph the need to consider a more
complex problem involving additional concepts the child
would require different schemata to accommodate the new,
different information received. .

The concept of 'equilibrium' is used by Piaget to
denote the necessary balance of assimilation and accomm-
odation in order to develop new schemata, thus enabling

. adaptation to take place. Wadsworth points out,

Piaget's general "hypothesis' is simply that cog-
, nitive development is a coherent process of suce-
o essive qualitative changes of cognitive structures

(schemata), each structure and its contommitant

change deriving logically and inevitably from the
preceedlng one.l

Piaget determined that forms of schemata followed a

regular pattern and that every individual progressed to

’

: 1p. J. Wadsworth, Piaget's Theory of Cognitive
Development. New York: David McKay Comp. Inc.
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more complex schemata in stages. He suggested that
cognitive development could be categorized in periods ~ -
_and stages and these are briefly summarized.
Se?pori-motbr Period.

‘ The behavior expressed during this period is prim-
arily motor behavior. Piaget divides the period into
six sub-stages with approximate age spans. |

Stage 1 occursv from birth through the first four
weeks of life, approximately, and is the time when an
iﬁfant's behavior is primarily reflex activities. The
behaviors observed are somewhat predictable and include
sucking, grasping, jerking and eye movements..

Stage 2 occurs between the age of one month and ,
four months and the infant demonstrates early, simplé
adaptations brought about‘by‘primary explorations.
Visual, auditory, tactile and motor actions begin to
become coordinated when one object is explored (Baldwin
1964) .

Stage 3 occurs between the infant s fourth to
eighth month and it is during this stage that the begin-
ning of intentional adaptations are observed. The -
schema formed enables the infant to repeat an acti&ity
in order to bring about a rewarding response. Thé con-
cept of permanence of objects begins to develop and the
infant ié able to séafch for an object which is tempo-

arily out of sight.
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tinue to imitate acts without a model present and can

’
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Stage 4.‘(puring this stage the infant of eight to
twelve monéh@ fur%her‘devélops‘the congept of object
permanence and becomes more activély ;nvolved in seekingi
out a desired object as the motor skiils/;re developed.
The infant also becomes more aware of his ab;lity to
initiate actions and to imitate actions demonstrated
by an adult. - Shaking the head, repeating mouth soundé

and waving goodbye are a few of the activities parents .

"often encourage with pride.

Stage 5. The infant progresses through this stage
between tﬁelve and eighteen months and now indulgés in o B
more numerous and complex activities. Sensori-motor
dezelopment ena?les the infant to add to the established
activities, and new experiences demand eve}-ch;nging and .,
multiplying schema, giving the infant an ever increasit;g ‘
knowledge of his world.
Stage 6 lasts from eighteen monfhs to twenty-four :
monphs and it is during this time that the beginning of

cognitive representation becomes evident. He can con-

use past experiences to solve simple problems. . Piaget/
believes‘that the infant develops the ability fﬁ’pic-'
ture events méntgliy §nd can use this to’ find soluéions'
to new problems. It is during this stage that the childi

LY ]

begins to reconstruct or re-enact simple activities such

“

as going on a bus, @r eating 'a meal, and expresses these . g o

©

©
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in .simple make-beligve{gymes. )

-

v

Pre-Operational Period.
" The second period of Piaget's stages'of develop-
‘;, >ment ig thag, of the prenoperationai ﬁeriod:” Thiébperiog
Hsubsumes what Pinard and Laurendeau (1969) term
'horizontal degeoulage' and define as
The ‘notion (which)~ expresses a chroﬁological Coe
difference between ages of acquisition of oper-

e . ations that bear on different concepts (or_con-
N tent), but obey identical structural laws.

: T /. ) An example is that of the difference in age of\
T % , acquisition of the cggfervaﬁiop of substance, weight
§ and volume. During the pre-operational period the
‘2' child's inter?al cognitive understanding of the world
; grows. The period is- characterized by'the develppméﬁt

\

X

ERY

of language and the gradual organization of concepfual ’
2 N ,

-

o i

v

_schemata. It is a time of ‘unequilibrium' with the

o child moving from the sensori-motor period to the more

,cognitively oriented ﬁeriod. During the early”stages

T g it e PN
Al Py

. of this period schemata are characterizeg'by egocen-
tricity, that is the- child can only understanh an object

.- or situation from his gwn point of view and cannot

~understand that others may have'a different pefapective

. 1a. Pinar&=qnd M. Laurendeau,'*Stage' in Piaget's
Cognitive Development Theory: Exegesis of a Concept" in

. D. Elkind and J, Flavell, Studies in Cognitive Develop-
. ment. ‘London: Oxford Un. Press TP R
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of the-same objéct'or prnblem. Their perception is
. bound by their own concrete experiences and they lack
the more complgx schema which would allow them to see
sitpatgons'o: objects from othep perspectives. /
As language skills are acqnired and integrated
with perceptuél cognition the child becomes less ego-
centric and the anquisition of more complex schemata
enables knowledge to be applied to an increasing var-
iety of problems. The use of transductive reasonfng
during this period demonstrates the ability to‘reqéon
but only in terms of one spgcific situation no another
specific issue. Thus having to stay ;tlhomelduring the
week because of a snow-stnrm instead of fpllowing the

usual routine of going to the day care center may be

reasdned by the child that,

"Today is Saturday because

I didn't go to the day care center,

Reasoning from

general to spéélfic or spec1f1c to general is not yet
possible. ﬂ )
The fre- opqratlonal period is a t1me when intu-
' itive speculatlon is: used to deal with many of the
encountered problems Often there seems to be a mental
jump from the beginning of the activity to the final
outcome -but little understandlng of process, order,

* logic or sequence of events, ‘This limits ‘the ability

-

to arrive at meaningful answers to. some problems,

Piaget declares that it is during the period of

116
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pre-operations t:hetithe first expressions of symbolic SR .
- schemata are observed. These may We intei‘ns{ized and i
~ . . " non- verbal or may be verbal and commmicated o others, :

but both are observed as the child constructs his world

through playjé

As the sensori-mot:or and. perceptual skills
are acquired the child becomes more able to understand
his 'environment., The view of his world is still 11m1ted -
“howevér by the inability to see ob_]ects or events from S e
. | a “po:Lnt of view or perspective other than his ovy41.

/
Concrete Operations Period. ,

This period begins at approximately seven years of
- age and is theref‘oreybeyond the early childhood ﬁ/ategory.‘
Briefly it is a time when the development of complex

language skills and the growing aBility to organize ) . x

t
}

conceptual schemata enable t;helchild to.apply logical ‘ . ;

' thought to concrete problems. The notion of revers-
ibility of thought processes and the ability to under-
'stand' the perspectives of otﬁere,which lessens the egos C
.centric orientation of 't:he previous'period, is acquired. L
Forma1\0perati0ns Peried. | B
v . Beginning at about eleven years of age this periodc
is one of increasing language development leading to the ' '. :
ability to reason logically and scientifically. .

\ m\f\

A salient feature o; Piaget's theory is that in‘di--" . d

vfduals go through the stages of development in the eame
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sequenfiel/orﬁer though at varying rates‘and attain
diffe‘pnt lewels of coghitive-development, ' Each stage
is the formation of a total structure that includes pre«
:v1ous processes as a foundation. Piaget points out that
. . the invariance of the sequence does not excldoe tﬁe
possiblit§ that acceleration or retardation may occﬁ;'
tbrough invof%ement with, or’degrivation of, positive:’
/ physical, social or culeural‘experiences (Piaget 1956).
Some individuals will pass through staées'rapidly while
others will follow.more slowly a;d in some cases never ’
reach the stage of formal operatione to any great degree.k
| Piaget suggests ;hat four broad factors influence ‘
the cognitive-development of a child. These factorsuof
' _.ghaturation, physical experience, social interaction and
general ﬁ;ogreséon of equilibrium are'interdependent'for
cognitive-develoément; The importance of'maturatioo
to cognltive as well as physical: development is streseed. §
Just as the expectations of physical achievement must be }
founded‘on the gradual maturation of th; ‘muscular system,
the expectations of cognitive achievement must also be
Based on the gradual maturation of cognitive structﬁres.
Both mental’aod physical maturity are obtained through
active participation of eaeh individual with his.envir-
) / " onment. Children must experience their own learning if

they are to internalﬁze,'assimilate and accommodate that

! : which is taught by the human and physical environment.

& ~
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Social interaction leads to what Piaget calls
'social transmigsion'. Each new éocial interaction
bfi?gs with it'avdisturbaﬂce of equilibrium which mot-
ivates the child to search and reflect in order to find'\
new solutions to a cognitive coﬁflict. Once the cogni-
tivé conf}ict is resolvea equilibriuq is agdin estab-
lished but at a different level; thus intellectual devel-

opment takes place.

119




TN W T o g s Aot SoSAA T G, SN ORIt ot mgyenp v v
.

s ee e B ot

Moral Developmigat Components of the
. Cognitive-Development Theory

-
-

Piaget's stages of moral developmentiiqcorporate
the cognifive transformations encompassed in the intell-
ectual development. High levels of moral attainment
par#llel successive cognitive development stages;> and
moral reasoning and.judgment are dependent upon cogni-
fivg structures., In his study of moral judgment Piaget
investigated.a child's respecﬁ for rules because he
theorized that,

All morality consists in a system of‘rules, and
the essence of all morality.is to be sought for

in the respeft which the individual acquires for
these rules. «

Comparison of the manner in which children‘pracé-
iced rules and the ideas children expressed regarding the
gharactef of rulesiwhich forﬁ‘the‘congéiousness of rules,
gnabled Piagét to form a view of the ﬁsychologic&l
nature of morallrea'litie‘s.2

During the sensori-motor stage of-intellecfﬁgl

°

. 13, Piaget, The Moral Judgment of the Child.
New York: Harcourt,~Brace and Company. 1932 p.l

~

25, pPiaget, op. cit., p.l4
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development Piaget found that the egocentrism of children

limited their ability to understand or acknowledge even

!

the most simple rules. The infant and young toddler

interacts with the eﬁvironment withlself‘ag the central
concern and has no cognitive schemata to think beyond
the core of self,

The child cannot recognizé his egocentrism; and

he believes that his psychological perspective
' 'bears a direct correspondence to external events.l

. The interaction does not include the concept of others,

so rules never become part of the conscious reality.
The sensori-motor pefiod‘is therefore amoral, havi;g
no moral components or regard for rules,

' During the first years of fhe pre-operations"
period amoral attitudes continue. For Piaget theé pre-
operational child is still interacting at a premoﬁal
stage. That which is good brings pleasure and enjoyment;
that,whicE is bad brings pa?n and displeasure. The ego-
centric character of a child’s activities limits the
awareness of others as participénts in soéial.inter-l
action and in turn Limita the awareness of the)nged for

rules. Gradually the child becomes more aware of the

13. Mancuso and T.- Sarbin, " A Paradigmatic
Analysis of Psychological Issues at the Interface of
Jurisprudence and Moral Conduct." in T. Lickona, Moral

Development and .Behavior. New gork; Holt, Rihehart and
Winston, 1976 p.332 .

/
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1
social expectations of others and becomes subjected to

social rules, Thé auforitdrian figures set rules and
‘limits, and implement a system of rewards and punish-
ments which the child encounters and reacts to. Inter-
action with peers also makes each child aware of social

limits but young children functioning at the early pre-

operational stage exhibit their egocentric perspective
and involve ‘themselves in isolated activities or par-
allel play.‘ They may be together in a group and playing

with the same set of materials but there is no social

2 o g,

-
Sr e e Em— e

interaction or attempt 'to‘work togetﬂer. The children
do not seem to have the ability to change fhe‘direction
. of their thought pattern to include the thought pattern
‘of others gﬁd bring abod% integrated play with'ﬁefineﬁ

rules.

n

As social rules are imposed on the ckild, growing
awafeness is expressed by the child in the férm of
copying aﬂd echoing the authority figure's ététements.{
Four and five year olds will often state,'My father |
says ..." or "The teacher said ..." but their.actions
often demonstrate the lack of meaning the statements ' i

have for themselves and they do not follow the rules

with any consistency. By watching the play and games.of

pre-operational children Piaget found ghﬁt the focus of

the adtivity was still egocentric. °There was no under-

standingoof a rule-as a construct applyijg.to all .

5‘/ o
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members of a group and no‘consistency between étating a
given rule for a particular game and blaying within the
rule structure; The' children had no understanding of
the chcept of competition, of winning or losing, of
being first or last, and therefore could not understand
the need for rule structuré to ascertain who had won or '
1ost; ’ ' ‘

. Play, in the form of using materials to explore
and consolidate the interests and needs of self, yé the
important focus; the proces; of.a game or the proéess of
using materials offers the meéeans for enjoyment and
satisfaction and the final outcome is of no concern. ~

It was not until children reached the stage of
concrete operations that Piaget found an acceptance of
rules of a game and a conscious attempt to ébide by the

- rules set down by those in authority. Once the rules
were_gccepted they were assumed by éik and seven year
old children to bevsacred and unchangeable, given to
mankind by tﬁg authority figures held in great estéem'
such ;s "Daddy", "God" or "The gentlemen of the Town
Council"’' (Piaget 1932) It is at this stage that the
unchanging character of rules gives the child the:struc-

3

tures for competitive games. The rigid adherence. to. the -
L]

- rules assumed at this stage becomes a source of great

frustration if younger pre-operational children are

included in the game or oidgr people-try to adapt the

i
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rules to accommodate time limits or lack of equipment.
Morality is seen as.obedienge to the rules set by people

in authority. To be good is to follow the letter of the

\

law or foIlow the rules rigidly.

A ]

Thé period of formal operations is seen by Piaget
‘\ as the time when morality begins to be established and

the modification of rules is possible. The ability of. ;

. an individual to conceptualize at the formal operations

ce o e

level enables the individual to accept and understand a

rule as a changeable item which may be looked upon as

law when a group consents to the rules and each member

of the group respects and adheres to the agreed-upon

4
“

rules,

AN

The four stages of moral development as outlined

by Piaget are as follows: : -

The first stage is purely motor and individuskistic

T i ) AT

and the child has no knowledge or understanding of rules.
P ‘ The second stage is that of egocentrism. Parallel

” ' \

. play does not unify interaction and therefore there is

Xno regard for rules, J

| The third stage usually appears between séven and

jgight years and is that of incipient cooperation. o _ ;
Children become aware of the need for mutual control but
their concept of rules‘is still vague.

The fourth stage is that of .codification of rules

and begins when the child is‘approximat$iy eleven or
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: ‘twelve years. The code of rules befns to be acknow-
R ledged and members of a group are able to understand and

adhere to the stated rules. . i

a

Children are able to respond to moral codes only

!
i

within the framework of their cognitive development. 3
For example children~tp to the ege of ‘eleven or twelve l
years respond to ruies because of social expectations pe ;
and pressures. They conform because it is expedient to %
do so. According to‘Piaget there is ; 'moral realism' i
.which is demonstrated by, , . , o

The tendency which the child has to regard duty ‘

and the value attaching to it as ‘self-subsistent

and independent of ‘the mind, as imposing itself

regardless of the circumstanies in which the

individual may find himself.

Components of moral realism are heteronomous duty,
o .that is, adherence to the letter rather than the spirit
| of the law, and morallty of congtraint. Thus it is ack- ., ‘
nowledged that a chlld is unable to gnderstand or func-
tion in any moral sense except by obeying the conditions
and canstraints determined and applied by persons in
in authority. When a parent sets a rule it is accepted
as the order of things because parents are Higger, - .
stronger, more powetful and important., '"My mother says

..." or "The policeman. said ..." are the only explan-

15. Plaget, The Moral Judgment of the Child.p.106




ations necessary for obedience and adherence to a rule,

Once the rule is stated by those in authority the rule
is seen as permanent and unchanging; and adherence to the.

rule is required regardless of a non-rational application

or outcome. The rule is seen as 'coming from above'; it

cannot be changed, and everyone in the world is thought
? .

to obey the same rule in the same way. If authoritarian

~

PR N

" persons are not in evidence then the ruyle is not seen as
. meritorious and actions are constrained only by concern '
of 'being found out'.

An objective conception of self-discipline and

Ay e

responsibility is only possiblé when the child has

- omr

: . ' reached the stage of cognitive development which enables

L e

him to view himself as a member of society or group and

‘perceive the negds and viewpoints of others as influen-
; ~ tial in accepting and discharging responsibilities,
| Morality of constraint refers to the setting of !
ruies by parents or. persons in authority. Children obey
and function morally because of the constraints imposed
on them. Children accept the morality of constraint,

according to Piaget, until they are about ten or eleven

R et s ] N

years old and entering the stage of formal operations.
{ ' . The same process of moral development is charted

by Piaget in a child's attitude towardslying and steal- .

'’ ing. Children under seven or eight years have no con-

cept of truth or deceit in the context of lying or

\ . R
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’ sfe;ling. The intellecnual'egocentrism of the young
child makes it impossibleffof him to distinguish between
tr and expression of wishes and beliefs. A desire to

to the circ%5 may be'stated in future terms, "I -am
going to the circus".or in past terms "I have been to
the circus" and these statements do ngt change even

though an adult may try to show how the statement is

false. Similarly a child who has broken an object will( 3

deny that he touched the object even though others were

{ - ‘ ~ watching as he handled the said object. Piaget explainms,
What has perhaps been less generally understood is |
that this feature of child psychology is of an ‘

" intellectual as wéll as of a moral order, and that .
it is connected with the laws of child-thought in . °
general and with the phenomenon of intellectual
egocentrism in particular. For the need to speak
the truth and even seek it for oneself is only

, conceivable in so far as the individual thinks and

; acts as one of a soiiety ... founded on reciprocity

’ ] ' "and mutual respect. N

Children view and evaluate lies and stealing only
with -respect to the extent of the expécted punishment,
If one is not caught or found out there is no conflict
‘and therefore no copcept of wrong doing. The lie is
considered by the child as a serious act if the punish-
ment is severe; not because truthfulness is the ideal to

be aimed for but because the untruth is exposed and

therefore punished,

' 3
. o»
. !
. .

-1J. Paiget, The Moral Judgmént of the Child. p.160 »f
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* The earliest concept of justice Piaget believes,

is founded on each individual's idea of retribution. .

The extent or unpleasantness of any punishment depends

on the consequence of the act rather than the act it-
self. Thus a child expects greater punishment for

breaking a large number of cups, even if the act was

.
I

|
accidental and no fault of the cPild, and less punish-

ment for EEeaking one cup even tﬁough the act be delib-

erate. Older children, howeﬁér,lare able to consider
other factors such as the intentionality of the act, the
motivation and the subjective responsibility, that is,
the responsibility that lies with the person who under-
takes the action, ‘

For Piaget the attainment of moral attitudes and
‘behaviors is developmentally contingent upon cognitive
ability and maturationm. He argues that consciousness
of rules, lies, stealing and juStice is not developed
until the child has reached the later stage of the con-
crete operation period when the child is approximately.
ten to twelve years old, It is not until the |
intellgctual structures for reasoning are developed
that a child can be expected t; demonstrétg under-
standing. of :such moral coﬁcepts as truth, justice,
rules aﬁd rgsponsibiyity. . It is only when moral

. ¢ .
consciousness has been developed that moral thought,

P -
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attitudes. and behaviors can be expressed. » | .

Kohlberg:(1970) expanded Piaget's stages of moral
‘develooment to six levels, each of which is experienced
in hierércnical order. These stages are concomitant
with the stages of cognitive development outlined by
Piaget but offer a broader base for categorizing
moral behavior. The following table charts the three
levels of moral development by Kohlberg.1

(see page 130)

Kohlberg believes that noral judgments are baseda
on the stage of logical reasoning and his first. stage
indicates the level attained after a child has a.command
of language. Before level one, stage one, the child is
at a pre(*moral 1eve1 and cannot be cons:tdered* within the

parameters of stages of morallty

In his study of moral development Kohlberg (1974)

found that success in the moral domain iS'not,only

. pdependent on cognitiJe stimulation, that is, direct

teaching, but is influenced by moral.experiences
‘obtained through social interaction. The child needs to

interact with morally fynctioning others in order to:'

- 1L.-Koh1berg, "Moral Stages’and Moralization",. ~
in T. Lickona, Ed. Moral Development and Behavior. S
New York: Holt, Rinehart and Winston. 1976 p. 34, 35 :

-~
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. 130

What :Is Right

Rcaiqns for Doing Kight

Social Perspective of Stage

. Level and Stage
' LEVEL I—PRECONVENTIONAL'
Stagef 1—Heteronomous
Morflity’
. ! . ‘
i
\\\\

Stage 2—Individualism,
Instrumental Purpose, and
Exchange

.

To avoid breaking rules
backed by punishment, -
obedience for its own sake,
and avoiding physical damage
o persons and property.

. Followingfules only wisen
it is tp$dmeone’s immediate
interest; adling to mect one's
own interests and necds and
letting others do the same,
Right is also what's fair, )

, What's an equal exchange, &
deal, an agreement.

Avoidance of punisixmenl.

" and the superior power of

. suthorities.

3

'
©

To serve one'’s own needs or
interests in a world where you
have 10 yecognize that other
people have their interests, too.

Egocentric point of view. Doesn't
consider the interests of others

or recognize that they differ from
the aclor's; doesn't relate two
points of view. Actions are
considered physically rather than

in terms of psychological interests
of others. Confusion of authority's
perspective with one’s own,

Concrete individualistic perspective.
Aware that everybody has his

own interest to pursuegand these
conflict, so that right is relative

(in the concrete individualistic
sense). : .

-

;
H
3
§
i

LEVEL II—CONVENTIONAL
Stage 3—Mutval Interpersénal
Expectations, Relationships, and
Interpersonal Conformity

' Living up to what is expected
by people close to you or what -
people generally expect of
people in your role as son,
brother, friend, etc. “Being
good” is important and means
having good motives, showing
concern about others. It also
means keeping mutual rela-
tionships, such as trust, Joyalty,

» The aeed to be a good person

in your own eyes and those
of others, Your caring for
others. Belief in the Golden
Rule. Desire to maintain rules
and authority Which support

stereotypical good behavior.

Perspeciive of the individual in
relationships with other indi-
viduals. Aware of shared feelings,
agreements, and expectations
which take primacy over
individual interests. Relates points:
of view through the concrete
Golden Rule, putting yourself in
the other guy's shoes. Does not
yet consider generalized systém

respect and gratitude. perspective.
¢ A .
Stage 4—Social System and Fuifilling the actual dutiesto  ° To keep the institution going . Differentiares societal point of
Conscience which you have agreed. Laws as a whole, to avoid the view from interpersonal agreement .
are 1o be upheld except in breakdown in the system “if or motives, Takes the point of
extreme cases where they everyone did it,” or the impera-  view of the system that defines
conflict with other fixed social tive of conscience to meet roles and rules. Considers indi-
, duties. Right is also contributing  one's defined obligations vidual relations in terms of place
to society, the group, of (Easily confused with Stage 3 in the system.
institution. belief in rules and authority; '
. . see text.) *
LEVEL IlII—POST- Being aware that people hold A sensc of obligation to law ~ Prior-to-society perspective.
., CONVENTIONAL, or a variety of values and because of one's social contragt  Perspective of a rational individual
PRINCIPLED opinjons, that most varues and  to make and abide by laws ." aware of values and rights prior
Stage 5—Sotial Contract or rules are relative to your group,  for the welfare of all and for to social attachments and contracts,

Utility and Individual Rights

*

Stage 6—Univelal Ethical-
Principles’
. F

* : )

These relative rules should’
usually be upheld, however, in
the interest of impartiality and
because they are the social
contragt. Some nontelative
values and rights like life and
liberty, however, must be |
upheld in any society and

. regardless of majority apinion,

Following self-chosen ethical
principles. Particular laws or
social agreements are usually
valid because they rest on
such principles. When laws
violate these principles, one
acts in accordance with the '
“principle. Principles are
universal principles of justice:
the equality of human rights
and respect for the dignity of
human beings as individual
persons.

the protection of all people’s .
rights. A feeling of contractual
commitment, freely entered .
upan, 1o family, fricndship,
trust, and work obligations.
Concern that laws and duties
be based on rational calculation
of overall utility, “the preatést
good for the greatest number.”

The belicf as a rational person
in the validity of universal
moral principles, and & sense
of personal commitment to *
them. “

1

.Integrates perspectives by formal

mechanisms of agreement, con-
Aract, objective impartiality, and

due procéss. Considers moral and
legal points of view: recognizes

that they sometimes conflict and”
finds it difficult to integrate them.

Pcr:pém'tg( of a moral point of
view from which social arrange-
‘ments derive. Perspective is that
of any ratior§l individual recog-
nizing the nature of morality or
the fact that persons arc ¢nds in
themselves and must be treated as
such.
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learn 'the processes and principles of moral actionor
conduct. CognitiQe,m;ﬁuration is' necessary but cannot
_directly gemerate a high level of morality. 1t is poss-
ible-for an individual to attain a high cognitive level
but function at a low\morél level as demonstrated by
a ruthlésé,‘gunning but clever criminal. |
The sociallinteréction with.moral adults is
thoﬁghtwto provide the meags by which a child can develop
affective components of moral conduct, that‘is, the dev-
elopm;nt of concern and empathy for-others. The child
becoqes empathetic or sympathetic-\becomes,abie to under-
‘ stand the rights of others as he experiences empathy and
sympathy through his interaction with others (Kohlberg
1968). The intellectual development is ﬁeveg-the—less
the basis for sound moral develgpment according to

Kohlberg, for without intellectual functioning there

can be no reasoning and no morality. .Exposure to higher <

levels of mprallbéhavior is thought'to sti@ulate‘ﬁpral
dévelopment and accelerate the prdgresé from one-leveI ,
to another. Thus, although every human prbcegds'

through the same seduentiél stageg of moral development .- °
btﬁe environmeﬁtal resouces and social exposure will det-
grmiﬁe the rate of advancément and the ability to. attain
Higher reaches of moralityf It is thqught,that’lack of
,exposureﬁto’moral functioning adults hinders the ‘process
and the result may be that 803p adults never reach the

“ >
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Piaget and Kohlberg the attainment of moral attitudes

not developed until the child has reached the later : "

stage of the concrete bperatiohs period when the child

B L

higher stages of moral development,.
. " The intellectual development of an individual is

therefore seen as critical to moral development. ,h For

and behaVviors is developmentally contingent upon
cognitive ability and maturation. They argue that:

consciousness of rules, lies, stealing and justice is

is approximately ten to twelve years ol It is not

;
!
i
}

until&beiintellectual structures for reashning are
deyeloped that&a child can‘be.efpected t deﬁ&gstraté
understandiné of the moral confepts such as truth,
justice, rules and responsibility. It is oniy when;
moral consciousness has been developed that moral

thought, attitudes and behaviors can be expressed.
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. ‘ .~ Analysis of Cognitive-Development Theory
- - ¢

Jean Piaget began his career of the field of
. biological science gnd his interest in‘the dévelopmental } L
processes of organism&'led him to study the ‘development
of intellect aﬁd reasoﬂing in children. The terminology
> . . and structures used in his research refleg} Pi;g;t's
béckground in biology. His search for 'adaptiye.
structures' in the physiology'of learning in}the bio-
o ) - logical %ramework generated different questions and a ) §
~ 7 new apﬁroach.to the problem of intellectual development. |
Observations of children in their natural environ-
ment was Piaget's methodology and he collgﬁted a vast

amount of empirical data, includiﬁg detailed obser-

vations of his own children. The theoretical interpré-

B g

tations are often substantiated by extrapolation from
the data rather than the complete findings. Having

assembled ‘'a great many'detailed,observafions of his own ,

T

children: Piagef formed his theory and then supported
S . his theory by quoting from his observations,
Baldwin points out that quantity does-not‘nec-
essarily prove reliability and much ofABiaget's
empirical researcﬁ "has been badly controlled from the

standpoint of expérimental design and has Been {fncom-

pletely reportedﬁ.l,

1A, Baldwin, Theories of Child Development. p.29
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The lack of cgntrolled research structures has
been overcome to a,large extent by-other researchers

using more refined.reseafch techniques. Subsequent

research based on Piaget's thedretic’f structures (Furth

1970, Lavetelli 1970, Flavell 1963 and others) supporté
Piaget's cognitive development theories and has gen-
erated furthgr/ihterest and continuing research.

The focus of Piaget's work was to determine and
chart the origins of intellectua& growth in chilidren
He was interestéd %n how children learn, the various
manifestations of'intelligence and mechanisms which
support intéllectyfl develépmént. - The focus was pre-
Hominately cognitive; the affectivg'and sociallcompon-
ents of development were neglecte& or ignored. The.
samé focus deFérmined Piaget's approach to morai devgl-
dpment,‘ | |

Piaget's -theory of moral development is founded in
his belief that "morality cohsisfs in a system of ru{es"l

Society establishes the rules and imposes moral obli-

gations on each member of the social group to respect

"and abide by those rules. How a person interprets his

- moral obligations, and how a child learns to ihterpret

hiq moral obligations were the subjects of Piaget's

8

1J. Piaget, The Moral Judgment of the Child. Pl
. N ° ‘. . £ ‘.
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'gnquiry. Children were questioned regarding their own
views of rules, How they used the rules and why rules
Qere important.

The structuring of thgoréticai enquiry on verbal
expression of views limits the enqu;ry’to those who
have faciliﬁy of language and are intellectually able to
express thoughts clearly. Children who have not devel-

6ped language ability are thought to lack the compet-

.encies to reason morally or to comprehend rule structure.

Piaget acknowlques the limits of ‘his enquiry and the
difficulties of generalizing about an active concept of
morality from data which demands verbal'ahility. He |
reasons though that, '"only direct observations can
sett}e this problem ... but we Lhall first have to find'
out the child's verbal ideas on morality".1

, Omitted in this approach to moral development is

the topic of motivation tQ act on moral issues and

» < dilemmas and the likely influences wﬁich inclipe a per-

son to‘act within'or against the know social structuresm
Even in his observations of his own child, Piagetlseems
to ignore the affective'influeéce§; Illustrating how
his twenty-three month old daughter‘ﬁas unable to'uqder-

stand that rules are not constant and that parents, who'

9

-
“

» ' e
13, Piaget, THe Moral Judgment of the Child. p.115
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normally expect the rule of cleanliness, may make

exceptions he writes,

In the earliest stages of life cleanliness is a

constant occasion for judgment of responsibility

..+ parents are bound to ask their children to

be careful.
He continues,

J. at 1.11 hasg been put to bed-and given medicine

of whose effects she has been informed. 1In spite

of her mother's precautions, specially designed to

avoid any redction of guilt J. is greatly upset

when the medlcine works.,
Piaget's ewvaluates J.”'s reaction of gullt in terms of th
infant's lack of ability to understand that an estab- e\‘}
lished.rule (that of not soiling the bed) can be changed
if the circumstances change. It was suggested that the
child's lack of intellectual development and her inab- .
ility to see a rule as a flexible structure led to the
child's anxiety. 'Psychoanalysts may suggcst that, the
child's anxiety reaction was a direct response to the-

affective climate initiated by the parents' overwhelming

concern with cleanliness or non-cleanliness and likely

to make a sick child more upset and anxious. Plaget

. does not seem to take into consideration ‘the effect of

two parents, insisting that an infant's expectation of -
ahger was inaccuiﬁte, may be contributing to an anxiety-

f‘

P
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ly. Piaget, The Moral Judgment &f the Child. p.180
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' filled climate., It is the intellectual parameters 6f
the infant's guilt on which Piaget focuses his attentioﬂ.
Kohlberg's work also focuses on moral reaséning
indicating that cogniti&e development is the critical
determinant of moral -development. H%s theo;y of moral
development and the constructs of his research are based %
on Piagét's research and.theory but Kohlberg Edentifies
moral development with the priciples of justice rather:

than rules. He states,

The ideal principles of any social structures are
basically alike ... and most of tTese principles
have gone by the name of justice. .

- s,

However, the understanding of justice is still deter-

mined by an individual's cognitive ability.

e RN 0 TR Na e gl

Both Piaget and Kohlberg omit the influence of

affective functioning on morality. Kohlberg acknow-

£ g

ledges the possibility of a highly intelligent person
lacking asense of morality but has not elaborated on

this phenomena. By confining the theoretical, principles

LB s e v e A IR, ¢

to those cognitive pursuits of thought processes and:

reasoning abilities necessary for moral judgments the

cognitive developmen€ theory is weakened by what Schwab
\ 4

—

terms, a‘partiality of view,

M L T PR, v v ewic

1L Kohlberg, "The Child as a Moral Philosopher“
in Readings in Psychology Today California: C ‘R, M.
¢ books 1969 p. 180
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I suggest that moral judéments*cannot be the final 7

criteri; for evaluation of a moral person, Considerat-
: ions of behavior and activites which demonstrate ﬁoral‘
'S' résponsibilties and involvement should also be included
in a comprehensive study ofgmoral development. One may
think at a‘high level of moral reasoning but be unable to
act on an issue; a man may know it is moral to save
someone from drowning but may nqtihave the motivation,
éourage'or interest to carry out the deed. |

The areas of interpersonal relationships-and peer -

influenc; on moral development is also neglected in the o {
1 . o cognitive development theory of moral development.
Piaget discusses adult/child interaction but limits this
C to the constraints of the adult on the child's
obedience to rﬁles.
“Responding to criticism of the cognit;ve devel;

’ opment approach Kohlberg'suggeéts that “moral develop-

ment depends upon stimulation defiﬁed in cognitive
structural terms', but that psychoanalytic theory offers

levels of ego-~development which are also useful guides
- 2

1

for understanding moral attitudes. Kohlberg conceded

g
¥
4
4
§

- 1, Kohlberg, '"Moral Stages and Moralization" in
T. Lickona, Ed. Moral Development and Behavior. New York;
Holt, Rinehart and Winston. 1976 p. 49 ' ’
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As we move ... to the mbre individual life exper-
iences that seem to promote moral change, a cogni-
tive development theory begins to seem limited, and
abstract. At this point one begins to draw upon
theories such as Erikson's (1963) which present:
age-typical emotional experiences aslthey relate
to a developing personality or self,

- As practical application qf a theory, and the
interest "to move to the more individual life experiences

_ that seem to promote moral change™ 1is central to this
paper, the quoted statement of.Kohlberg's can be seen as
supporting Schwab's concern of 'limit of view'.

The cognitive development theory of moral develop-

ment is also 'limited for the’purpose of this paper which

is concerned with the development.of a child from birth
to six years of age. JBoth Piaget and Kohlberg view

moral reasoning as concomitant with an established
facility in 1anguage. Kohlberg's stage 1 starts when

the Chlld has’ achleved the basic skills for formal
communlcation at about five years of age. Before this
the ch11d is considered to be amoral, having no éeaéoning

or judgmental ability to determine right from wrong,

139

good from bad. Parents are the guardians of the child's -

" morality and determine how a child behaves by their

methods of discipline. .

From the age.of five to seven years approximately,

the child is functioning at an intpitive levgl and grad-

1. Kohlberg, op.‘ciﬁ., P.52
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P

ually emerging from the amofal stage to the preconven-
tional stage of moral development. During thislperiod
there is little understanding of rules or jusfice. Thé
child behaves morally only by obedience to the signif-
icant others who provide the required directions for

socially acceptable behavior. Thus a child acts on sit-

uations as he is directed with no understanding of the

reason for the required behavior nor achieving self-

motivation.to act on a situation which is beyond the

cognitive development theory of moral development would
therefore be limited in the early chil&hood context to
the high-intéllectually functioning child.

Accofding to-Piaget: and Kohlberg the early child-
hood educator's role, for the most part, would be that
9f a guardian of children's moral behavior. The educa-
tor, by setting the rules and’ ensuring that the childfen

comply, would be supporting the social structures of a

" society.

The moral rules which the child learns to res-

.pect he receives from adults, which means that he
"recelves them after they have been fully elaborated,
not in relation to him and as they are needed, but
once and for all and through an uninterrfpted
succession of earlier adult generations,

b

-

15, .Piaget,” The Moral Judgment of the Child. p.13

.
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The\imposition 'of rules, or what Piaget terms

'moral obligations),for activities such as meals, clean-

liness or beadtime enables éertain behaviors to become

ritualized. i :

Although\the application of cognitive developm@t
thgory is therefore limited in the context of early
childhood education, the clearly defined parameters for .
the study of moral development delineated by the struct-
ures of 'stage-level' déﬁélopment hawe provided the
avenue for scientific research. ~Koh1berg argues that
although the limit of viéw can be seen as a weakness, the
sfudy of ;oral development; and the necessary empirical
research in this area, need logical structure. These
struc?yres are those provided by his theory of stage-
developmegt. The relationship.between moral devélopment
‘and cognitive development is c%early defined and the negd
for intellectual competency is substantiated;

Moral reasoning however, does not automatitally .
follow in step with intellecﬁual competency., Examples of
intelleétually suPerior'individuals who cbmmit crimes,
condone ﬁurder, inflict harm on others or refuse to take
responsibilty for thei; actions are numerous thr;ughout
‘history. It would seem that moral attitudes and actiops
require more than intellectual proficiency and .other -
theoretical views are necessary to cover the areas omit-

\

ted by the cognitive development theory.

F
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The cognitive development theory is one which has

influenced education in the past twenty years., The

]

. o
-study of stages .of cegnitive development has made

educators aware of the need to'design a curriculum and

~—

gear expectations of success to the level of intell-.
ectual.development attained by the children. Moral
programs have based their content and méﬁhdﬂs‘on ;hé
stage structures of Piaget and Kohlbe;g.-' . .

~ The theory offers principles and strqctures which
are regdily ddaptedvto empirical research. Tﬁe methods
of observation destribed by P;aget and Kohlberg can be
duplicated &n most centers‘or schools and ihe éuestioning
procedures can beAutilizedlto assess the stage attained

3

by children. ‘
‘ Piagétfs identification of two major stages of
moral development, that of'moraiity of constraiﬁt and
morality of cooperation,‘indicates f?r-early childhood
educators that'expecpations f;r most children under the

age of five should be contained within the morality of

contraint stages. It further indicates that the amoral’
stance of pre-verbal children must be considered when
expectations of particplér behavior and responses

»
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The emphasis on cognitive development and neglect

. of affective influences limits. the theory to areas of
4 - '

. TR N
moral judgments and redsoning.

with-moral,

The lack bf concern

ions .and attitudes, espécial‘ly thoge '

~which may be evidenced at an early age before fluency

of language is established leaves g pp which should
also be studied. )
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. - Practical Applicatlon of Cognitive Development Theory L
0f Mbrq{ ‘Developmerit in Early Childhood Education s

- The cognitlve development theory of moral devel- k

opment with its emphasis on the ability of an ind1v1d-
DR ' o " ual to function at particular levels of intellectual //
competence before moral reaeoning can be said to‘be

taking place, has limited implicatlons for early child- 3 N

Al g - -
3

hood education. Few children are expected to reach the '
- stage of concrete operations before the age of seven or. v
.eight years and therefore féw. children. under five yearso -
.old w1ll be functioning at the early moral stage of
inc1p1ent operations (Piaget) or conventional level
(Kohlberg);‘ Iﬁ the early years the stages of motor
r ‘ ' activites ané egocentrism-(Piaget) and amoral and
’heteronomous- morality (Kohlberg) are marked by amoral

- , o . characteristics. ' Both Piaget and Kohlberé indicate  that

g /) .o these early'stages mast be 'understood as a time when any - ' ‘ 4

®

- moral behavior\expressed by the child must be determined ty

o T by the authority figure in the child's immediate envir-
‘ | v onment. These autHority figures (usually'theiparents)
have, accordihg to Piaget, a responsiblity to provide

iyoung children with well defined rules and establish.

methods of constraint and control. Pulaski points out
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that Piaget assumes that once parental authoritgrial\{s\mh\

-+ is established and accepted by the child, the foundatid

has been laid for the development of morality based on_

codperat:lon._1 From constraint and controls, the co-

4
operative concept will emerge and guide furthey moral

development,

Pieget states, ‘ ' S
This paradox is genexﬂ‘l\tahild behavior and con-

stitutes ... the most significant feature of the
morality belonging to the egocentric stage.
Childish egocentrism far from being a-social - 2
always goes hand in hand with adult constralnt

[

‘The child has a' spontaneous respect for the authority

figures with wleom he comes in contact and sees the &lilc—‘

tates and rules as eternal, somewhat divine and mystical.

Acceptance of these rules is a necessary pre—requisi‘te
for later cooperation in the application of rules.
Ausubel (1971 supports Piaget's theory and feels
‘that the rational component of moral behavior is either
overlooked or undervalued. The actual process of acting
on a moral decision through rational ev‘aluation of the
situation begins, according to Ausubel, in late child-

hood. Moral behaviors expressed in the early years are

1L, A, Pulaski, Understanding Piaget. New York:.
Harper and Row. 1971 P.88

e

e .
237, Piaget, The Moral Juggment of the Child. p. 61
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. necessarily brought about by a régard for the author-

itarian statements of significant ‘adults.
Piaget warns that the child's respect forfauthority -

¢
must be balanced by the adult's realization thatya human-

‘istic attitude towards the behavior of.young children is

required. The comprehen810n of social rules is 11mited

‘ by intellectual ability. Conceptugl understanding of

moral precepts. and priciples is beyond the range of ~
young children. The child's Bependence on the aduit ~
for the neceseitie;.of life makes the child vulnerable

to the pressures. of the power-seeking adult; tne child's
desire‘to please a loved adult makes'it easy for the
adult to manipulate the child and demand inapprobriate \‘

levels of achievement. Such authoritarianism leads,

according to Piaget,/ to anxieties and guilt feelings in o

the child and is the most questionable moral training.

Too much emphasis on the "mor4}" leads to immoral child-

rearing. B h o
Adults responsible for child-rearing should direct

" their efforts toward helping a child avoid immoral .con-

“duct either by warning or restraint instead of punishing

the child after a misdemeanor. Piaget felt that this
supportive approach‘would generate a more cooperative
relationship between the~chi1d and the adult | |
‘ Thus adults should view their ehild—rearing functé‘

ion as establishing and reinforcing necessary rules; but.

« p—
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they sﬁbuld do so with guidance to én;ble the child to
conform,withoﬁf‘undue'stress or c&nflidt. This, in
turn, would enable the child to develop cooperafive
attitudes and autonomy within the adult controlled
envifonmgnt. ’

Both Piaget and Kohibérg indicatg that the quality
oﬁ the adult/child relationship has direct implications

for the child's moral development. Communication,

role-taking opportunities and encouragemeﬁt.of peer

interaction were three fgctors which Bar-Yam, Reinier
and %ohlberg (in preparation) found to be influential in

enhancing moral development, Tﬁe early childhood

‘educator can therefore establishdgp'environment which |

3

*will offer the young child -opportunities to experience

the three factors..

-Communication, detefmingd to encourage adult/child
cooperation, must be éonsidered‘in terms of intent,
method and style, and the leVEl of reception. Direct-
ions and ruleé sﬁould not be offered as commands given‘
in authqritarién tones. Rather they should communicate
clearly the intent ang reason in a manner which conveys
support and umderstanding: This skill is hot one which
emerges naturally when an adult is confronted by twenty
three year olds lacking cooperative attitudes; it invol-

ves self-assessment of values and abilities, and a deter-

m;ﬁed effort to break acquired habits. aPiage"t points
b X S
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ience and one that. could be offeréd to pre-school

'children. It gives a child opportunitles to try ‘the

. the child to experience, in a limited way, the perspeh-'

In order to understand the world around them they assume

v -I .
the role of parents and educators, often without any

will gradually bgcéme aware of another's perspective.

+ Educators cd% support these spontaneous rolé-playing

out that observgtighs of parents in daily situations '

‘demoﬁstrate how lacking in communication skills most

t

parents are, , : : _ ' X
Kohlberg refers to role;taking experiences as bene-

ficial to moral devélopment. He indicates that 'this

activity occurs at an age:whén social cognition is‘

established and children are able to recognize that

others may have different viewpoints. \I suggest that-‘

role playlng may be conSLdered a pre-requisite exper-

roles of people who interest him and in this way enables

tive of ahother person. Most young children under sié

years of agé spontaneously initiate simple role-playing. ‘

direct involvement with others. After contact with -

“Yother identifiable adults such as mailmen, firemen,

nurses and dentists childrén will attempt to role-play . . .
and use the limited knowle&ge thay have to place this

person into their social framework. In this way a child

activities by‘providing materials and equipment which
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will encourage ‘éxpansion dand deepen understanding og/the

/

assumed role. Dress-up clothes, realistic tools, a
space for equipment, clear pictures of specific activ-
ities and étrtinnnt records and story books are a feﬁ of
the materials which should be su;plied.- The educator
must also‘answer”questions or respond to the child's
role-playing if approached by the.role-playing child.
Kohlberg warné that when encouraging role-taking the
adult must ensure that his responsebe honest and real-

istic rather than' moralistic Honest,realistic respon—

5

ses should also be forwarded when a child is role-

playing. -Interaction with a 'dentist’ ﬁay allow the
adult to state,"I'm a little scared of you looking in

my mouth but.I'll sit very still and let you‘see my

_teeth", rather than "I'll be a good, brave child”. This

approach can also be taken when the role- playlng child

uses a doll ag the 'child' or 'baby'. The adult may

'verbélize how a doll may react or feel if it were real,

but must avoid téaching the child what he‘shquld be
thinking or responding. | - ﬁ,é'

The d;ily program for a gfqup of children snonld
be flénible and open to provide adequate time for snon-
taneous role-playing to develop and reach a satisfactory
resolution, This does not necessarily mean the child

’"has finished his role-playing, but that he has had time

to work through some of the notions and ideas, - A .

; « ~
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fifteen minute 'free play; period is not long enough

ror most -children to work through a role~p1a§ing sit-

/// uation, yet in ﬁany institutions this is the only chance

° that the children‘have to.ioitiete and develop their own
ideas. The educator should also be sensitive to the

" fact that some children carry their role-pla&iné ' -

throughout the day. The 'policemuf sits at the snack

o table directs the tra f1c in the playground and sleeps

| with his pollce-badge by his cot. There is a need to

; ‘ , N try out the role in all secure situations. . ‘ - I
| I' _ -Educator-directed role-blaying activities should

be limited to creative expression. Young children are -
F’E o _ 'hot able to understand reverse-role activities; are not- | | Y

able ''to distinguish betweenhaspects of self and'aspeots‘ .

of the external world". 1 Their egocentric stage of

'development Nimits any sense%of rec1procity and it is
LN ;’
‘ _impossible f¥r them to take the viewpoint 6f others,
0 , o ‘ ) ' | .
o - They can, however, begin to express their own ideas of

otheré'%feel%@gs and activities throughvcreative move-

ol e e

“ment, mﬁsic'%ﬁd art., Care must be taken not to impose
\I
adult pérspec)ives (which are often rigid and sterio- .

typed), (but

dlow the child to explore within_his own’
| |
|

“y | .

1r, ‘Lickona, "Research on Piaget's Theory of R

Moral DeVelop ent" in T, Lickona, Moral Development
and Behavior. p. 220
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constructs and schemata. . The children may be asked to
"walk like a fireman when he is very happy or "show
me what a baby bird would do when heais just 1earning to -
fly". If there is no one determineé response the child-
ren will be able to role-play:wirhin their own intell-
ectual parameters, .

‘The third factor of,peer-interaction is also one

which educators‘sﬁould eneourage and- develop. The

environmental setting and the management of the setting

can foster or hinder.positive peer-interaction, Too

-

often the concept of competition is introduced et}a very -

. §
v

\ .

early level and individuality is stressed as the.
important‘goal. "'Who can,ear their snack first?",
"The first one dressed can be the 1eader "The best
painting will go up on the wall", are tactics often

adopted by adults to facilitate routines and to improve -

"work. The- child is encouraged to be 'better than the

' children are asked to help in some way. Competitive

others in the group and rewarded if this aim is achle-
vedf Peer interaction can be positively encouxaged by
planning group activities which require cooperation.,

This may be. a simple achievement.such .as one child giv-
ing out cups for everyone at snack time, or children
helping each other'to[get dressed: or it may be struc-: ‘

tured in a complei problemwsolving-aetivity where allt

games and situations should be avoided and replaced

. . s . .
0 .t . . ¢
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by activities wh%ch allow the chiid to test hiﬁself :
against his own past achievément. "Yesterday you were
. able to recognize‘your'own name, today you know thrge
names';'rather than "You know thrée names, but look aé
Jill, she recognizes all the children's names".

Because children imitate and role-play, it is
iﬁportant that éﬁe adults themselves demonstrate pos-
itive peer relationships. Children soon become aware of 
compefition‘betweén parefits or educators and incorporate
authority structures into their life styles. "I'm the
boss'" is a statement often heard in grouﬁ activities ‘ ‘
with qualifying arguments such as '"The daddy is always

the boss" or "I'm the director so you have to do what I
y

-tellxyou"; . An adult's concern for othe¥mm is expressed

in many way, verbally, by gestures ‘and by action, and

the educator neéds to be sensitive to the overt and

Co”

" hidden messages she is conveying. . ‘

Both Kohlberg (1964) and Piaget (1932) used

" stories to assess the level of moral development of an
'individual. This may seem an approach which may be
used with young -children to start them thinking of . ,
alternative ways of dealing with an issue and introduce
them to simple beginnings of the deliberative process.

In attempting to offer this structure for moral dé;el—' f
opment with young children, care must be taken to ensure '

that the process and content is related and relevant to
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the experiencesgof the children to ensure that the con-

tent of the story is understood.

Kohlberg suggests . that fictional stories may be

| easier to reflect upon for older children but it may be

more effective if real-life issues are discussed with
younger children. Thi%s approach can only achieve B
éffective interaction if a non-threateniné, non-
judgmentel trusting climate can be estabiished It

should not be 1ntended ‘that the child feed the adult what

. she would like to hear, nor that the child be encouraged

to extend glib answers in place of deep but uncon-
scious feelings. '

Care must also be taken to prov1de experiences or
stories in understendable language. For 1nstance,'
Piaget s story of a tray with fifteen cups- which get
broken by a swinging door in the dining room is con-
fusing to a child who has no knowledge of a dining.room
and whose concept of cups is that of unbreaﬁable pléetic.

The stories used by Piaget are useful when the children

understand the content' but the educator may need to

"alter the wording in some instances to ensure the story

remains in context with the child's experiences.
In another of his stories\the act of climbing on a
chair to reach the jam is intended to indicate that the

‘child is misbehaving but in many cultures this would.

not ‘be .8seen as a 'bad' act but one of independence and
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self-sufficiency. The boy was able to think out g way *——--—;—-—
of getting to the cupboard even though an .adult was not
pfesent,' The stories must therefore be chosen with care.
Stories of actual experiences may be helpful té a , oo
discussion’ if the children are allowed to\respond freely.
For example thé following story ﬁay start the children
thinking of reacting to an accident, avoiding the
ac;ident and redistributing resources.
The stor&kww
( “ . Once ;here was. a teacher who sat on the floor and
pouréd the juice into cups on the tray in front of her. ' \
. One boy had gone to the bathroom and when he came back
v . into the classroom he was running so fast that he fell
g .over the trﬁy of juice and upset some of the cups,
spilling the juice;

Questions which ﬁay be asked:#

a) What should the teacher do?

. - . b) What should the boy do?

c) If there was no more juice, what’°should the
B A teacher do? .
| d) If only one cup of juice was spilled, what
should the teacher do? |

If the discussion has any méaning for' the children it

Lactual experience in a Nursery School, Montreal | pew
October 1978 . i
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.it will help them in similar situations when ane child

disrupts another or a group activity is disturbed by
an outsider, '

. "Another approach to start children thinking of
the feelings and geeds of others is to‘infruduce’q
problematic situation. "What would you do if you found
a super-man ring in the sand box?", "What will you do
if someone won't let you have any juice?", "What would
you do if someone pushed you fo the swing?". Children's

;eplieé need to be accepted without comment or value

' judgment by the educator. After the -children have

explored their likely-regﬁonse, the educator can

then ask the questions which offer a different view.

 "What would you do if you lost your super-man ring?",

"How would you feel if no one gave you any juice?",

"What would you do if you pushed someone off the swing?".

Ekposuré to.open-endedAdiscusﬁions gives the children
the .opportunity to realize that there are choices to be
made and that others are involved when action is taken,

Fictional stories may also be .adapted in the

following way but are more appropriate for-children -

from four to six years of age. '

‘Betsy Rabbit o C e

.Betsy rabbit loved to-play‘with her friends. Her

'mother said she could play with her friends but that she

. o !
must play-in the field and never go into the man's
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,garden because that was a dangerous place for a tebbit.°
Betsy told her mother that she would not go into the
garden and’then went off to pley with her friends. They
“had a good time playing house and pretended to cook the ' . !
.supper and eat the meals. Then two of the little

- rabbits wanted to get some real food and have a teal
picnic in the play-house. Betsy’remembered about the

~ carrots and lettuce in the man's garden ...

Questions which may be asked.are "What should Betsy say?" 1

' | ' "The 11ttle rabbits were very hungry, they had not had

anythlng to_eat all day. Can Betsy help?" "Betsy told ‘ "

the tabbits where the carrots were and tney went to get

them themselves. When they .came back theyﬁhad many

e 3o ey

~ carrots, Should they, give Betsy any?" "1f the§ want to
*  -share with Betsy, what should she do?" When questioning ,
the children in this manner it must be understood that

E the childrén's answers must be respected and the adult

must not use them to moralize or chastise. The methods

of ‘Piaget and Kohlberg should not be utilized without ' ’

recognition of their theoretical principles of stages of “‘m'
' . moral development. The coghitive development theory |

‘stresses the nonvmoral characteristics of a child under _‘t ;.,

8ix or seven years of a;e and the stories used with “these :

children can only be viewed as simple beginnings 'to the

deliberative processes. ‘ .o ‘ B K

e . . The day care center ard nursery school provide the® ) A
4 -, ' ;3;w.

® a
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chiid,with a different experience of society., Often
a young child has had limited contact with the outside

~ -

"~ world and only has experience of the social interaction

s

o

egocentric the child finds himself as a member of e 7 .

within his. ?amily At an age when his .orientation

group, all at approximately the same age and all at a

similar level of development. The educator should be

.aware of the childq.e lack of ability to become an inte-

grated member of the group and that ‘rules_, fairplay,

.justice ete. are not part of his constious reality.

‘Rules must be established to ensure the safety and

security of the children but the adult must be prepared
to continually re-state and explain the rules and the
reasonis for the rule. Consistent application must be
\

encouraged but the child's lack of understanding,“

remembering or compliance must not be interpreted as

fdisobedaence, requiring punishment Rather, the adult

must assume responsibility for ensuring that rules are
< A

adhered to but at the same time minimiz}ng the number of-

'rules to those which are really necessary Positive

redirection is preferable to’ negative recrimir}ations and
dan generete a’ more trusting climate for primary

£

social experiences . Tt

©

Children, placed in day care situations, often
have their first experience of interacting with differ-
ing ethnic backgrounds. Piaget suggests thst opporta- R




!

unities to socialize give the child first hand exper-

ience required to form the cognitive structures needed
to accommodate new information. Acceptance of, and

. - .
respect for, all ethnic differénces by the educator

'is-necessary. By wodelling non-prejudicial attitudes,

the educator is able to demonstrate behavior, or as
Piaget‘writes, "Preaches by example rather than przaept"

and this examplory behavior "exercises an ernormous :

}nfluence".l Children learn the rules,of.re;pect for

R

others and see how rules set by the educator are applied
to all . | '

Plaget stresses the importance of play to foster

fdevelopment in the early years. This has been inter-

. preted in some instances as the preparation of an Envir-

onment which provides particular experience designed to

foster ‘cognitive deielopment, Kamir and Deuvries (1970),

Furth and Wachs (1974) and Lavetelli (1970) have designed

S

curriculum kits to éroride sequenced activities which

. allow individual'participatibn and progréss. These S

curriculum units ﬁay be viewed as offering theJnecessary

*

experience to encourage iﬁﬁellectua1~dévelopment and74»

reasoning ability, and therefore start the child on the

'right path for later moral developmert.

[}

o r

é

©

lJ. Piaget, The Moral Judgment of the Child.’ p,319
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An educator responsible for young children needs
'to be cognizant of the approximate age at whlch a child
would be expected to function at a particular stage.
This knowledge'wohid,enable the educator to limit
expectations of mo;al reesoning to the parameters out-
lihed by Piaget and Kohlbergf and at the same time be

‘(awerenof‘the time when the child can be helped to
encc;unter the typg of e:&:erience whichk will in!:rodhce
the child to the beginnings,of the ﬁext'sfage. |

Knowledge of all stages of moral development .

* ,would also offer personal’ realization of the educator’s.

L

own moral development and also that of her peers,

co-workers and parents with whom she comes in contact.
Understanding of resgohsesgihen at different levele of
.development mey help an educator deal with moral
issues. which arise in the functi3n1ng of a center or
* school in a posltlve cooperative way rather than lh a
spirit of conflict of ideels. Koh}berg'(1969) veﬁggeets
thae the study of moral develepment itself generates new

perspectives and personal development which in® turn are

revealed to others.

159
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: . Summary
5 3 ; o | .
| | Cognitive developmént theory of moral deyélép-
ment centers on the‘seqﬁential levels which are apparent

once the_child is functioning at the concrete operation

N

L level. It is generally assumed that this level is not

reached until the ch%ld is approximately seven years old.
The theory is therefore somewhat beyond the scope of
application for children under five years of age.

" However, és moral development is believed to be.a

component of general cognitive development it may be l

argued that provision of experience thought to foster
cogﬁitive development would offer- foundations for later
moral development. If a child'sllogical'thought process

is delayed by the. lack of stimulating, insightful -

experienéés, then the moral development will also be
retarded; certain skills and abilities are pre-requisites

for ‘'more advanced learning.

It is these pre-requigife skills and abilities that
an early childhoodgeducator should foster through the
-medium of play as stressed by Piaget. The emphasis must

be on the child experiencing the environment by inter-

acting with it on an-individualistic, se1f4motiyatin§

-basis, o o . s

o
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The educator must not confuse experiences of the”
child with adult demonstration of concrete materials or
adult-directed activities with materiﬁlp or graphic

illustrations. The child can only experience’thé

‘environment when he himself is totally involved and

dis;overing first-hand the properties, possibilities
and effects of concrete materiais. ‘
A study of the cognitive de;;iopmeng?theory would
also enable the educator to determine appropriate
expectations of the.morél, eocial.. behavior of young
children. Knowing theatypé of moral responses which are

given at different stages: of .development, the educator

can ensure that adult demands are kept within the’

realistic expectations of the child's moral development.

‘At the same time the adult must assume responsibility for

rules and limits and must nbtvéxpect young.children to

.be 'self-determining in moral issues.

The educator through the study of moral development
will also become more aware of her own level ‘of moral
development and the differences in perspectives of

her co-workers and the parents of the children.
N

161

I




. / ' /
. ' ’
N 4 ()
- /[ ’
° & ’ ’ .
. !
. ! I ' ‘
. . ] o
. : b
. ‘
' . N .

. ‘ . : ‘

| .
) ‘
. ~ ' ’
.
.
4 ' '
.
+ . ' )
3 ’ ‘
I
. .
1 . \
. ? ' “
» . '
s ' -
A
| ) . :
] ] '
. 14 :
.
.

Chéﬁter Four .

" Bbhav}oral Theory




,ther discussjon of moral development in young chfldreﬁ.

onmental experiences.
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Behaviorgi Theory.

o

In contrast to the two theories préviously dis-

cussed, the behavioral theo}y is not primarily based on

"the work of one scientist. Rather the theory has o

gained acceptdnce through the work of many behavioral

. * > : R .
theorists, offering a body of knowledge which is:complex
and wide in scope. This ch&ptgr offers a brief over-

view of the basic principles, 'providing a basis for fur-

The behavioral theory is based on the assumption
that all behavior is learned behavior and is the result
of many independent learning processes, Heredity“is .

considered of little sdgnificance as a source of

behavior patterms. It is° thought that theé encountered

‘environmental factors are.the determinants of an individ-

ual's behavior and thafvpergonality is molded by eﬁvir4 g

i

Tﬁe_proponénts of tﬁe behavioral theory suggesﬁ

that behavior is learned through external reinforcement

" and that behavior can thus be manipulated and changed by'h ‘/'

a gystem of rewards offered as reinforcement. The -

A}

question of how each particular behavior is learnéd and

?

i .
!
L.
|

3
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how a behaviori beomes habitual, is central to the

behaviorists' enquiry, The implications of the prin-

e e o b e e .

‘ciples of behavioral theory to child-rearing and child-

development is &pvious} If all behavior is learned
.through the'inte%acgiqp with environmental factors then

" the significant adult in the child's world can arrange

or provide the neéessary ﬁrocesseé. Behavior is sppdiedvk

; to determiﬁ% which stimuli, intentionally or unintention- .

-

. F vy

ally applied, brings about a particular resppnse. Scien-
tifically coﬁtrblled'obseryationSHenable scientists to

_ascertain how individuals respond to the environment and

T AT

which stimulus produces a behavior or repetition of a

behavior. The determined stimulus can then be continued

S S

or increased to encourage specific beﬁavior, or decreased
to discourage the behavior. The application of stimuli
is referred to as reinforcement by the theorists and it

'is{said that the rate of desirable behavior can be -

increased and made habitual by reinforcement techniques.. 5
It is in this manner that the child learns appropriate’
social patterns and the values, beliefs and standards of -

a society. ‘ _ _
| Thé behavioral theory hhé-mqny roots but the

beﬂaviérist;c movement in psychology ‘is usually linked
to the work_of Watson (1910) who discarded the psycho- - ‘~?;i
analytic cohceptg and focused attention on overt, obger- o

' vable‘behaﬁiqfs which he believed were learnedﬂby

[
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essociatdonistic processes (Baldwin 1968). Later; pro-
nonentsesuch a Skinner (1953), Bindra (1959), Bandﬁre
and Walters (1963), McGinnesl(1970):and others, empha-
sized that each unit of behavior is an independent act
'and each act is indenendentiy acquired.; The theorists
believe in the principle that behasior is learned and,
.'if the correct processes are used, all behavior is
‘mallesble, changeable and controllable.

One'oflthe more simple forms of learning;behavior

is through classical conditioning. The experiments of

Pavlov (1927) demonstrated that a reflex response can

" be brought under control of a conditioned stimulus.. It

was found that the timing of éonditlonlng stimulus was
important in: the rapldity and effectiveness of the e

des ired result,

. A secpnd type of conditioning is that of instru—
-mental conditioning , sometimes referred to as operant

| learning. Baldwin describes instrumental conditioning as
* An action ‘that is not tied to any specific stimulus

and which can be put under the contrpl of a stim-
ulus,by rewarding. the action consistently wheT

- 1is performed in the presence of the stimulus——~—-—~——— -

To bring about a desired behavior such as a’ child putting

away his toys when he‘has finished playing with them, the

1

-

: #&.L. Baldwdn, Theories.bf'Child-Develobment; p»389

s . g ' ’
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;o -behavior is controlied by rewarding it consistently with . ;
'something desirable to the child such as a candy or words
of praise. Thus the child will associatq the rpwardl - ‘ b
with putting away the toy and répeat the behaQior in“ 3
" anticipation of ‘the reward."Thé person using instru-
'mehtalxcond}tioning can thereforé determine that randomly
- occurring activities be controlled and con@itioned to
. become béhavioré which can be activated regﬁlarly; s
Skinner (1953) demonstrated that animals can be
..taught specifié beh;viors sughvas piggons‘playiﬁg(ping-
pong, ﬁﬁich are not con;;dered part of their usual {
\behavior,repertoire. By reinforciﬁg each desired 'assoc-

»

¢ iative behavior immediately Skinner was able to condition

[ . _ the pigeons to accumulate all the behaviors which cor-

B

: resohded to playing ping-pong.j
Instrumental conditioning was found to be more

4

effeptive“when the reinforcemgnt wasqgi;¥n immediately
following the resﬁonse and coﬁtiﬁued in a regular
pattern, Skinner ;as able to shape thg‘pigeon's behav- . - ‘ .
ior by consistently rewarding actions-which were q‘

© desirable. - '

| ~ The stimu;us'which increases the frequenéy of

' bghav&or is idenéified as positive»reinforcement,'that is

the behavior receives ; response which brings satisfact-

ion or pleasure to the organism. A behavior pattern

already 1ea§£ed may'be extiﬁguished’by repegtedly
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‘failiné fq reinforce if. Baldwin points out that
"empirical datg reveals not all responses which have
overtly disappeared ‘are actually extinguished".1 T%e
behgviﬁr-may7be~inhibited‘rather than extinguished.
The currently favored hypothesis is!that behavior
can be extinguished by non-reinforcement ,..
punishment, however, teaches the child something
different; he learns to inhibit the:behavior. The
inhibition %s reinforced by‘the avoidance of
punishment, o :
Thus a child will repeat behaviors which bring reward; .
of pleasure; extinguish behavior'whiéhbbrings no rewards ‘
a;d inhibit behavior which brings pain or discomfort.
' In later experiments it was found that not all reinforce-
meng needs to be appued.cgntinuously,, Ferster and |
_ Skinner (1957) found that partial reinforcement could be .
effective and they delineated four basic schedules of‘
' .feinfqrcemeﬁt. - |
The'fixed interval' schedule provides reinforce-
meﬁt after a fixed interval of timg; the'variable integ—
val' schedule provides reinforcement'at iirégular times;

"the 'fixed ratio' schedule providés\reinforcepent after

. & fixed number of attempts; and the 'variable ratio’

+ K

which provides'reinforbement after a variable number

"

C . LA, L. Baldwin, Theories of Child Development.
, . P. 400. S —

2A. L. Baldwin, ‘op. cif., p. 401

. . , e 2
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behavior they would like to extinguish.

of attempts. )

Partial reinforcement has been found to be effec-
tive when used on'Humans and it is believe&-thﬁt anti-
cipation of reinforcement is énough-to-activaCe‘éqme
behav{brs. A child, having éxpex}en;ed reinforcement for
a particular behavior, may repeatythe'behavior in anti- -
cipation of a reward and an occﬁsioﬁél reinforcer will
be eﬁough to encoufage)repetition.

. .Conversely, partial reinforcement may lead ts the
reﬁetition of behgviors which the conditioner would like

to eliminate. 'Parents, who occasionally 'give in' to

undesirable behavior, may be-reinforcing the very

The. further complexity of behavior theory is

fevealgd by the concepts of 'chaining', 'secondary

conditioning', 'habit-family hierarchy', and 'general-

ization'. Skinner (1938) suggested that in a complex °

behavior pattern each reinforced component of the behav-

ior is sequentially linked by the organism, Once the

'paftern is established, reinforcement can be with-held

until part, or all, of tbe'complex_behaviorvié completed.
For example, a pigeon is first rewarded for being’close

to a ping-pong ball. Once this behavior is es;ablished

167

the reiﬁforcement'ia then with-held until the pigeon

touches the ball. When the pigeon consistently touches

‘the ball the reward is again with~held until the pigeon

| b

»




pushes the ball.‘ Thus sfhying near, touching and push-

ing the ball become part of one activity and the pigeon

is thoughf{to link the ball-behaviors; and the eequence

! : is continued until the desired behavior (inithis case

| | playing ping-pong) 1is achieved.. This process was mnamed
‘chaining' and thought to explain many'of the sehuential
patterns of human behevior.

Secondary conditioning;is found to occur when'more
than one strmulus is given.,-The secondary stimulus mey
be effected simultaneously with the prlmary stlmulus, or
may precede or follow the pwyimary stlmulus. In each
case the associationlis made by the receiver, and the
‘secondary condition: can become the reinforciné agent.
Chimpanzees were taught by Wolff (1936) to accept poker-
chips as rewards which could then be exclhanged for.food;'
thus responding to. the primary stimclus but rewarded by
the secondary stimulus. Baldwin (1968) suégests that

; humans value secondary reinforcement because it. enables

! them to obtain more primary rewards; that {s humans will .
l' work for a pay cheque knowing ‘that it will ‘provide ‘the
: means to obtain the things they desire. |

- - Behaviors become more consistent in-an indiv1dua1 8

behavior pattern and are said to become habits, Hull

(1943) felt that, in d‘complex'organism,Ihabits becoﬁe

>

1nterre1ated and offer alternative means to reach a’ goal, - v

Berlyne (1965) expanded the habit family theory to include . . Sf%f

.
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" behaviors have been reinforced\previohsly and the

the concept of 'chaining' which BuggestedAtHet cogni-
tive processes generate multi- directdonal paths toward
the same goql. An individual can anticipate many alter- .
natives, using_habit-family hierarchies, and’'retract or
return to a link in the sequence of chaining if the

route is obstructed or unavailable . Thus a child trying
to obtain a toy may txry a variety of behaviors such as-
taking it, asking for it, or staring at it,if'the:e
desired object obtained Hull and Berlyme (1967)

assumed that all of the chaining proces§es are respon-

sés which have been learned through stimulusaresponse," -

’

though the more complicated habit-family hierarchies
are not demonstrative: in laboratory research procedutes.

The coﬁcept of generalization describes the'behar—

ior which is generated by .stimuli similar to the con-

ditioning stimulus. ﬁaving bgen conditioned’to respond
to. a specific stimulus, the individual may respond

whenever stimuli are’similar enough to be 'generalized'.

A young child; having learned that one aﬂult will pro-
'duce candy from a bag when kissed will often kiss all

adu}ts expecting the same reward. Similarly, if a child

has been scratched by a cat'when'petting it, he may

k becomebfearfql of all furry animals, including toy ones,‘
"generalizing‘that all furry animals scratch. :

fDiscriminatio% is another aspect of eonditioning ,
% : . . o
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. a shaping of a child by socializing *factors. ‘The child

- ’ / 3 v \ -

‘ which enables the organism to disregard generaliéation

~ .

and attend to specifics. Through discrimination an

- ,organiﬁmgwill restfitt the r%sponse to a4 specific
timulus and learn to discriminate similar stimuli -

from the exact stimulus. Thus, in/the above examgles,'

the first child would discriminate between those who - .
. . gave candy when kissed and those who did not; ‘Whlle the.d
' second child would 1earn that not all furry anima&s are o
¢ 7 cats, ‘and ‘that not al cats scratch when chey are petted
y; Baldwin (1968) states that both generalization and dis- s

crimination are essential factors in learningvavlanguage

‘\ and in deVeloping cognitive ability. A child must be ~ '
" able to generalize in order to include the multipkicity o
of learning schemes ’th must be able to discriminate ‘to

"bring order to the many stimuli encountered

. In behavioral terms child development is ‘seen as !,

}s constantly and continuqnsly given positiye reinforce- .

ments for partichler'behéviors. Parents are usually the T v

prime instiéetors of the child's conditioriing but they ‘ . e
themselves are conditioned by society as well as the

., "immediate family. The consistency and appropriateness ' ‘h

- ' of the reinforcement will determineéihe effect on the :

. Y a4 . ) |

chifﬂ 8 behavior. - ’ ' - ‘;i{
Bandura and Huston (1961) demonstranfd by their / . .

3 L 3 “ \/ .,‘} !




g The researchers suggest that further studies ‘are re-

' quired, but)it cannot be ignored thaq‘dearning.takes‘

' ‘concern may lead to the behavior being ignored at times

3 reinforcing if the child prefers the exc1tement of a
enJoys the _power of upsettfng a pmmu%\

L s
ﬂ,indicated that learning also takes place through vicar-

'of the above me tiqned research,suggest that some chtld-

*ren 1eern more substantially through vicarious reinforce-'

‘0 child respond to vicarious reinforcemént more .-

=

171
research with-nursery school children that adultg- often
teach through incidental learning and this may result in
the child learning the very activity that the adult was

trying to eliminate.. A child may'be told not to play

with a ball in the‘back-yard. However, lack of parental

with only the occaeionel conflict experienced when the'
parent will punish the child for disobeying. The

occasional punishpent may be found to be pqgitively
confrontation- prefers punishment to being ignored or

The research of- Bandura Ross and Ross (1964)

\ g

ious reinforcement Thus seelng another person rewarded
for a particular behaviorﬂcan 1ead to the repetition of
that‘behaviorfin the observer without the ‘actual exper-,h

ience'of'eithe the stimulus or respOnse;\ The findings,

- * ‘ [y 3
ment than others. ‘It is not clearly defined what makes

~

l"

positively than another or whether, the learning that

takes place is mq;e 1asting 4n some children than{othersu
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place through observation as well as through direct
experiences. ) - '

Many of the‘sociél and cultural norms of behavior

t
- are thought to be fostered by an individual learning,

through observation, which behaviors are reinforced by”

society at large and which members of a social group are

°

.esteemed as social models., Parents, teachers, and others

\

use this principle by bringing to a child's attention
examples of both acceptable and unacceptable behavior,

and-the rewards given or withheld for those whg display

the ggspective behavior. ‘Unfortunately, in many

societies, behavior which is generally acknowledged as

unacceptable is rewarded, by interest, dttention and

financial success. A criminal, convicted of an

horrendous act against the state or against people,

o

/becomes famous and wealthy by writing his or her memoires

or having a film or television series depict the excit-

ment oﬁsthe criminal ] life-style. Similarly, anti-

\\

sopial acts are dramatiZed a3‘exc1ting and daring

suggesting to the observer that these anti-social écts:

« .
¢

>

. are acceptable if one can avpid punishment or rieed for

iR

retribution. d .
Yarrowkﬁ ell and Burton (1568) suggest that
idintification of both incidental learning and Gbegr-

)

)

" , 3 \ .
fvatiqnal'learging is difficult . Their empirical research
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of child-rearing practices in regarﬂ’to the dtvelopment
of aggression did not substantiate stated theories.

They state,

We have come to the rather severe conclusion that
many of the hypotheses that hadve .been advanc%§
relating the child's aggression to frustratiohs,
punishments gmd rewards in the rearing practices
of the mother, haye not been subsfantially !
supported by consistent findings
Never-the-less there is -much ev1dence that adults, as ot
conditioners and role models, play a major role in
conditioning cnildren's behavior. Sears; Maccoby and
Levin (1957), Hartup .(1958), Bandura ana Huston (1961),
Bandura and W%Iters (1963) and others have found that
behav1ors can be manipulated by direct reinforcement and
by providing situations,which can be observed. Adults

influence children's behavior, either consciously or

. unconsciously, by stimulus-response techniques, ’

The human dnfant is physically and psychoiogically‘
dependent on enurturing adult -and this dependqncy‘is '

thought to be the basic element in the .early stages of "

the infant's soéial déveloa?ent through stimulus-

| response interaction. The infant demonstrates its meeds

by expressing attention-seeking behaviors and gradually

A
learns which behaviors bring about the desi\ed goal ,

r

q

- 1M, Yarrow, J Campbell and R, Bu ton, Child .
Rearing. San Francisco Joasey Bass “Inad. %?63 92
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Hunger will make the infant uncomfortablé, it cries and

‘the mother appears and provides food' which brings com-
fort., Later the child may learn that some behaviors

¥

ch as babbling or smiling bring about a faster or more ’

pleasant response and will theén use these behaviors to
" attract attention. Most of the socializati;n behaViors
~ are thought to be learned in a‘similaramanner with an
[ * .. individual conditioned to express sociallyhecceolable‘
‘ behaviors by selected reinforcement, '
The depegdency of the child on the parent makes
' . the child concerned about the loss "of love and nourish-

ioe

ment. Parents often use this concern to brlng about
. _ . ‘ } R
o desired child behaviors by withdrawing love as aversive

reinforcement. . The conditioning of the child to behave

.in a socially accepted manner is termed the socializ- -

\ o

ation process. T ‘ .
) .

. McGlnnes postulates that reinforcement of part-
A . ' . \ ____,/-'"‘—
A , 1cu1ar behaviors develops behavioral habits/an

ance
: these habits are established will 1nfluence feeling°
. { .emotions, attitudes, and va}ues. A ‘child goes to church
té{gain parental aporoval; the ehurch-going becomes a
| habit; the habit is reinforced by other'socislizing K
.agents; the habits' are found to be pleasurable and the
satisfahtion oberdtes to de@elop favorable attitudes’

; » o ; toward going to church toward others who perform the .

N ‘same activity and toward the values expressed by che
‘: 1' ! : + “‘ -‘:
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As'thé child\grows older and interacts with many
ps

f t
, other influences and reinforcements

non-parental

operate to shape.an individual's behavio¥. Peer groups, f
. for instance, often exert their own rewérd'eystem which
f ' ' Shy circumvent parental control€ or influence and'lead ,
/ . 'te'vhat Rakeach' (1968) terms 'situational control?’, A “
" c¢hild will behave one way when with his parents and in .
quite a different manner when with his peer group.
‘{ lndividuals learn to express. different behaviors_ in
J different situations, - . . . |
' ’.'learning'thus occurs through classical or ‘
operant conditioning and by observational acquisition.'
In normal child rearing and teaching it is believed
that comblnations of technlques ,are applied Rewards.
L and’ puniahments are used to condition a child to~
| v . express sociall& acceptable behaviors and attitudesl im‘
\ 'Conditionin§ is believed to influence an infant in the
’ first few weeks after birth (Mussen, Conggr and Kagan &
1979) and observational learning within the first year:
S Bandura (1963), links the influence of observational
»learning with the development of cognitive processes,
particnlarly the acquisition of language and ;hggests"

4
that observational learning. continues throughout life.

The differences in adult behavier and personality

. within a sbeiety, ‘'or betweer varying cultures are
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assumed by learhing-behaviérai theorists to be the

et = e

outcome of conditioﬁing. . _ J‘ . ,

~ C McGinnes states,

X . The basis for model behavior patterns irn any |
society is to be found in child-rearing pract-
- ices common to the society ... Certain ~character-
istics of .adults in different cultures are .
] . traceable to-child-rearing pfactices that are
distinctive to that culture.l-

Research indicates that a child's béhavior

can be controlled if constant reinforcement techniques

. !

Ty _—
/ ‘f ‘ are used., As all behavior is thought to be shaped in

{ N ™ 1

' this manner it would follow that moral behavior can .

i ! [} ’ . . ‘\

i

therefore be fostered and maintained by knowledgable

- 7 adults.

1 .
’ 1

v ' .
. S

g , ;' . 1E, McGinnes, Social Behavior: A ‘Functional -
e Analysis. New York: Houghton 970 p. 97.
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Summary

v

v
° L

The premise'that.all behavior isulearned and

. that the learning takes Place as a result of many

independent reinforcement _Processes is basic to the

behavioral theory. ADbrief overview offered in this

chapterhindicates that as more complex behaviors are
\

studied additional concepts are introduced tokexplain

particular behavior patterning.

s

It is thought that behavior is shaped'not onlj-

£
by direct stimu!us-response-reinforcement‘schedules

.but'aiso by imitation and observation of othere.
Society provides the child with the reinforcement and
models to imitate and observe thus enabling the child
to learn the behavior patterns acc'ptable in that

particular society,




L4

Mbral Development Components of °
Behavioral Theory ’

.
]

The focus of.behavioral‘theory on how behavior is

o

learned rather than which behauiors are learned'circum-

» Vvents to some extent the moral development issues. The

.

task of the researcher is to determine what causes a
behavior to be initiated, repeated and habituated, Once

causes are identified they can be utilized by others
to condition behavior. . '

Behavioral theorists imply that each 1ndividua1

accepting the role of conditioner will determine which

behaviors are to be learned which behaviors are desir-

able and therefore fostered by reinforcement techniques;

ox which behav1or is unacceptable or deleterious and is
‘to be extlnguished The value of the behavior is decided
AV//’ by the person or’ group activatiné\thg/conditioning. It
is assumed that child-rearing adults\and parents 'in
particular will encourage behavior which is deemed

worthwhile in a partfcular social context, usually

fostering the behavior which they themselves °have

learned from their)own parents.

Al

In a stable, nonsmobile eooiety, the general accep-

n

tance of a group of Behaviors would enable learning to \{
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 k : take ﬁlace with few opposing forces, Conflicts‘are‘ 2
more likely: to arise in a changing, mobile society where
S ' members of different cultures intermarry, experiences are

. diverse, and no one group of behaviors is reinforced

by the general social group.

In spite of the non-value, non-moral stance of

behavior theorists, anti-social behaviors have been

L3
[P RO

PR | studied with 1nterest from the behaviorists perspective.
'%" o The non-conformlst the deviant the 1eader and/or the
deserter have exhibited behaviors which focus attention T .
on the variables of behav1or expressed in any one social : i
group. Questions arise regarding how people. from the

: ‘ same social group and{reared in gimilar circumatances
acquire different values aad differentymodes of behavior.
e " "How do individuals acquire character traits, develop -

value systems and ekpress particular attitudes?

. McGinnes (1970) sdggests that all attitudes may be
- expressed.by~overt action or verbal pahavior but are
4 B . ‘Iperived,ﬁrom latent learned behaviors. An attitude is
« both a response and a disposition to a response and may_

cover a wide range of expressed behaviors. :An attitude

towards a ﬁarticular ethnic group is learned through a.
°‘series of reinforciﬁg activities which in turp is |
: reflected by the way an individual reacts or interacts
with the ethnic group, the prejudiées exhibited in a . \
L family, the tygelof recreation enghged-in, aqd-the type
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of restaurants avoided-are a few learned behaviors.which

i

+ are generated by conditioning towards or against another
A ' i .

]

e ‘ social group.

B It is thought that Ehefemotiéna1~and cognitive

compénents of an attitude ﬁave:been formed as conditioned
responses to stimuli, As an indivfdual builds:a family .
of attitudes ﬁaqy_bf the expressed 'behaviors begin to
. form a profile of t&pes of activities, An individﬁal
is said to be 'an aggressive person', '; conservékivg
person', 'a q;linquent‘, 'a stable person' or 'a great
l{guy‘.' The labelling of an individual aﬁd'soéiety's‘
respornse to ﬁﬁe expected behavior further reinforce a
bgrson's image of self and in turn foster. continuing
: and related behavio;'whiéh reflects the label, -
_Skinner (1974) warns of'the cénfuéipn.which arises
. when inner paﬁses of behaviors such as attitudes, opiﬂ-‘
.iéns and traits of charactef are takeﬁ as sihonymous
ﬁwith feelings which catmot be observed. He stressed
that é‘person'? character must not be seen as the inner ,
_’;ause for expressed behaviors but only as a.set of con-
ditioﬁéq behaviors shaped and maintained/by'the‘envir-

onment,

When we are helping people to act more effectually
our first task may seem to be to change how they
feel and thus how they act, but a much more

~:effective’pfogram is to change how they act and

L
v




'doing so, controls it. Every human is both controlled

thus, incidentally, how they feel.l

y

Human behavior is conmtrolled by others but, according to

‘Skinner, an organism also acts on the environment and in

and a controller and. sodetimes those who flnd that belng B
controlled is an unpleasant experience take action with . ',
count;fcontrél' The emergence of the countercontrol is
thought to” be expressed by benevolent, compassionate and

pro-social behavior or by aggressive social behavior.

" Lack of ability to form countercontrols is exhibited by

those too weakﬁto protest social coqtrols such as the .
young, the aged, the psychotic and the retarded. Those
who are able to change controls to make life more satis-
fying for others are thought to be moral and compassion-

atev Those who make life unpleasant for others are

\thought to be immoral and anti-social. Behavioral

pheorists acknowledge the phenomena of countercontrol
but affirm that each individual acts, morally or
immorally, pre-eocial or anti-social, not because he is

acting on principleﬁor purpose, but because of the con-

, tingencies'which have shaped his behavior and created . :

the conditions he feels. Skinner writes,

We sometimes say we havé acted in a given way be-

i ' 13

1g, ¥, Skinner. About Behaviorism. New York:
Alfred A. Knopf. ' 19747 p.174
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cause we knew it to be right or felt that it was
right, but what we feel when we behidve morally or

for our behavior. What we feel about the behavior

of others depends on its effect on us; what we feel

about our own behavior towards others depends on

the action others take.l

Skinner maintains that the difference between’ the
behavior of animals and the so-called moral and ethical ..

behaviors of humans is brdﬁght-aboutﬁby the social envir-
9 . - . |

ethically aepends on the contingencies responsible -

onment and social interactions with other humans. If we .

would aim for a moral world we must provide a social
environment which reinforce;‘moral beﬂévior and extin-
guistes immoral behavior. If a moral society is a good;
if it is desired that é soclal group behaves morally and
justly towards eath other; then morality and justice must
become social contingencies and not personal bossessions.
Society, througb'child-rearing practices, molds
children, giving them what way be .termed 'a national

character' or 'a culturally based personality’. Govern-

ment, religlous leaders, teachers, and parents provide

: social contingencies which shape the behavior .of the

coming generation. McGinnes, reviewing,research in the
area of social‘behavidr states,

Without doubt those behavior repertoires des-
ignated as habits, attitudes, beliefs, values, and
other dimensions of adult behavior‘have their '

a ’ * ]
“ N

‘ ... Ve
¢ “ \ ' )
. . P

1z, r. Skinner, op..cit., p. 1924*.“_1 R
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origins in early learning. These behaviors and
behavior dispositions dre developed and maintained
through their consequences to the individual, and

o they may be understood in terms of the stimuli

that come to control them and the reinforcements .

that ‘are provided by bothlthe physical .environment

and the social.community.

Habits are formed in early childhood through
parental/social conditioning. It is thought (Miechel
and Liebert 1966) that some'habitS‘remain acfive after:

reinforcement is discontinued through selfdreinforcement.

by

The individual finding the environment no longer provides

- reinforcement, rewards himself. They(ieel that ", . for

humans self-administered reinforcers constitute powerful

incentives for learning and powerful incentives -for the:

.maintenance of behavior patterns.“z'.Some behavior thus

. becomes‘self-regulated and forms part of the individual's

reportaire of behaviors. . Self-administered. controls ‘are
often regarded as a 'conscience' but behavierists point

out the antecedents are ‘conditioned behaviors, and even

roa.

self-regulating controls are supported by sociai contin= *

gencies and the imposition of the~c6?trol on others,
Behaviorists such as Allinsmirﬂv(19§0); Burton,

“ .
A ' . . s - ;
B + -
. 7
;:”‘ .
e

& %kl McGinnes, Social Behavior: A Functional - B

'Analy 1s, " New York: Houghton Mifflin Comp. 1970 p 73

§

pancies  between-observed and imgosed criteria on their
acquisition and transmission." Jourpal of‘Personality

2y, Mischel and R, M. Liebert. "Effects of discre- ‘




Mac'c'c}b'y and Allinsmith (196@)‘, Hoffman "(1962), Bandura
and Walters (1963), Rosenbagﬁ Moore' and Unde;wood (1976)
discuss the issues of the dev%lopment ani expression df
guilt and a conscience as opposed to resi§taAce to
temptdation and obedience to impdseg ?ules. ‘Thexiéuggest
- that there are two aspects of the construct 'con;cienc;'.
6ne is the degree to which a person Fesists temptat}on
the other is how a person atones for his mlstakes. The
child who resists temptation is thought'.to be relnforc- .
ing self by.ihternal thdugth of self-praise, ahd the
child who atones for mistakes may be viewed as display-
ing negative reinforcement to self., Self-administered
reinforcements are considered learned behaviors,which a;e
aqﬁuired from the respgnse received from significant
aglts. Bandura and Walters, afterﬁ many studies, felt )
that these fackors were two disti;ct modes of responses a .‘ 3y
ﬁhich Qre the result of S}fferent types of ‘conditioning.
Resistance to temptatloﬁ 1nv01vés the classical ' | :
conditioning of emotional responses,’ the habit of !
responding self-punitively’ appears to result from C
instrumentgl conditioning. , .
" The research'of Segrs, Rau and Alpert (1965) . ‘ ;

supported the view that the‘acceﬁtance of responsibilty

>

for unaccpetable behavior was an outcome of operant
(instrumental) conditiofiing. They further stated
‘ . A1

[
v \

r\? 15, Bandura and R. Walters, Social Learning and
ersonality Devel ment Torxonto: Holt Rinehart and .
Winston Inc. 1963 2%?




» . that a strong conscience was the outcome of positive . o 5 -

conditioning techniqies which untilized the love relation -

R T S
»

to the parent for their.effects,.whereas\\a weak con- v

oo ' _ science was brought about by parents whose conditioning

]

L techniques were negative and administered with coolness
. and lack -9f affectionm.

.

‘_ . The attitudes which humans develop are considered

* ¥

to be an outcome of a latent repertoire of behaviors. In

turn a person's attitude-is thought to influence a wide

H . range of behaviors, and knowledge of an individual's

. particﬁlar attiéude‘makeS‘prediqtiog‘of behaviérs.7m ’

;- B " possible. These latent behaviofs do not fit easily into’

. ) the parémeters of observable behaviors but are included :
J - | in the studies dffCémpbell (i963),'DéFleur and Wesﬁie'
(19@3), McGinnes (1965), Rosgnbgrg andfﬁovland (1960)

and others, and-have become a matter of muéhtaiscussioﬁ

in learning-behavior literature. -

; ' . Rosenberg and Hovland. suggest that attitudes

- ~
influence expressed behaviors as shown in the following:

chart. .

]
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~Analysis. p.330 T

Measurable

Mecasnrable ¢ T . N

. indepeident Intervening dependent o
variables variables . variables y 1
. -~ i s
. !
u R - Sympa!!\etglc nervous » :
\ ——— responses -
.l Affect l . .
- Verbal statements of T,

' affect . .
Stimuli  (individuals, _/'"l’ﬂ”"l' responses : ! 5

sitnations, social issues, 3
. '——’l Attitudes )—-—'l Llognition l
socia) groups, and-other | oRn ' Veehal statcinents of

“attitude objects™) bomo-- "‘\" “““““ \ beliels ¢ - - ‘

—— -

l L ' ' " Verhal statements

-TT-=- \ vonceming hehavior .
. .

-

c , One cunccmual schema for relating attitudes to stimuli and responses. P
(From Rosenberg and Hovland, 1960) . ' , - i 1 1

a .
' - . <

. »
° In determining the contingengies of moral develop-

[y
. . . . 3
.

ment it would seem that attitudes, "their formation and
maintenance, have been found to be components of ex-

pressed moral behav1ors- research flndlngs of behav1ora1

. A

scientists indicate thqt attitudes ‘are learned .by.'social T

.

conditionlng . McGinnes warns however,

Deep seated. ‘attitudes are the products of exten- . , - o 3

sive reinforcement histories in, the natural
environment, and it is unlikely that these lfarning

experiences” can be dupicated experimentally,

Attempts to nb?;fy attitudes of others range from’ .
. ‘ w
parents trying to rear their children within the frame-

1
3

a '
k4

1E. MiGinnes; Social Behavior: A Functiogml
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work of their family'values; religious and polieical‘
leaders trﬁing to gain followers and suppprters; social
- « - institutions trying to chamge'so-called aﬁthsocial
. . ' ‘ - people such as delanuents and criminals; one chiture
trying to change the attitude of another culture, and ‘ .
advert}31ng agents trying to change attltudes toward
{products. : o %
Among certain Indiad tribes Klineberg (1954) found
that children ae-young as five years ?1d were already
inculcated with the tribes’mosr valued character trait.
— In one tribe the children expressed generousity and
pleasure in sharing; in another tribe the children at
five years were‘dlsplaylng aggressive, hostile behaviors

toward others which were considered of value to this

warrior tribe,. . - -

~

. * In present day séciety manipulation of others,

their feelings, values and attitudes extend beyond merely

Y
.

attempting to influence current behavior and involves
systematic endeavors to influence attitudes. Many of o

t ~ these attemprs may be justified by Qiewing them as help-

ful to the-moral development of others. Parents often

£
£
3
A
5,
:
:

stress they wish to bring up their children to be honest,
considerate, obedient .to social laws and respectful of
cultural values; criminal therapists hope to change a

criminal’s immoral attitude towards society in order

>

1 to become a more moral person and function pro-socially,

«
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The goal in those situations is to -‘céndition others

to develop moral .attitudes which are expressed by

moral behavior; or to reinforcde moral behavior in
. ¢

-y —————ary F T

. °'order to generafe chgngé towards moral attitudes.
L | . Morai development is therefore the development
’ éf behav{ors deemed impor;ané by’the significant others
in 1i%e through the learning-behavioral process. An y

¢ intent to foster moral behavior in others demands the

Ay, .

determination by the coniditioners of what is moral and

. desirable, and which forms of reinforcement will bring

A on g

, : " about behaviors in an effective and lasting manner. T

f .
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- - ‘Analysis of thaviorél Theory : ‘ 1

i

One of the distinctive features of behaviOraf

theory is the attempt by researchers to base th%ir
theoretical constructé on well defined,.cbntrolled,

and scieﬁtifically testabletmethodoldgy supporting

’

.clearly stated h&potheses. This rigorous approach has

led to wide acceptance of the theory, influencing many
people engaged in changing the behavior of others
through child-rearing interaction or educational
metho%glog§.~ 4 o

The behavioral theorists' openness to new -know-
ledge and research isAénother‘feature of the approach. ..
The study of'hpman behavior is acknowlédged to be complex
and it is' assumed that further_research will reveal knqw-
1edée which will add to the theoretic#l concepts already
estab}ished (Baldwin 1968). What must remain constant ..

is the scientific approach and each bfpothesis must be .

. tested with rigorous adherence to controlled experiments

L4
\\if itris to be accepted by other behavior theorists.

-

Notwithstanding the difficulties encountered when
dealing with compiex human behaviors,‘the behavioral

theory and methodology of research has offered precise

»
»

LWy




\

K
¢
)

structures, terminology and focus. "It has enabled the
study of behavior to become séientificaliy more valid
through Eontrdlled obsefvationband‘experimentation.. Non-
‘seientists, as well as scientists, became gore awhr% of
thé continuous process of their own, éften unécknowledged,

conditioning techniques on others.

Commenting on the scientific stance of the behav-

" ioral theorists Baldwin (1967) points out that the

intentions of the early theorists to ensure that theor-
etical principles be scientifically testable have,. at

times, been overlooked. As the study of behavior re-

vealed more complex views the rigorous, objective:

a

190

criteria has sometimes been sidetracked and more abstract

2
theorlzlng put forward,

’ B

As evidence accumulated, both in neurophy31ology
and 'psychology, 4t becam increasingly apparent
that the conhection between stimulus and response
was exceedingly complicated. Stimuli interact
with each other so that the effect of a combin-
ation of them is not predictable from a knowledge |
of their individual impacts.

'
¥

' More recent attempts to use behavior strategies to

determine how and why children behave in particular ways

‘have included the study of concepts such as aggression,

frustratioﬁi love and caring which are elusive and

ambiguous. Researchers Yarrow, Campbell and Burton \

[y

¢

’

. i v, & ' !
IA. Baldwin, Theories of Child Development. p.471
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(1968) 'suggest that the interpretation of labels given

to particular components and behavior concepts makes- the

‘reading of research data extremfly diffficult. They

found that definitions' of concepts such as aggression,

caring or lovingl cover a wide range and what may be
] . B /

viewed as aggressive behavior by one observer may not be
. Y B

considered aggressive behavior by another opserver. 'The
subjectivity of the viewer towards behavior makes ‘empir-
ical experimentation less valid.’ Baldeh'argues that
many. behavioral theorists are using sﬁbjectiye concepts
without acknowledging the shift from objective to éhb—
jective structurés. ‘ 2 |
The research would have been facilitate& had the
subjective elements been explicitly recognized -and
labelled. The reluctance of theory to label its
subjective concepts by their -stbjective names has
resulted in ... confusion.
It would therefore be impogtant.that those attempting to
change the behqéior of others be aware of the difficﬁlt-
ies 1ikely to be encountered when dealiﬁg with §ubjéct;
ive elements,
Yarrow, Campbell and Burton also found that much
of the data gathered in research on chiid-reariﬁg
inclqgeg observations or statements from non-séienpists,

»

such as parents Or care-givers and therefore loses to

.
.
\ ’ ’
.

lA. Baldwin, Theories of Child Development. p.47§\
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some extent the rigorous criteria and prec1se obJect-

|

1vity of an experienced, scientific observer uslng

'c?ntrolled laboratoty experiments.1 Students of

beéhavioral theory should be cognizant of. the subjective
elemenqé likely to be evident in non-laboratory experi-
ments and research.

‘ The caution necessary is particularly relevant to
dﬂ%pussions of moral attitudes .and. behavior. A child
ma& be conditioned to respond in a particular manner to
a stlmulus but may not ev1dence any feellngs or emotions,

The area of affect- COndltlonlng Whlch would bring about

a transfer of moral or soc1al behavior to related sit-
l ¢ . °

,uations is one that remains difficult to assess., An

individual's affective domain is seemingly influenced by

“

many sgimuli and not easily tested in 1aboratorf
»
.isolation.

It is obvious that childgén cannot be experimented

’

upon in controlled conditions for loﬁg periods of time
as is possible with animals. Ethical considerations
make it iﬁpossible for. scientists to condition children
to be socially unaccepfable or educationally retardea.

‘Yet' calition’ must be exercised when extrapolating f%nd-

|

[
v

1 1This is not to suggest that scientists are never
- parents but that parents in general cannot be considered
sciEntists . - y,

|
‘ .
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z§ : . ‘ings'from animal experimehtation and applying them

% ; \ " .to humans. g ol
.% N ‘ { ' ‘There 1is con;ider;blg éesearch eviéence, however, \\ ; t

to indicate that an adult can be instrumental in shaping

. : ; child's Eoral behavior. What is needed is a clear,

. ‘view of which behaviofs are to be generated or foste;ed
and a consigtent ﬁrog:am of reinforcgmeﬁt. Success .is-
expected to be achieved fg?ter and gemain constant for

a longer period if,the immediate social environment

provides similar rewards for the same behaviors.
v , ne.

B . ' !
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Summary

S The behavioral theory holds as one of its basic
principles that all behavior is learned through social
interaction and the response elicited from the human .
and physical environment. A behavior will increase
and become habituated if it receives(reinforcemen£ and
wifl decrease and become extinct if no reinforcement
or aversive reinforcement is received.

. .

p
7 . ‘ : .
Reinforcement may be the outcome of unconscious

activities by the reinforcer, or may be a systematic, b
deliberate plaq intended to change a particular behav-
ior. It is the latter structure which is belieQed to
br%gg_gbou; consistgnt and predictable behavioral
changes which are 1ik;1y to become habits.
Moral behavior is viewed as a complex behavior but
~one which can be changed as a resulf of conditioning,
exposure to models and administration of rewards and
punishments. 1If a society desires its members to be
moral citizens then it must reward moral behavior. To
effectively bring about this state of affairs each
member must have the knowledge, skills,‘patience and

theoretical expertise to identify, generate and maintain

! the desired behavior.

e e W
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Pract1ca1 Application of Behavioral Theory in
. Early Childhood Education ,

> The focus of behavioral theorists on how behav-
iors aré learned and become habitual in an individual's
perférmance and activities, supports the sg¢ientific |
stance of objectivit&. Research attempts to demonT
strate empirically just how behavior is learned and what
action may be=takéﬁ to perpetuate, change, or gxtinguish
a*particular behavior or sets of behaviors. Agonfreed
(1966),fBandura andAWaltéré (%963)\ Burtqn, Maccoby and
Allinsmith (1961), and Sears (1960, 1961, 1965) indicate
thatﬂthe study of child-rearing and chiid—development
is not easily confined to laboratory environments and -
control; and careful measurement is not easy to esta--
blish in a natural setting with the inevitable, multiple
variables. Studies have therefore indicated that some
béhavio;s are pro-social and society wishes to encour-
age them, whilst other behaviors are anki-social and
efforts" ‘are made to extinguish them.

Those engaged in the earing of children from birth

onward, whether, parents or educators, are all particip—

_ants in the socializing process. The application of

learning behavioral theory may therefore be assumed to

195
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be a vehicle to ensure that the process can bevegtab-
lished with a&areness of the necessary techniques‘éer a
specific behavioral outcome. Skinner (1974) writes that
it is the social environment and the secial interaction
that the child experlences which will determtne the moral
and pno—sotiai behaviors habitualiaed.

'As an agent in the socializing proceés, the early

° L]

childhood educator must be cognizant of the moral and

‘soc1a1 behaviors and attltudes which she. is reinforc1ng

A knowledge of behavioral techniques, reinforcement pro-

cedures and assessment methods are necessary for a
.4 . ) i

2

responsible approach. v
The first step, and perhaps one of the more diff-
icult steps, in establishing a process to foster moral
developmentxg§;;g\identiﬁy which behaviors or attitudes
are worthwhile and therefore to(be encanaged, and wnich
behaviors or att%tudes are deleterious and should be -
extinguished, The'identification of worthwhile behav-
iors must also be viewed in the context of who is
expected to express the behaviors and at what age. Not-
W1thstand1ng aatson s statement (1930) that a11 behavior
can be brought about by conditioning, it is generally
acknowledged that time is needed to bring about certain
behaviors,to an acceptable level. No one has suggested
that a one year old child can be conditioned to run‘a

mile in four minutes, or a two year old conditioned to’

-
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rebeat Eistein's‘seientific experimenté; Implicit in“
the writings of behaviorai theorists is the notion
that conditioning is attempted nith maturational or age
factots ig mind, and that an infant cannot be expected

o to changé?;lljbehaviors concurrently. Programs estab-

‘iished to modiff’behavior of distnrbedbor retarded

#~ children emphasize the need to structute procedures so

as to change one component of behavior at a time, The

:identifiCation of behaviors thdught to enhance moral
development is therefore dependent upon the values of
the condétloner and the reiatlve phy51ca1 and mental

‘ maturity of the subject.

The values of Yhe conditioner, elther\parent or

educator worklng with young children are, according’ to ,

behavioral theorists,

. - strategies experienced in childhood by the conditioner.

1f an adult has found that telling the truth is rein-
Nforced and rewarded the value of the behavior is eétéb-
lished and‘will be deemed important to foster in others.

In a stable, relatlvely unchanging society, values and

attitudes are transmitted from one generation to another
without conflict. In a changlng mobile society the
identification of worthwhile behaviors to be 1earned by

gthers becomes a more complex;task. Too of en no one

| .

usually based on the reinforcement

.
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represented in one social group; or all facets of a C |

soéiety. For example, the 'value ofu'telling.;he truth'
may be of imporfance to most religions but cannot: be
éaid<to be reinforced by a society which supports false
advgrtiéing, supports the %fpediency of twisted facts
in,fami}y or social interaction, and rewards those who
manipulate the truth.

Lacking an eétablished, supportive value system,
the individual must determine whether the values he or

Y

she wishes to encourage are representati¥ve of social

values or are personal values which can be justified as

beneficial to children as a group. '
The young or inexperiencéd p;rent or educators ¢

often’finéé the determination of their own moral stance

difficult to establish. They themselves are being - o

conditioned to accept change as they mature, and in the

present North American context, are influenced by diff- y 1

,

erent value systems within a social grouping. It is

possible that parents may-be in conflict with the educ- o .

ator and the child may be both rewarded’ an punished for

the same behaviors.,

To avoid this conflict it wou d\seeﬁ essential
that the identification of valués to be -encouraged in \i)l
young children must be pursﬁéq cénjointly by parents and ;
educators, . It is not suggested that cémplete~agreement

will likely be aghieved (it is generally acknowlgdged’ ‘

S
7]

Ne '
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" in a different cultural milieu, Observations of child

. or schizoid reaction, Damaging the child in this way

that even parents of the same child often-have diff-

iculty agreeing on moral issues) but rather that there

is an uﬁdefstanding of ‘basic values and mogal atfitu&es

and a cldrificatioﬁ of potential conflict situationms..
Conflicts are less likely to arise if an edugator

has a simﬁlar cultural, edﬁcational, religious , -and

P
TN )

“social background to the parenté of the children for
ﬁhém she is responsible. It is more difficult to find a
cqmﬁon appraach 1If thé packgrounds are different and
neither the educator nor the pafents have been exposed
to, or included in, cpntrasting cultures or social '.7
groups. Sociologists refer to the 'cultural shock'

experienced by many people wﬁo suddenly find themselves

care centers in Montreal suggest that. every educator
.should be prepareci’ to work with a plurality of cultures, ,
religions and social groups, a39 must be sensitive to
the many outloogs ahd approaches likely to be expressed ) 4
by different families: Conditioﬁing the child to accept -
.narrovw views of one person such as the educator, whiéh: ¢ -

are in conflict with parental views, could confuse the

child and lead to ‘tituation control' (Rakeach 1968) . fﬁ\\

a

defeats the intent of leading the child to develop
moralnattitudes.' |

 Notwithstanding thg/;QQ?IeX‘situation 6}§det9r-
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miningrthe value or moral componeht of‘behayior,uedueet-
ots are likely to find themselves supporting some béhav-
iors and elimineting others, Once the decision has been
made concerning which behavior is to Ee encouraged‘and

which behavior is to be extinguished the second step is

to determlne who demonstrates which behaviors, where

these behaviors occur and what, if any, are the ante-

cedents of' each speeific behavior, This step requires
I

that an observer document the particularities and deter- .

mine whether there are patterns of behavior for a child

‘r a group; ,
The third step is to set up a program of condit-

ioning; the positive reinforcement to be used; the

schedule of reinforcement; and the people who are to be |,

1

involved.

: ) :
Aggression direécted towards others is one of the

‘anti-social behaviors that parents and educators usually

agree must be controlled in a child care center, Having

' determined the valued behavior, that of non-aggressive

e

¢

socialization, the educator must then decide how the:
non-aggressive behavior can be encouraged and the
aggressive behavior discouraged. It is necessary to
determine which,, chlldren express aggressive behavior gnd
which children express non-aggressive behavior; how and
when these behaviors occur and what acts as reinforcing’

4

agents for eech of the behaviors:

......
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Objective;, documented observation of each child's

. aggressive behavior is necessary and will reveal the

Y

children who demonstrate aggressiveness and those who

1

demonstrate non-aggressiveness; the activity where most

: . ‘0 \
aggressiveness takes place and the activity which encour-

ages cooperation; and the precursors to the expression

of aggressiye or non-aggressive behavior. .The educator

can then determine which behavior she will encourage and
&hich one she will eliminate, and design a plen of action
which will detail the responses and reinforcement tech-.
niques to be used by all adults working with the child-.
ren. Thus the children will learn to control their
aggressive behavior and interact non-éggressively with
others.

‘It is often difficult in a child care center to
achieve the team-work approach necessary for success in

modifying behavior. When many people are involved and

[

' work in shifts or on dlfferent days, coordinating and

controlling, the conditloning .program becomes a demanding

task, Mutual understanding of -goals, values, techniques

i

and criteria can only be achieved ;f_all the members of
)

' the staff\are prepared to study the issues and work

together for solutions, 1In his work with emotionally

disturbed children Bettleheim (1950) found that it was

necessary for all members of: the” school, including office

workers, cooks, cleaning maids and janitors to be part

7 ¢
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of the team in order o give the.children consistent.

L able behavior is eliminated. The reinforcement pro-
'cedures for accepfable behavior are then continued on a

*variable interval' schedule until the behavior becomes

202
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messages. Ideally a child care center should offer the
same apprdach,but this seems rather unrealistic when it

&
is sometimes difficult to obtain adequate staff, let

s

et » .
alone a dedicated, caring team,

The conditioning that takes place in a child care
center is therefore more likely to be confined to the '
educators working directly with children. éiven a high .
ratio of educators to children it would be possible to
follow a determined sequence of reinforcement and chart
the extent of the changes in behavior which are demon- P
stra;ed in the center. For instance, if one child has
been fourd to hit children with a haﬁmer when playing at
fhe,woodwork bench, the educator mg§ design a modific-
ation program which ensures that the child will be
praised each time he useé the hammer coﬁstructively
(positive reinforcement) but is removed from the activity
and the hammer takeﬁ away (a§ersive reinforcement) ag

soon, as he demonstrates a behavior which indicates that

he may hit another person with the hammer. How long a
period he is suspended from the activity must be pre-

‘

determined and consiftently applied until the unaccept-

o

a habit and is integrated into the child's behavior

o
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: . pattern. This behavifr‘is only'situatioﬁal unless par-

. "I TV

. ents also follow the same procedure at home. It may

become generalized if other reinforcement is supportive,

for example, if peers refuse to play with the aggressor,
but these'contingencies cannot be controlled tb any
" extent by the'educa§or. , . o , : .
'The above ‘example of modifying.a parﬁicular “ |
aggressive behavior can be, repeated for each behavior
{

which is deemed unacceptable by the eduecator. It is a

specific program to extinguish a specific behaviozr. - . J

"""'-\"""““m_ S WA g AR I

A more general approach mé& also be considered by
an educator working with yoﬁng children. Hilgard and’
. Bowen's research (1966) demonstrated that the applica-

tion of general positive reinforcement using verbal,

o

rewards, smiles and friendly gestures brings favourable

¢
sy

results by encouraging acceptable behavior. Telling a

“ ;‘:Z’_\a»ltvfgwwn‘-:,,;.:\1,, et in P A TENE T 8 e 3

_child that his contribution to the group has been help-
. ' - ful, "Thank you, we liked the way you gave out the | o
apples" or '"You réﬁlly helped us tidy up by putting all

the paper scraps in the garbage" reinf@rces the behav-

ior. The educator applies general reinforcing tech- ’
niques, thus con&itions the group and modifiés™ their
socialization. When undesirable behavior is expressed
it ié useful to observe the reinforcement obtained.

Often undesirable behavior unwittingly receives positive

reinforcement. For instance, one of the 'punishdents®

’

’
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. someFimee used in a group siFuation in a child care cen-
S~ " ter {s‘te\require a child disturbing the group to sit” .
o next to the educator for the remainheruof the group
act1v1ty \As young children are often looking for
physical coﬂtact with an adult this 'punishment’ actﬁally )
offers the ch11d a reward and thus encourages the child
to disruptlthe group another time. Similarly laughing
or smiling at'e child;s 'silly' behavior encourages the
child to repeat.the behavior. Much to the ehild's sur-

v .
prise, the same behavior repeated is then declared un-

acceptable by the adult .who smiled encouragingly in the
first place. Thesé situations can be avoided if the
educator is aware of the rewards she is transmitting and

. o

how reinforcement processes imcrease the rate of behavior,

DU

T When worklng with chlldren in a group situation .
it must be remembered that the p031t1ve reinforcement of -
-one child's behaviorqenéouragée others in the group to

‘ . imitate the behavior, An educator, laughingly benevol-

ently at a child'puttiﬁg his fingers in his ears may .o
\

find herself confrented by tYenty children 31tt1ng with
fingers in their ears; a situatlon much harder to deal
" with than anticipated by a smile at one child, and one

"~ which is often dealt with' by fever31ng the reward. What

b

X K has been acceptable at one momé?t becames unacceptable
the 'next, confusing the children who are responding to
. 5

= ‘ . both positive and negative reinforcement.

: . : ' \
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Behaviors which are usually viewed as morally sig-

3 -

nificant can similarly be positively reinforced in a

child care center. This may include concern for otheis,
_a capability to share bbjects or self, an abiliﬁy to
work and play with others, honesty, obediehce to groub e
rules, acceptancé of age-appropriate responsibilityJ;nd
willingness to make reparation if deviant, Proponents
of Piaget's théories may reject some of the mentioned
components as inappropriafe for young child but they are
nevertheless typical of pargntal and teacher expect-
ations, and are considered controllable by reinforce&ent.
It was suggested.in the previous chapters that
attifudes can also be shaped by reinforcement techniques. -

How a child feels about others of a different skin colour,
’who dress differently, whoﬂspeak another language or eat
different foods is influenced by the rginforcement rec-
eived for behaviors related to one of the above factors.
An educafor, often unconsciouéiy,.rewards outward signs
of rejection while verbally stating a moralistic wview,
For example, a whité child may notice the colour of
another child's skin‘and his ¥irst response of curiosity
.may be turned into rejectioﬁ of%cplour unless the situ-

" ation is handled sensitively by the educator without pre-
judice in her tone, gesture or verbal response.

As children are thought to learn attitudes by

observation, the educator must be seen to demonstrate .

o
»
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accéptable moral behaviors as well‘és verbally state her

moral values, If she always avoids physical contacé

with a retarded';hild or ignores parents from a partic-

"o ular ethnic group, the children will observe and follow '
the example giveén, incorporating negativé attitudes

L toward retarded children or ethnic groups, even though

Y

the educator may repeatedly state her views of:equality,

This dichotomy may be the outcome of society itself rein—‘

B T T g
.

forcing equality statements but non-reinforcing equality

action; or may be a demonstration of a behavior (pre-

jﬁdicei in the process of being conditioned but not yet - o

e ey vy,

i completely modified or habituated. Both processes have

the same confused message for the child who is subjected

.

to inconsistent conditioning,
; . De\;’elopment of a 'con‘ience' is Viewed as import- :
! ) aﬁt in the moral'domaip. The two aspects of the con- 1
é | . . science( thaF of resistance to'tEmptatipg and atonement -%
¢

+  for misconduct, are thought to be shaped by behavior .

;

* ©  techniques. queﬁts and ‘educators are likely to include
\ 13

both aspects of conscience in theii goals for child-

rearing and-education. It may be ‘thought important for
a'child's physical safety for rules to be obeyed.
Rules for crossing bd%y streets,  for curbing curiosity

‘in potentially dangerous situations, and for the well

bging of the group, are just a few continuously cited as

\ B
.




nécessa;y for a child's healthy'surviﬁal. How many
rules are applieé and yhich rules are seen as necessary
for the functioning of the child care,center and the'.
saféty of the children are two aspecté,which must be
decided by the educator, eiﬁher in conjunction with
parents and other staff, or as.a self-determined

pattern of social needs. '§§ . s
™

Once the rules are dete ned the educator must

" ensure that each ¢hild knows what the rulgzis and why it

is thought ﬁecessary. Short, direct explanations are
‘most helpful to the child and will avoid the confusion
brought about by lengthy, complicated explanations. Each

rule must be repeatéed many times throughout the year when

young children are involved, and conditioning techniques

kept consistent. Young children should not be expected
to remember and act on instructions after one verbal
direction but must be conditioned to respond appropri-

ately. Positive reinforcement must be given each time

-the rule is obeyed during the early period of learning,

then variable scheduling of reinforcement can be used

- until it is observed that the rule has become habituated.

Averge'reinforcement is applied when the rule is broken
and again the. child should be made more aware of the réle
and‘thepadverse consequences whicb'can be expected. For
instance, a child who pushés others when on a high slide

may be barred from using the slide for a specific'time,
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Skinner's experiments indicate that immediate conse-
quences have more impact than delayed consequences, so '
the educator should endeavor to ensure that reinforce-

.ment, both positive and averse, is directly related to
the behavior and, carried out immediately. Making'a child

go without an afternoon snack for breaking a road-rule A

in the morning has little or no impact on changing a

B B

behavior.’ Learning-behavioral respondent conditioning

techniques correctly applied ensures that children

el

obey the rules set by those in authorlty

The second aspect of conscience is the affective
‘component which determines the degree of guilt an‘indi-
vidual feels and the patterns of atonement activated.

These responses are believed to be conditioned by operant

P

conditioning and the most positive response brought about:
by awloving,caring adult - (Sears, Rau and Alpert 1965). |
Thus an educator can be instrumental in conditioning a
child to respond to situations with self-initiated rein-
forcement. Feelings of guilt would control unacceptable
behaviors and motivate action for atonement, tstab{}sh-
ment of a ﬁarm, caring environmené, together with a well
defined operant conditlonlng program would effect more

0

lasting changes accordihg #b behav1ora1 theorists. The

research findings of Mischel and Liebert (1966) indicated
that children also modify their behavior when the con-

sequences are the same for both the adult model and the’
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child abéerver. "An édﬁcator must then ensure ghaﬁ both-
adults and children in a child care centercxeceive4the
same consequences for behavior. An adult who spanks a
child for hitting a peer or shouts at a child to make

him be quiet is demonstrating a lack of consistency and

will therefore have little influence onm a child's

bl

self- regulating behavior.

N

forcement patterns may be the precursor of rebellious,
anti-social behavior. He states,

Inconsistencies between the behavior of adult
models and the performances they require of their
children and pupils may be an additional factor
contributing to ... the perplexing ecology of
%glinquency or even simple youthful rebellion.

Inconsistencies between a group of 'staff members

. or between parents and educator may be difficult to re-

solve but should nevertheless be delineated and attempts
made to resolve areas of conflict. If a society has as
its gbal a socialized, moral social group then efforts
must be madé to ensure that young children learn behav-
iors which are alignéed, not in conflict, with society's
goals. Parents and educators must thefgfore offer a

basic core of reinforced behavior for both adults and

children if tﬁey are to succeed in fostering non-deviants.

\

1g, McGinnes, Social Behavior: A Functional

McGinnes (1970) suggests that inconsistent rein- \_‘/’,;,//j
:

% wo v s
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The role of models and observed behevior cannot be .
ignored when caring for, and edqcating, young children.
"The influence of significant adults on the behavior of -
young children is pervasive, Educators must therefore
be cognizant of their own behavior and controls. By
controlling one's own temper one provides a model of
a ;eif-cbntrol. By voicing felt emotion and aekﬁowledging
”that it needs delibegete effort to coqtrdl it, the edu- :
‘cator is medelling the process as well as Ehe'result; ¢
a valuable experience for children. "I'm very upset

that some children injured the hampster. Please wait

until I am a little calmer before you ask me questions"

shows children how adults deal with unacceptable
! situations and strong emotiong. . ' \ ) » &
Bandura and Walters (1963) pointed out that most’ {
parents and educators deliberately or unwittingly use .ﬁa
condieioning techniques but few program or plan the
reward system or the modelling observed. Demoestrated
. ' behavior is often at variance with stated values, parents

and educators at variance with their establlshed values

and different cultures perpetuate dlvergent values., ?he
child nevertheless is exposed to many, if not all, of-
these confusing variants and an educator'desiring to
modify behavior‘towards tha; which she feels eorally

Justifiable, must endeavour to bring some consistency

and commonality to the child's experiences.

«
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Summary - .
L | . .
P . . >

Moral development is not isol#fed as an issue b§

behavioral theorists. The. aSsumption is that those

behaviors deemed moral respond to relnforcement in ‘the
-

same manner as all othef°behav1ors. ' The determination

‘of a child's moral development is the value society

places‘on moral behavior., If moral acts are valued ,
then they will be reinforced cons{stently'ana will become
pé;tkof a reportoire of behaviors, l , |

' The educator caring for ?oqu children is ablé to

reinforce behavior which she considers meral and extin-

\

. guish behavior whi¢h she considers immoral: -This ‘can be

Py ° }
achieved when she is working directly with, the children,

.but if the moral behavior is to be generalized all

"significant adults in.the child's life should be rein-

. Lo . . . )

forcing the same behavior. Differenées in adult response
make the behav10r situational and the chlld learns to
behave differently in changing c1rcumstances.

One of the: issues an educator must resolve before

apblying the behavioral theory tO«practical situations\;s
the need for clear understanding o; the moral behavior’

‘she wishes to foster and the ways in whlqh a child may

express_rhe behavior. Only then can posxtlve action be

+

takeh.
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Conclusion

. 2 '

o : o ‘:This study has been undertaken as an attempt to \S]
determine whether the inclusion of moral development, as
a‘comﬁbnent of s'cﬁild'sdtotal development, can be just-
1f1ed in a curriculum or program de51gned for use with

chlldren from: birth to five years. Should an educator

* '~ responsible for the care and education of YOung'chiidrenﬁ

. be concerned with a child's moral development? If so, ./ -~
g which processes and procedures shou}d be emphasized, or‘/ .
» which theofy of child development should be followed?

o The study o¢f three theories of moral‘development
presented in this paper has followed a structure

suggested by Schwab. He belleves that solutlons to

e&ucatlonal problems are practical in nature and cannot v ,i
be achieved by the application of one theoretical con- Vv
struct, Each thsory, Schwab maintains, is limited by
S : its method, perspective, generality and abstract resol-

utions and must be examined for its weaknesses and

strengths, its distortions and its focus. Mastery and

analysis of a theory must be achleved in order to pre-

pare a theory for pract1ca1 ‘use,

Schwab suggests four steps are necessary to




v

. s )
complete the process. First the problem must be defined.

Next a selection of scientifically accepted theories Pgr-
tainiﬁg to the problem must be studied in order to
reveal the priciplé@ of each theory which distinguishes
it from others, and to examine t?e methods of scientific
enquiry used. The theory must then be aéalysed to
determine the range of deliberations, the limit of view
and the strength of argumqéf. Lastly, each theory'must
be assesse& regarding its value to#tﬁe edupatfonal pro--
Blem and the practical solutions.  The assessment
should then determine the feasibilty of application, the
parts which can be directly applied to the prgétical -
the pupil and the learping environment - in oxder to
bring about desired change.

In, attempting to apply the constructs of three
particular tHeories to the practical problem of how to
foster moral development each thgory of moral developmént
has beeh'studied; weaknesses and . strengths analysed;
?értiality of view declared and tﬁé possible application
of the theory to the practical explored. | .

Deliberations such as these.can only be coﬁsidéred
practical in general :terms. They are, in Schwab's
terminology, 'quasi-practical' offering application to a
wid; range of circumstances and given in the context of
the wqitér;s view. The actual application of fheory or

its parts will vafy with each individual, each particuar

L
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for the practical.
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concrete situation and in eacﬁ\&ociai cont@xt. . ,
= ! \‘ .
It must be acknowledged that this stud§ is also
limited by its partiality of view. 1In considering moral

development of children oniy the psychological perspec-

.tive has been presented. Omitted are sociological,

anthropploggg:i-agd philosophical theories of moral | ,i'
development all of which require consideration if a

cbmposite approach is\desired. Each of these descip-

iines is 1ikeiy to provide further pluralityvof

theories in the areas of child development and morality

which in turn requires study, analysis and preparation

|
1

~Indeeé, Schwab's approaéh reveals the‘wide.scopg
of resources relevant to a relativély small component of
a child's development, If an educator is to become
équally knowledgable about all facets of the work it may
be asked when is the educator finally qualified to\cafe
for and educate young children, Jessie Stanton, one of
the founders of.the original Bank Street Nuisery School,
once stated thatlin order to beéome~qualified to work
with young children an individual should study and obFain‘ .
experience in a variety of disciplines and "then at '

eighty-three, she.is ready to work with young children".l s

/

15, Stanton, Quoted by E. Beyer, in Teaching - ‘
Young .Children. New York: Pegosus., 1968 p.
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f_ It is hoped that educators of young children so not have

ﬁo delay the pleasure of experiencing their profession
to this extent but it indicates the need to ensure that

those working with young children are adequateiy

Gﬁ | ) prepared.

. i
3

- - Views of Moral Development. l

i

Studies of three theories and the perspective of

each theory towards moral develgpment reveals the div-

ersity of views of morality. Psychoa?alytic théorists
view moral dgvelopment as a matter falling primarily in
the affective domain. An individual has aquired the
S antecedents of morality if particular character traits
are developed. A disposition to moral behavior is an

§

\ outcome of how one feels about self and others, atti-

: tudes that are formed early in life and predominant

? personality traits which develop at particular stages.

BT SRy e |

Cognitive development theorists view morality

as the outcome of ratiomal, cognitive activity with the r.

-

. .
o b o bt B L S S

ability' to recognize problems and use reasoning to

¥ ; ’ . ‘o . Lo .

‘ _ determine the action needed. The intellect is viewed as
the agent for moral judgments and decisions.

. Behavio; thoerists choose not to differentiate —~

o

one particular domain as predominant in moral function-

ing. All behavior, whether affective, cognitive or

”~ .
psychomotor, is conditioned by.the environment. The ‘ .
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conditioning ‘is broughe about by significant others in
"the immediate social énvironment and is an ongoihg ex=
perience. To bring about moral behavior, eociety must
reward morality; to foeter morality inka child, the

significantiadult must reinforce the desired behavior.

It is evident that each of the theories studied
in this paper has a particular view. They provide a
plurality'of theoretical constructs which can be applied
to the }aractlcal problem at hand Each theory revealed

a different approach to the problem of fosterlng moral
development and it was,p0581b1e~to,1dent1fy concregz
situations where each theory could be applied to the
praoeieal. | ‘

The question.now arises as to which of the
theories can be viewed as most effectlve or most help-
ful to the child's moral development. Which, or which
perts of a theory should the educator include in the
curriculum or program for young children?

Wilson (1974) in his attempt to define mhe-moral;
set down a list of component; necessary for-success in
the moral amea, giving the components exotic titles o{\
PHIL, EMP, GIG, and KRAT, He offers a taxonomy of "log-
ical requirements for success in this (moral) area".l -

16, Collier, P. Tomlinson, and J. Wileon,L

Values and Moral Development: in Higher Education.
London: Croome Helm Ltd., 1964 p. 10 / [N
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Thése'components include the need for pbsitive emotions, ;
attitudes and feelings as well a% the intellectual abil-
ity to recognize thelaffect{ve components, be cognizant

of relevant facts and be able to use reason to come to a

defensible'solution of a moral problem. Peters (1965) |

also views moral devglopﬁent as learning beliefs, Edr—'
poses and feelings, as well as cognitive attributes of
reasoning, planning and problem solving. ‘

The views of Wilson and’Peters suggest that .

morality is a complex affair and that both cognitive

and affective issues must be pursued if the subject is ) :

to be adequately studied. Those engaged in fostering 5
a child's moral ‘development need diverse abilities and

a variety of approaches in their teaching methodology.

‘It has been stown in the study of three theories that

each is applicable to different aspects of moral

education.

Coming to a similar conclusion Flower, a moral
‘ s

"educator, warned against the consideration of moral

behavior from one view point only.
to 1

When we grapple with matters of value, we must
guard against overemphasis on" the cognitive, on
concepts and ideas, and against a possible
serious underemphasis on the affective, on
.emotions and feelings ... Values are circumstan-
tial. Certainly reason is by no means the only

I R
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component in the circumstances of the environ-
ment, : .

If moral development is to be considered as a component
of the curriculuﬁ, it would seem that both the affect-
Aive and cognitive domains must receive consideration. |
- Practical application of both the psychoanalytic theory
and the cognitive:theory is neéessary to provide a
child with an holistic iearning experience, There is a

\ ‘
need to include both components when designing a

éurriculuméand program for young éhildrén attehding a
hay care center, nursery, 5r related institutioﬁ.

. The behavioral theory details mefhods by which
both affective and cognitive moral behavior can be
generated. An educator, cognizant of the>¥einforcement'

{ ¢ -
techniques which can .increase the rate of a desirable

behavior can include specific procedures in her program,

Agé—appropriate”curricu}um.

Consideration of the age-group of the children,

.and the stage of development the children are likely to

have achieved muit be undertaken. In planning to fos-

1

ter moral attributes in children from birth to five

years of age each theory must be viewed in relation to

) . ‘ 1G..Flower, "The Choices Before Us', presented
at the Fourth International Curricdlum Conference.
- National Education Association 1970 p. 130
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the age and stage of development of the chiidrqn. \
~Child-reariné and edmcatibnlof children during the
first five years would appear to be highly influenced b;
the application of‘psychoanaljtic theories. “Duridg these
years psychosexual drives are mdgt active and the need
for environmental responée is high. Educators respons-
ible for babies and children under five years old should
be willing and able to apply parts of the Ehgﬁiy to
the préktical situation.

- The cognitive theory can be appliéd most direcfly
to the practical problem only after children have reached
a syaée.of reasoning. .A five year old child may be
introduced to some of the more simple practical applic-
ations as suggésted in chapter two, but the educato; must
be cognizant of the child's abilities at this age and
avoid too high expectations or too much emphasis on moral
reasoning. The educator would foster a child's develop-
ment if she is knowledgable of tbe stages of moral devel-
opment, can recognize the child's level of development,

sand respond appropriately.

The behavioral theory indicates that conditioning
of a child's behavior starts soon after birth. The
reéponSes of the'environment are experienced as soon as
the first needs for food, security and warmth are evid-

enced. When placed in a day care center the child will

experience different environmental responses but the

<
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conditioning continues. The educator must therefore
®
kno# the ways of positively reinforcing some behaviors
- A «
and aversely conditioning others, and use this knowledge
with all aged children. . ' -
Application of theoretical considerations.

The purpose of this study was to determine at what

. age can moral development be fostered, generated and

sustained, and whether an educator of young children

should include moral devélopment as an integral part of
an early childhood curriculum or program.
The first problem, that of determining how early

in life does moral development commence, is viewed from

differing perspectives. The psychoanalytic theorists

v
propound that 'moral character traits afﬁ;formed early

in 1ifd and thap all interaction Eetween the infant and
the environment influences personality developmeht.

The basic foundation for moral behavior, the elements of -
moral funcgioqing, and the structures for moral attitdes
and action are formed in the fifst five or six years of
life. The 5ehaviora1 theorists also suggest that form-
ation of habits can be conditioned early in life and
patterns of behavior are shaped by the significant adults
in the child's life. The emphasis of the above theories
on early learning and developmenﬁ and the impact of this

learning on moral functioning later in life cannot be

) e e - Wb, e e e a——————
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ignored.

The third view, that of cognitive development,

suggests that early cognitive development is a necessary

foundation for moral development but that moral reason-

' ing and moral cognition do not develop until the child

reaches the age of approximately seven years,

The $econd problem, that of establishing how the
theoretical constructs can be applied to concrete, prac-
tical situations, is also-viewed within the framework of

each theory. Each theory provides principles and

R tash TNV N

methods which, as detailed in previous chapfers, cén be

applied to the practical situations encountered in a ( /{\

home; day care center or nursery school. It is possible,

to use Schwab's term, '"to ready theory for practical use". %
Study of the psychoanalytic theory shows that . i

theorists beliéve positive affective development is the

most influential in determining moral attitudes, dispo-

sitions, emotiohal motivation and courage for action.
Early childhhod educators are, depending on the length of

time they are involved with each child, responsible fof\\

N\

personality development to some extent, Parents obvi-
ously have much influence also but if an infant or
young child is placed in a day care center for ten hours
a day, five days a week, the waking hours left‘to be
shared with pérents are less than those spent with an

educator, or group of educators. The often-repeated cry

e
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of "it's the quality of care that counts, not the number
of hours" has merit but must then also be applied to the
quality of care given by others. Quality of cam for six
hours a/week will not compensate for fifty hours of
neglect. Acceptance ofiﬁhe psychoanalytic theofy of
moral developmengtdemands that adults respond to the

child's needs with knowledge, understanding and alacrity,

knowing that events of each day contribute to the child's

future attitudes and behavior, ,
Piaget and Kohlberg suggest that functional moral -
development begins with moral reasoning at the stage of
cdncrete—operations. During the sensori-motor stage
what is good is that which brings pleasu$e,'what is bad

is that which brings ,pain. Adult constraints expand the

notion that good is when adults approve, bad is when

o

-adults give punishment. Adult approval brings pleasure,"

adult punishment brings pain, Educators of young child-
ren should be knowledgable of the stages of ficTal devel-
opment in order to avoid imposing unrealistic demands, °
At the same time provision of gn experiential environ-

ment would allow children to build ever-increasing

t

_intellectual schemata and a foundation for later moral

reasoning. !

Socialization of young children into sdcially
accepted behaviors begins early’in life, acéording to

the behavioral theorists. Each response to an infant's

-

!
|
|
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action is part of the socializing process; The educator
of young“children must therefore be knowledgable of the

conditioning process and aware of personal values and

goals which determlne the responses given to chlldren

Again, the length of time-any one person is responsible

for, and interacting with, each child will determine the S

extent and completeness of the condltlonlng The influ-
ence of the educator in encouraging or changing behaviors
will be also intensified if both educator and parent are
rewarding the same behavior or discoeraging the same be-
havior. The commonality of adult requirements will give
the child é firm understanding of social expectations.
Howeve;, my own survey of day care centers in cities like
Montreal reveals that many ethnic, cultural, religious

and economic differences exist. Even in a relatively’

. stable ethnic grouping there are conflicting values

between generations, Between recent immigrants and first

’

generation Canadiang. The task of delineating common
values, determining common reinforcement techniques and
communicating schedules and progress is a demanding one,

which can only be atfempted when good communication

»

between parents and educators exists.

An educator conditions a child's behavior and

o

should therefore be aware and knowledgable of the intent

and procedure as soon as' the child becomes part of the

educator's responsiblity. The long term goal of moral

33
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development cannot be achieved, however, if.the values.
encouraged in a day care center or nursery remain sit-
tiational and specific, and cannot be generalized in .

other life experiences,

3

. An Educator's Choice. , ' , .

‘.‘Defipitidn of parts of a theory which can be
appllied to 'a practical situation gives a choice to the
practitioner. WNot all theories, or parts of theorie:s,
can be satisfactorily applied over the sz;lme period of
time, even if they appear to be age—app.ropria‘te, d’e‘fen-'
sible constructs. A choice must be made, ‘

I .submit that the final choice -mdst be made by the
educator who will: inllplement the procedurés and be dir-

ectly involved in attempting to foster moral development.

Each individual's beliefs, valuesv, motivation, knowleglge

-and experience will influence his or her aim, mode of

operati:ori.and intensity of involvement. Differences in
teaching strategies in both form and content, while 'us.ing.
the same théoretical base, would ;esult in dlfferent out-
comes. Those who believe in the 'drive- from withln

would lean toward the psychoanalytic theory and interact .
in a dlfferentuivay from those who feel that the outward

control of behaviors is the procedure to-bring about .

. 'effectlve change in behavior. ‘ - ;

‘A thorough study of an accepted defensible theory

TN e
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",canhot be easily forgotten even if not tofaliy\accepted.
It may therefore be possible that application of a theory

be partially swayea‘by the knowledge of another theory.

. will make a choice is the question of the educator's

225
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brings new knowledge, insights and understanding which

Attempts to condition a tﬁre yeér old child to accept
another's poiﬁf'of view may’be tempered by knobleage'of T
Piaget's stages of devefbppent, Oor response~to an : '
infant's psychosexual needs ma§ be guided by’knowledge < 

of behavioral techniques.

What cannot be avoided when suggésting an educator

competence to choose ethical and defensible priciples : .
and methods. " The ‘ability to make rational choices ‘ .

implies a knowledge of the alternatives in the moral

domain; Knowledge which should be attaindd during the
period when a person is préparing to become an educator.
Collegeg and Universities must also include the study of
moral development in early childhood education and .
ensure éompeéenﬁe in th%s area. |
Schwab reminds us that practical proble&s "which °
arise in the whole web of the original complexi%y" may
require " temporary and textatiﬁe bridges" to Suépo;t
the applicatiod\of more than one theorsr.1 fhese bridggs_

would link pa%ticular aspects or points of different

' “ 13, Schwab, "The Practical: Arts of Eclectic." '
School Réview. August 1971 p. 502
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. but nevertheless: requires an adult model.

*
theories; weaving threads from each theory into a whole,

One such bridge may be éhe factor of the import- .
ance of‘play as a medium for experiential learning. S
Freud, Erikson, Piaget’and Kohlberg all stress the need
for the child to explore his own world and learn from
self-initiated activities. First hand experiencé of a
supportive and enriching environment is propounded'as.
. =, .

beneficial to' the developmental processes by all three

theories studied. It is -necessary to allow the child to

explore his world and léarn fron his own activites. The,

curriculum should therefore be planned to provide exper-
iential learning in a stimulating environment. \ Play is
regarded as the medium b& which a child,lean&?tq

deal with the world.

Modelliﬂg is another factor which can be sgenvas'a"
link between facets of the theories. A éhild‘s attempt
to emulate an a&ult's behavior may be considered one of
identificétion with a moral adult (psychoanafytic); a
demonstration of an adult learning as she intéracts with
the environment (cognitive develobmenti 6r~a.s@tuation
which enables the child to learn' vicariausly (behavioral)

. - - N
Other bridges, or links, should be identified as

progfam'désign,is outlined and each educator expected to

. identify them from her own persqﬁal perépective.

" An individual's approacﬁ.to the solution of the

.t

=
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problem will be limited also by personal functioning
- stages of moral development. A compulsively clean
person who has Ept‘fesolved some psychésexual need may
“find it difficult to undertake some of the suggested -
'messy’' activites; an adult operating at 'a low stage
N ) : 'of moral development woulé be unable to foster further
development in others; and a spontaneous, iptuitivé'per-
Lson.may find fﬁe‘rigid sBuctures of a behavioral program
overwhelming. Mastery of a theory would develop intell-'
. ' ectual understanding but does not guarantee ability to
overcome established habits or ingrained reactions.

The choice must therefore be made by the educato

but this choice ihould be guided by'thé considerations-

of theoretical writings and also be guided by;the values,
goals and\practices of the parents., We must. avoid
using’the children as a vehicle ﬁor the expre%sion of
adult needs and avoid givinggthe children two, or' more,
inconsistent or conflicting life-experiences. During
the past few decades, many people held the staunch
belief thaf educational institutions could prévidé a

remedy for all society's ills and shortcomings.  Unfort-

uriately it has been demonstrated that such institutions
1 .

-

cannot, in isolation, bring about miraculous changes. |}
", . ~ :
Communication and cooperation between educators and .
' parents, institutions and populations, is vital if social
. » b :

change is to be more than a flash of inspiration with
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no permanent foundation. This communication and

cooperation appears even more important between those
[ ]

who undertake child-rearing responsibilities of young !
children if optimal dgvelopment of the child is the _
primary goal.

Inlseqking answers to the age-old questions re-

garding the improvement of mankin& it is disarmingly

easy to relax in the philosopher's chair and plan sweep-
-

ing reforms' for a utopian society, Atﬁempting to find
| ' ‘ . a solution to social problems and il%s in the context ﬁ
of a child care center would be naive if thelgktempts ] ‘
éré not.seen as minute steps supporting other social

% efforts to guide young children toward a moral society;

an attempt to develop in a few of society's future
¢

adults an awareness, an attitude, a feeling, a.knowledge

LR

e Cj) and an understanding of that which is moral. ‘
k " Gabrielle Roy warns that as we seek answers to the . ,

continuous need for an improved, if not utopian, society

L d

* we face realities of the present and often find hope for
the future in new beginnings for children. She recognizes
- .+, the vulnerability, the fragility of the children

. K of the world, nonetheless, on their frail shoulders .

we load the weight of our weary hopes and eternal
© new beginnings.

=

% ‘ 1¢. Roy, Children of My Heart. Trans. A, Brown,
& + Toronto: McClelland and Stewart., 1977 p. 81
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However, enquiry into the develoﬁment of a moral person
iﬁévitably leéds to the foundations of morality and thus
to earlylchildhood development and educatien. |

© It would seem.that the current thrust for moral
éducatioq in high schools and colleges is[éome&ggf
misplaced if we do not at the same time make an effort ,
to povide all’ young children, - from birth onward, with
an environmentacondgciug_;g/posi;ive moral development.
The old adage 'prevention is better than cure' must be:

v

”- 3
seen as an aim in all areas of development, including

the moral., Neglecting t@e care and education of young
\ .
children cannot be condoned if society desires

tomorrow's citizen to think and act in a.morally .
: A

responsible manner. In a society where more and more

'mothers are entering the labour market, leaving ‘their

*
s

‘children at increasingly early ages to be cared for by

.-others, consideration must be given to the need for

1

optimal, or at least adequate, care for these young
A .

children.

N
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