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. every form of possible human
perfection praves upon reflection
to be defective and unachievable in
reality. Therefore, 1deals serve
well as guides. They are }1ke
beacons on a journey, but they de
rot permit us to tarry, as though
our goals and rest were already
contained 1n them,

karl Jaspers in
Philosophy of Existence




LIBERAL. EDUCATION AND MORAL DEVELOPMENT:
AN INTEGRATED MODEL OF MORAL EDUCATION

Chapter 1: Introduction

Purpose and Rationale of the Study

Purpose In many college and university mission statements one
will discover a statement or paragraph dwelling upon the moral mission
of the institutian and emphasizing fts aim to imbue students with a
moral consclence, a strong sense of values, or perhaps, with soumd
ethical chavacter. Q(n occasion, the promction of a more spectfic moral
code or set of vAalues 1s explicitly identified; in such cases, the in-
stitution's religious or 1declogfcal foundations usually set the tone
for the mission statement. In this thesis, the general question is
raised: At a college or university level, what should be our educa-
tianal goals and methods 1n the realm of moral development? It is
assumed that one can rationally formulate and deferd curvicular aims
focused on morality and that such qoals need not he tightly linked to
any specific political ideclogy or religious faith. A second, closely
related question follows: What curricular or instructional model is
most Jogicelly consistent and ethically acceptable with the mission
and philosophy of 1iberal education? The major purpose of this study
is 0 answer these two questions and develop ohe reasonable, clearly-
defined model of moral education, a possible approach to offering

“instruction 1n morality" at a college Yevel.

-8-
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In grder to work toward these goals, several critical steps are
taken. First, 1n a philasophical study of this nature the jdentifica-
tion and clarification of several important concepts and the setting of
boundaries are necessary tasks; "moral education” and 1ts related terms
are particularly ambiguous, easily misunderstood terms. Therefore, the
provision of a framework of clear definitions and carefully delinested
conceptual boundaries are primary and ongoing concerns, Second, the
language and goals of the liberal education tradition are used to
critically evaluate existing models of moral education and help develop
a new approach. "Liberal educatfon," an expression rooted in both edu-
catfonal philosophy and practice, serves as a viable conceptual tool in
the determination of the goals and methods of moral education; also,
the use of the relatively broad 1iheral arts tradition provides a means
to transcend all but the most rigid or degmatic ideological Frameworks
of educational goals, and 1t serves as an antidote to an antiseptic,
technique-oriented skilds approach to “valuing." Third, in the process
of evaluating current collegifate models of moral education a number of
ctlosely related issues are examipned, These include addressing such
perplexing gquestions as "What exactly s a 1iberal education?”; "Does
moral education necessarily result in indoctrimatfon?"; '"What 7s the
meaning of and what are the differences between process-oriented goals
and substantive, educational goals?"; and "Is there a connection 1ink-
1ng teaching about moralfty with teaching morad{ty?"

It i1s important to add touches of both tentativeness and humor to
this study: tentativeness because the entire realm of morality ylelds

fow definitive answers and guidelines--humar because it is all too easy
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to become averly sanciimonious and unrealistically invested fn the role
collages can play in moral development. In complete earnestness, a re-
cent report on "The Integrity of Higher Education" reads, "a1) univer-
sity and college perscnnel, by thelr practices and their conduct, may
s0 profoundly affect the intellectual and moral development of the
young that even seemingly minor departures from integrity cannot be
tolerated" (Bonham, 1980). Over a hundred years ago, however, Presi-
dent Philip Lindsley of the University of Nashville had this to say:
"This is certain: that parents need never look to 2 college for any
miraculous maral regeneration or transformation of character”{in Rudoph,
1962, p. 90}. In short, society's expectatfons on the realistic role
that colleges and universities can and should play 1n the moral devel-
opment of students have varied considerably. At this point, perhaps
enty this can be stated with some certainty: Few educational issues
generate more heat, contradiction, and confusjon than morality and its

instruction.

Contemporary Overview A review of events 1in higher education

over the past decade does reveal renewed, strang concern for questions
of ethical or moral behavior amd principle. Numerous proposals for
core curricula and other educational schemes call for “skills 1n moral
reasgning," “awareness of vaiues” or evan, "ethical growth or trans-
formation." One commentator writes, "l1iberal education should aim to
make values 1ssues central to the intellectual 1ife and to make It
clear that a college, 1ike other organtzations, is a community of moral

agents” {Murchland, 1979, p. 43). 1In a chapter entitled "Values and
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the American Tradition" in Missions of the fotlege Curriculum (1978).

the Carnegie Foundation for the Advancement of Teaching cites several

of 1ts surveys indicating a significantly sizeable corcern for moral
growth amd instruction through college education among the populace at
large, as well as among faculty and students. Also, in a comprehensive
survey of the intended outcomes of higher educatfon, "a valid amd inter-

H o n

nalized but not dogmatic set of values and moral principles,” "maral

sensit{vity and courage,” and "a sense of soclal consciousness and social
responsibility” are 1isted as prominent goals (Bowen, 1977, p. 56).
There a1s0 have been many specific curricular proposals designed

to 1mplement such espoused cbiectives as "an examined set of values"
and "greater moral sensitivity." Area number three, "Social Analysis
and Moral Reasoning," of the recently implemented core curriculum at
Harvard 1s, among other things, intended

to introduce students to important traditions of

thcught, to make them aware of tha Intricacies of

ethical argument, and to bring them to grips with

particular questions of cholce and value. They

are to lTearn that it is possible te think systema-

tically about such issues as justice, obligation,

perscnal responsibility, citizenship, and friend-

ship. {Harvard, Faculty of Arts & Sciences, 1979}

In another core curriculum proposal, Educating for Survival (1977},

Ernest Boyer and Abraham Kaplan propose a "capstone" experience that

provides

a very strong and forward look at the moral and
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ethical considerations that gquide the 1ivaes of
each persan, a kind of forum 1in which parsonal
beliefs could be discussed. Everyone 'be}ieves,'
everyone continually makes value-laden choices,
and no one holds values wholly unrelated in
origin and impact to the values held by others.
{1977, p. 76)
Several years ago, the Hastings Center published a volume entitled

Ethics Teaching in Higher Education {1980) which attempts a compre-

hensive overview of instruction 1n ethics at the college Tevel.
Researchers and commentators on moral education typically develap
one or mare of three explanations to account for this recent, rapid
expansian of interest in moral education. Many affirm a vague social
theory 1inking contemporary events with resuTtant educational measures
for reform. Few of the recent artictes or books dealing with the
problems of moral education fail to mention the effect of moral scan-
dals on our socjety. Military force and the continuing threat of
nuclear disaster, the C.1.A. and the practice of covert intelligence
gathering, corporate business practices and the abused rights of con-
sumers, the sexual philandering and questionable personal finances of
political representatives, and the heightened awaraness of discrimin-
atory practices against various groups is but a sampling of the con-
temporary issues which some have chosen to view as sfgns of individual
and societal ethical deterioration. These same commentators occasion-
ally point to sociclegical data revealing the decreasing role of church

and family in child rearing and the increasing role of mass media and
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fnstitut{onal education at all levels for socialization of the individ-
wal. Others have looked upon the re-birth of moral education as an
affirmation of a cyclical view of college curriculum history. By this
account, the pendulum has swung back again to a concern for the human-
ities, 1iberal arts, and human values--in reactfon to the continued
growth of the sciences, professional specialization and rarrowly vo-
catfenral studies. At the turn of the century the reaction took the
form of "Character Education" (Wagoner, 1980}, in the 1940s the Harvard
Red Book report emphasized citizenship, and 1n the 1970s and 13203
1tbaral education has been examined increasingly as an athical enter-
prise (Botstein, 197%a,197%; Conrad & Weyer, 1980; Murchland, 1876,
1979,.

A third "explanation" 1s more compiex, steeped in an understand-
ing af intellectual history which {tself {s open to a wide range of
interpretations. From this perspective the entrenched scientific/
analysis paradigm, indeed, our faithk in reason and scientific method,
has come under f1r‘e.l Qur increasing willingness to seriously question
the continuous use of the scientific method has been accompanied by a
serious re-evaluation of the meaning and role of human reason and

rationality--a re-examination which has resulted in providing a level

lrur a particularly Tucid account of this viewpoint, the reader
is referred to the works of William Barrett: Irraticnal Man: A Study
in Existential Ph11nsuph¥ {1962) and The I1lusion of Technique: A
Search for Meaning In a Technological CIviTization {1373). Such works
as Reason Awake {Dubos, » 1he Function of Reason (Whitehead, 1958},
Where the Wasteland Ends [Rozak, 1973), Art and Technics (Mumford,

19577, and The structure of Scient{fic Revolutlons (Kuhn, 1%70) pro-
vide a representative sampling of this qenre.
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and degree of intellectual credence to moral language and reasoning
lacking $n the first sixty years of this century. Mere specifically,
the philosophical views of the logical positivists and ather analytic
thinkers whc either rejected moral statements as meaningless or labeled
them as merely emotive in nature have now heen challenged {and accord-
ing to many, undermined) 1in a series of new attempts to establish a
reasonable, fntellectual grounding for morality and for value state-
ments and bellefs 1n general { Baler, 1968; Rawls, 1971; Taylor, 1961;
Toulmin, 1950). This earlier analytic challenge had the initial
effect of 1imiting most academic work 1n ethics {in scholarly publi-
cations and journals and in college courses) to a marrow focus on the
metaethical 1ssues arising from the attempt to Justify the very exist-
ence and uti1l1ty of ethical inguiry amd lanquage. More often than not,
this metasthical approach held small zppeal for the typical undergrad-
uate and the non-professional philosopher; hence "ethics"--as a compon-
ent of philosophy departments if not as general subject of concern--
became increasingly isclated from the coilege curricular mainstream
{51oan, 1980, pp. 38-40). Today, the sustained, critical reactions
against notions of moral values and lanquage as either meaningless or
merely emdptional have helped lay the groundwork for the most recent
praliferation of courses, research, and seminars dealing with sub-
stantive, contemparary ethical problems.

This Increase of activity 15 easily documented. There are a
significant number of individuals and groups now examining such con-
temporary concerns as public policy-making, profit margins, abortion,

news reporting, genetic engineering, and racial inequity using the
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language and disciplinary methods of ethics. MNo longer must ethicists
be primarily or solely concerned with validating the intellectual legit-
imacy of their endeavors. {If nothing else, they can point to the warks
of such contemporary philosophers as Stephen Toulmin, Kurt Baler, and
R. M. Hare as providing a metaethical base for th1s more concrete,
applied endeavor.) The rapid expansion and influence of the Hastings
Center (Institute of Soclety, Ethics and the Life Sciences), the flour-
ishing of academic centers and departments focused on value concerns
and utilizing forms of ethical inquiry,z and, more generally, the
numerpus professional societies and organizations encouraging the exam-
ination of ethical 1ssues in their respective domains--in combination,
provides overwhelming evidence of a dramatic shift away from metaethical
ingquiry on the philoscpher's part and toward normative ethical inquiry

an the part of many sgcial scientists and professional educators.

Rationale The papular demand for moral education in reaction to
national scandals, the re-examination of liberal education as an ethi-
cal enterprise, the resurgence of ethics as a legitimate applied dis-
cipline, and the current proliferation of varied courses and programs
of values and moral education are among the major social and intellect-
ual trends which shape and direct this discussion on moral education
and instruction in morality. This description {and b, lef explanation)

of the current surge of interest in ethics and maoral education points

2These include the Center for the Study of Values at the University
of Delaware; the Center for Philosophy and Public Policy at the Univer-
sity of Maryland; the Kennedy Institute of Ethics at Georgetown Univer-
5ity, and the National Center for Business Ethics at Bentley College,
Massachusetts, to name a representative selection.



-16-
to a number of compelling reasons in favor of sustained philosophical
analysfs of alternative goals and methods of moral education: reducing
semantic confusion, understanding how to use the growing body of social
scientific research in moral develeopment, recognizing a new focus on
measuring educational quality through examining student outcomes,
1dentifying the dangers inherent in moral! education without clear goals
and guidelines, undermining the beljef that education can be value-free,
and finally, reasserting the important role that the philosophy of
liberal educaticon can play.

First, the clarification of semantic confusion pravides a major
impetus for this study. Although there most certafnly is reom for sub-
stantial disagreement about the need for and the nature of moral educa-
tion at any educational leve!, much discord and confusion has resulted
from ambiguoys, poorly defined concepts. For example, there are spon-
sors of core courses and programs in "humanities and human values" who
conscienticusly avoid the label "maral education” and clearly distin-
quish themselves either from coursework 1n ethics or the abjective of
“altering moral behavior:" while there are others who readily use the
expressions "moral education," “values education," and "ethics" inter-
changeably. 1In this study, it is maintained that these terms are not
entirely synomymous but rather have had and should cantinue to have
appreciable. substantive differences.

Second, the growing boedy of psycholagical amd socialogical research
attempting to define and measure moral development and thought processas
could have increasingly important implications for programs and thecries

of education at all levels. Indeed, much work has been done on the
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effects of college education on the individual--including effects on
moral behavior and thought (Astin, 1971, 1977: Feldman & Newcomb, 1969;
Hyman, Reed & Wright, 1975; Jacob, 1975; Wilson & Gaff, 1975; Winter,
McClelland & Stewart, 1981). Thus far, the Findings of such studies
are ambiguous and heavily dependent on the researchers' means of mea-

surement. For example, in his classic study, Changing ¥alues in College

{1957), Philip Jacob focuses on substantive changes in students' value
pesitions on such specific matters as extramarital sex, belief 1n a
supernatural creator, freedom of the press, and drug usage as recrea-
tion, and he identifies changes in political party affilfaticn and
church membership that may have occurred as a result of attending
college. Jacob's study is significantly different from Wi111am "erry's
Forms of Intellectual and Ethical Deveiopment in the College Years

(1970) 1n which stages of cognitive growth are identified and described
in detail. For Perry and his team of psychaiogical researchars, the
particular value stands and changes in themselves were unimportant;
rather, they provided access to the underlying cognitive process through
which the student structures and evaluates ¥nowledge of self and the
world. Despite significant differences among themselves, many develop-
mental psychologists agree that at Teast some farms of moral growth can
be both defined and measured {Lickona, 1980, pp. 103-32). Also, if one
adds to this surge of psychological research a growing sense among
those paying for a college education that college outcomes should bhe
analyzed amd publicly reported, then new and more exacting forms of
educationa) measurement will in allt likelihood develop out of this body

of research, This, then provides a second reason for philosophical
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analysis of moral education: without such amalysis, there is the
danger that unexamined goals and objectives would be i1legitimately
introduced as the natural conseguence of descriptive, soclal sclentific
theory and researnh.a In other words, it might be possible for educa-
tors to become so enamored with & particular hierarchical theory of
moral development that they wauld begin to uncritically accept the
moral stages as actual curricular goals and forget the fundamentally
descriptive {and tentative) nature of social scientific theory.

This desire to avoid uncriticaily translating the findings of
descriptive educational research into curricular goals and objectives
Teads to another yet broader reason for this type of study: the under-
mining of the idea or ideal of education as value neutra].4 Curricular
abjectives, the ends of instruction, aimost always depend on vaiue
Jjudgments about what should be taught, about what is important for the
studant, ard ultimately, for society. Rather than retreat behind the
misleading mask of pure gbjectivity, each educztional institutfon, each
curricuelum, mist be clear and forthright about the moral character of
Tts goals and objectives. These goals may, indeed, include intellectual
objectivity, toTerance, and respect for diversity, yet these toc are
value positions and their pre-eminence in a given educational system

will stand in marked contrast to one which primarily emphasizes common

3In brief, this is a modern restatement of G.E. Moore's "natural-
istic fallacy" in which he clearly exposes and logically derides argu-
ments which move frem "is" to "pught"--from a description of what is
to the contention that "what is" {s "what should be. " -

4In The [deal of the Unlversity (1969) R. P. Wolff pravides an
especially effective arqument Tn his section entitled “The Myth of
¥alue Neutrality."
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heritage, self-discipline and character, and competence in basic com-
munication skills. The examination of curricular objectives directly
focused on moral development serves to bring this peint regarding the
impossibi1ity of value neutrality to the forefront, For example, the
institution which sets no goals whatsoever regarding moral development
may transmit the message that morality is meaningless or entirely in-
dividualistic. Another collage which affirms respect for cultural
pluralism and diversity, critical development of & set of ideals and
values, and moral sensitivity and consclousness as curricular goals
wil]l differ markedly from one which emphasizes personal salvation, good
¢itizenship, and acceptance of and adherence to morzl rules. Value
neutrality in determining educational and curricular goals and ohjec-
tives is clearly a myth,

Fourth, there {s the need to re-examine the critical and continu-
ing role that the philosophy of liberal education can play in determin-
ing educational goals and objectives, coupled with the need to define
and clarify the exact nature of liberal education. A clear notion of
the historical 11nks between 1iberal education and merz]l development
45 &h educational goal is crycial 1n this attempt to reassert the con-
nections hetween undergraduate education, the 1iberal arts ideal, and
indiyidual morality. The moral growth and development of the under-
graduate student has been a predominant aim of 1iberal educatian
{Brubacher, 1978; Conrad & Wyer, 1980; McGrath,1975,1976; Wegener, 1978}.
As the eariiest practitioners of higher education in the West, tha
ancient Greeks conceived of education as a moral activity creating

both knowledgeable and yirtuous men (Jaeger, 1939; Murchland, 15876,
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1979). If anything, 1t has been this fundamental concern for growth in
character and integrity that has distinguished }iberal educatfon from
other farms of advanced instruction, However, the 19th century sectar-
1an entrenchment of 1iberal arts education coupted with the 20th century
fallure to discover a new model of 1iberal education have worked to

erpde the once well-establ{ished concern for moral growth (Conrad & Wyer,

lggu}_'j Moreover, the rise of the gradugte and professiocnal schools
with their emphasis on research, specialization, and scientific objec-
tivity has been paralleled by a decreasing emphasis on personal instruc-
tion and encounter, general studies, and value awareness and development
(McGrath, 1975,1976). Teday, there are those who regard any form of instruc-
tion dealing directiy with valr . and morals efther as indoctrinatian
and, hence, unacceptable ar simply as inappropriate 1n an educational
setting where the primary goals revolve around the advancement of truth
and the development of rational-analytic capacities and technical skiils
{Codero, 1%976; Gluck, 1977; Gordon, 1975; Hook, 1970: Schieifer, 1976),
This study does, then, seek to contribute to the reestablishment of

connections between higher education, the liberal education ideal, and

5In the 19th century }iberal education became so ¢losely associated
with the small sectarian colleges of numerous denominations that for
some {t continues to bear connctations of narrowninded pifetism, overly
protective patermalism, and antiyuated classical instructiegn, In the
Z(0th century, it took many 11beral arts colleges sixty or seventy years
to eliminate such mandatory practices as dally chapel, studies in
classical Tanguages, and the senfor course in moral philosophy (see
McGrath, 1976; Rudolph, 1976; Sloan, 1980), The objectives that these
practices attempted to meet--community building, development of disci-
pline and moral character, and the nurturing of a comprehensive view
rooted in common heritage--are stii1 often regarded as important; yet,
until recently, there has been 1ittle discussion regarding the contem-
perary curricular means to help bring aboul those goals,
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the goals of moval development.

Finally, without firm philoscphical grounding, educaticnal objec-
tives and goals regarding morality and its instruction will be partic-
ularly susceptfble to manipulation and distortfon with potentfally
devastating results. For example, an objective such as "clarification
of personal values" could conceivably by translated into gne-sided
individualism {e.g. "AI1 I need do is clarify my own existing values
and not at all concern myself with anyone else’s values."). Or the
ohjective, "development of maoral reasoning abiiity” might in practice
become “identify and develop debate techniques which will 2llow the
student to win moral arguments" or “discover a method which will allow
one to solve all moral dilemmas." Although such examples may seem
extreme when stated in this manner, there clearly are all toc many
historical examples of moral education or trailning having gone awry,
Furthermore, a well=developed philosophical basis to cpllege-level 1p-
struction in moraiity will grant such programs and courses increased
leverage in the curricular competiticn with existing, better defined,
traditional areas of study. In the words of Daniel Callahan, without
a theoretical framework, there will result a "general swamp of competing
purposes, confused pedagoyies, and muddled students" (1978, p. 141).
One could safely assume that the current popular interest fn moral or
valuyes education would rapidiy fade in the face of such confusion and
ambiguity of purpose. In summation, this preliminary statement of
purpose and overview provides both a sense of context for this study
as well as a developed set of reasons for in-depth analysis of alter-

native goals and models of moral education,



Method and Scope

The Questian Restated Answers to the questions, "What should

be our educational goals and methods in the realm of mora) development?"
and "What curricular or instructional model 1s most logically consis-
tent and ethically acceptable with the philosophy and aims of libera)
education?" are neither easily nor definitively formulated. The former
question 15 legically prior and broader in scope, while the latter
question provides a specific context: an instructicnal model and Tiberal
gducation, As stated earlier, the existing diversity of vaguely syn-
onymous expressions--"ethical development," *moral reasoning,”" "values
clarification," “applied or normative ethics"--is an indication of the
semantic confusion that often hinders the development of a reasonable
response from the onset, For some, the value orientaticn of the ques-
tions automatically renders them meaningless and thus amy attempt to
develop a reasgned response is futile since such “answers” would be un-
substantiated or unverifiable. Far others the task s, perhaps, not so
much iTlegical as it 1s ethically suspect; 1n this view, although very
brcad, generfc goals regarding moral character may be appropriate, their
formulation 1nte more specific curricular objectives seriously risks
indoctrination., These foundatfomal concerns are raised and the basis
of this thesis is defended as at least reasonable, and, in a preliminary
sense, 1t 15 maintained that it does make sense to ask such questions,
Educators can reasonably choose between and assign levels of priority

to such goal statements as “the creation of good men and women," "aware-

ness of values and moral issues,” and “movement to a higher level of
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moral reasoning"; that 1t is sensible and not necessarily unethical, to
develop specific curricular objectives that can, at least 1in part, help
fulfi?) broad mission statements; and that unless clear, adequately de-
fended aims are developed, the instructioral means or methods can make
l1ttle sense. As philosopher of educat{on, Broudy has contended:

Because it is belleved that chofce among ends in

education is possible, it is felt that such choige

is alsc necessary, for otherwise means, presumably,

could not be setected for relevance and fitness,

and failure in this respect would render the whole

enterprise irratiormal, i.e. aimless or vacillating.

{1270, p. )
Without the more explicit, tangible connections between broad mission
statements, specific curricular objectives, and instructional methods
and structures, moral development may as well be abolished or relegated
te the extracurriculum, or one might caontend that such aims are best

met tacitly (perhaps through the entire college Exper1ence}.5

Structure In order to set about answering the two major ques-
tions and develgping an acceptable mode! of colleqe-level moral educa-
tion, this thesis is divided into five major sections or chapters. In

this introductory chapter, purpose, rationale, and methodelogy are

ﬁﬂne well known argument for this approach has been devejoped by
Polanyi 1n The Tacit Dimension (1966). Also, the humanities and whol-
istic approaches to values education are, loosely speaking, educational
examples that are examined and critigued in greater detail in chapter
thrae of this thesis,




-24-
identified and expliained, FParticular care s taken to explain the
critical role that the idea of 1iberal education, and 1ts fnherent
criteria, can play in deciding what can count as legitimate curricular
cbjectives in this realm of moral growth, In the second chapter a
working definition of 1iberal education is developed with reference to
widely accepted historical statements regarding the liberal 2rts and
thorough examination of contemparary practices and principles. A more
detailed historical focus on the role of moral education in the 1iberal
arts follows including a special focus on 1ts classical Greek roots.
This leads inte discussfon on both the historfcal and logical 1inks be-
tween 11iberal education, reason, and moral development as an educational
goal. The chapter concludes with a summary of the bread goals and pur-
poses of 1iberal educatfon, Inciuding those aims most directly inked
with ethical growth,

Five contempcrary models of moral education are identified and de-
scribed in the third chapter: wholistic, values clarification, human-
ities, normative-ethics, and cognitive-developmental. With the primary
focus on the espoused goals and cbjectives of each approach, the criter-
ta for liberal education--as developed in the previous secticn--are then
critically applied in the fourth chapter. In this manner, the respec-
tive strergths and weaknesses and Inadequacies of each of these extant
models are deveioped and argued; out of this discussion two particularly
complementary models of moral education are found acceptadble. The
selection of the cognitive-developmental model and the normative ethics
mode]l sets the stage for the finat chapter. The attempt is made to

integrate both sets of goals and objectives. This task of combining
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ohjectives in moral educatiocn that center on careful and rigerous
thought on ethical issues with those that focus on personal commitment
and ethical perspective is a challenging ore. It 1s contended, how-
ever, that just such an integration is most in keeping with the grander
purposes and afms of 1iberal educatien. In the latter part of chapter
five significant curricolar structures and pedagogical methods that
Yogically and practfcally follow from thess foals are developed and
discussed, The conclusion relterates the study's 1imits and summarizes
both the strengths and weaknesses of the newly developed set of curricu-
lar goals and objectives for moral education within the context of

colleges' 1iberal education,

Methodolagy This study is a philosophical inquiry into those
educational aims and goals focused on the moral development of the in-
dividual. There 15 no attempt to discover or systematize facts, de-
velop empirical generalizations, or formulate explanatory theories
about the activity or process of moral education or individual moral
development. As a philosophical inquiry, there is analysis and glari-
fication of arguments and concepts--in the same sense as John Wilson
“breaks down" moral reasoning iptoc fts lpgical, constituent parts 1in

his work, Moral Thinking (1970} or as R, 5, Peters analyzes ideas and

evatuates their logical and 1inguistic adequacy in his book, Ethics

and Education {1966). Important educational concepts are analyzed

for their legical and ethical adequacy and ideal standards are estab-
1ished for the ends {purposes and goals) and the means {complete cur-

ricular model) of moral education 1n a tiberal education context. This
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type of conceptual analysis can be essential for descriptive, empiri-
cal research. Wilson claims that moral educatfon, 1n part{icular,
"offers a model case where philesophical guidance {s essential for
empirical research, if such research 1s not ta be irrelevant or its
application dangerous® (p, X, 1972), Peters, however, paints out &
limitation of conceptual amalysfs:

a much clearer grasp of the fundamental

155ues underlying current controversies is made
possible by mapping the area of the concepts and
revealing the contours of the criterion built into
them, But & detached and clear-sighted view of

the shape of issues and institutions s all that
conceptuat analysis provides, It cannct of itself
determine the 1ines of practical policy.{1970, p. 45}

As a ncrmative philosophical {nquiry this thesis is primarily con-
cerned with the substantive issues that have direct implications for
shaping “practical pelicy." This work is & critical inquiry into the
various aims and models of moral education at a collegiate level, an
inquiry that develops into a proposal for a specific rationally Justi-
fiable model for moral educaticn. Wilsen claims that much research on
education is normative "in the simple sense that it is not just research
oh what is the case, but research on how to make what is the case more
1ike what ought to be the case" {1972, p. 7). More specifically, nor-
mative thearies have heen characterized as "consist{ing) of judgements
or propositions about the ends or values at which the activity or pro-

cess of education shouid aim, the principles they should respect or
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irplament, the methods they should use, the curriculum to be followed”
(Frankena, 1365, p. 3). A normative study, then, presents a systematic
view of the principles ar goals hy which peopte ought to think or act.

As & normative study, this thesis rests on the philosophical
grounds that value statements can be rationally understood; that is,
value statements are nelther meaningless nor merely smotive in nature.
There are A number of metaethical theories supporting the validity of
value statements; these range from the belief that values can be veri-
fied in the same manner as facts (e.g., Jeremy Bentham's definition of
happiness as "the greatest good for the greatest number") to the notion
that the truth of value statements {s intuitively percelved. For ex-
ample, Rousseau regarded the laws of nature to be "written in the depths
of his {man's) heart by his conscience and reason," while G. E. Moore
believed that "value" was a unique, non-natural property of things, in-
ituitively perceived by humans. Others have claimed that values are

togically derived from facts (e.g., Jacques Maritazin in Education at the

Cressroads (1943)) or that moral truths somehow derive from a fact
gathering process {e.g. teleological thecries, particularly Aristotle's

Nichomachean Ethics). More recently, Stephen Toulmin {1965), Kurt

Baler [1965), and others have developed a "qood reasons” approach to
the justification of moral assertions, They view morality in terms of
function and contend that value statements are rational proposftions
open to judgments of sensibility and warrantability. R. M. Hare
{1964) has a different noticn; he argues that the legitimacy and
truth content of value assertions lie in their form, not function,

Like Kant, he believes that reasons are the basis for moral assertions’
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defining property and that this defining form rests in their "“univers-
ability."

There s no attempt in this thesis to select one metaethical

theory over apother, By recognizing that the metaethicel dialogue on
the meaning, intelTectual legitimacy, and verifiability of value assar-
tions 1s continuous, one can perhaps more effectively understand the
meaning and nature of normative inquiry. It 15 not a particular scheol
of philosophical thought, nor an espcusal of certain types of mora)
valuyes or spec{fic methods of moral reasoning, Normative inguiry is,
in a very straightforward sense, ethica) analysis on an applied 1eve1.?
It may tend toward broad speculation or a more narrow analysis of
specific concepts or 1deas, but 1t 1s nelther purely metaphysical nor
analytical. Classic exampies of normative studies in higher education-

&1 thought and practice are Plato's Repub]ic and Cardinal Newman's

The Idea of a University (1948); famous 20th century examples include

A. N. Whitehead's Aims of Education (1929), R. M. Hutchin's The Higher

Learping in America (1936), and Clark Kerr's The Uses of the University

(1972}, Though obviously not as sweeping in its scope, this thesis
a}so proyides, on rational and logical grounds, a developed set of ed-
ucational objectives in the realm of moral development and reasoning.
Such an approach 1s forthrightly value-oriented; however, it i5 not

entirely subjective or fanciful. The value orlentation of this thesis

?Hure specific pedagogical examples are provided in chapter 3 in
the overview of normative ethics as a model for moral education.
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is guided hy: an awareness of the major findings in the social
sclences and educational research about moral development and educa-
tion; an understanding of the history of 1iberal education and moral
education; and, practical use of conceptual analysis of educational
terminalogy. The normative method is grounded Tn the bhelief that clear
reasoning can provide not enly linguistic analysis af educational aims
but a¥iso considerable guidance in the formulation and selection of

those aims,

Werking Assumptions and Other Limitatians As noted previcusly,

there have been educators and philosophers who have made rather sweep-
ing, grandiose claims in behalf of a particular educaticnal approach
to promoting the development of the student. The limitations of this
sutdy are clearly stated at this point in order to: de.emphasize any
sanse that extraordinrary, far-reaching ¢laims are being proposed;
clarify the scope of the study and explain why some controversial
issues are left unexamined; and, to provide a more compiete sense of
the 1ntellectual basis upon which this thesis rests. Perhaps one of
the most significant limitations is the focus on moral education with-
in the formal academic program; this thesis 1s centered around those
arguments that link the {dea2ls and philosophy of liberal education

with the teaching of moral reasoning, or development, in the curriculym,

This somewhat exciusicnary focus 1s not intended to demote extra-
curricular {or non-curricular) methods and goals for mora) development
to a secondary or less legitimate status, ([ndeed, not infrequently,

proponents of the Jiberzl arts point to such effective sources of
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ethical development and character building as student-teacher inter-
action, institutional milieu, sports activities, and peer interaction
{Astin, 1979; Heath, 1968, 1976: Trow, 1976}, Recent social scientific
studies clearly point out the very substzntial role that informal,
extra-curricular events do play in shaping moral development--inside
or qutside of a coilege community {Lickona, 1978). In this study the
emphasis on the curriculum serves as a cynosure for the unigue {and,
one hopes, clearly defined) role that more formal academic study can
play in the overall moral development of the individual,

The concentration on developing legitimate and meaningful goals
and objectives for moral educatfon is ancther boundzry. Although there
15 an examination of the most important curricylar structures and in-
structional methods (that could logically and practically follow from
the selected goals)}, there 13 no attempt to analyze an array of peda-
goqical probiems or delve in depth 1nto such specific problems as
determining the appropriate academic background for teachers of ethics
{or instructors in programs of moral education) in a higher education
setting. Or, to provide another example, there 15 only brief discus-
s1cn on how a proposed model of moral education might “fit" into an
existing curricular structure. Also, since this is a philosophical
focus on the identification and amalysis of goals, there is no attempt
to directly address the frequently ralsed 1ssue of disparity between
espoused {deals and actyal practice. For example, the apparently
worthy fdeal, or ohjective,of "developing 2 strong moral imagination"
may 1n actua} practice become tainted by an incompetent teacher, poorly

motivated =tudents, or inadequate learning materfals. However, those
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failings are not intrinsically related to the goal itself. Only, then,
to the extent that such failings are directly related to the nature of
the educational objective will there be extended discussion zhout actual
educational practice.

Clearly, the belief (already addressed in the previous section on

methodology) that moral propositions and principles can be raticnally

—

understond, that they can be intellectually discussed and tested, is

a major assumption, If this were not the case, any attempt at moral
education would be illegical. For example, if moraiity is exclusively
thought of as verbalized states of emotion, much 1{ke "Quch! That hurts!"
or "Please do that again, it feels very good," then there could he no
education in moral reasoning, no introduction to moral knowledge, but
only, perhaps, training of the emotfons cr behaviors equated with these
moral pronouncements. A more difficult and more cantroversial assumption
than the epistemclogical claim that the notion of moral education makes
logical sense, i1s the ethical claim that mora? education is not peces-
sari{ly a form of indoctrination. It is doubtful that anyone could
successfully contend that moral education would never, in fact or in
principie, lead to indoctrination; indoctrination certainly might be a
possibility with such educational abjectives as “improved maral reason-
ing" or"development of a moral imagination," but ft 1s not a logical inev-
itability. The determination of whether indoctrination has occurred in
such a course or program would depend upon an examination of the goals
(both formal and tacit), the rationality of the knowledge and skills

taught, the instructional methods employed, the actual objectives
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of the educator, and the resulting effects on the students.E With those
points outlined, a brief definition follows: ({ndoctrination occurs when
an individual or group attempts to pass on or Inculcate a helief, view,
or 1dea without the intended learners exercising their pwn independent
Judgment or reasoning ability. Does morality have a specific content
that can anly be passed on 1n this uncritical manner? Can it only mean
1nculcation of values and beliefs? MWould teaching morality, rather
than teaching “about" 1t, necessarily lead to indoctrination, not edu-
cation? In this thesis, it is assumed that the answer to these ques-
tions 1s "no"; 1t 1s arqued, however, {(in chapter 2) that a stromg,
well-defined notion of 1iberal educaticn can help us develop clear
goals and objectives in moral education, goals which in themseives
avoid Tndoctrination and alsa help us avold any tendency to slide into
indoctrinating methods. Moral education, then, is not necessarily in-
doctrinating, but just as it is always possible for economics, for
exampie, to be "drilled 1n" from one 1deological point of view, one
must acknowledge that indoctrination could occur in a program or course
in moral educatian. Ironically, the acknowledgement of this possibil-
1ty can indicate, in {tself, a vigilant attitude, a healthy wariness

of overly aptimistic or ambitious claims. As Ruth Macklin points out,

education in moraiity "nelther rules in, in principle, nor rules out,

ESee I. A. Snook's Indoctrination and Education {1972), for a
sound phileosophical analys{s of the meaning and identification of 1in-
doctrination. Also see, R. 5. Peter's Ethics and Education {1970},
and Hirst & Peter's The Logic of Education (1970)]).
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in principle, espousal of a particulsr moral viewpoint" {1980, p. 82).

Is the 1iberal education of the late adclescent or adult student
a viable, important goal? There are those, of course, who contend
that 1ibera) education (whatever is exactly meant by that notion) is
ne Tonger valid or appropriate; such criticisms are wide ranging;
from contentions that the 1iberal arts are elitist (Cross, 1976;
Dewey, 1%74) or that the liberal education 1s inefficient in meeting
the needs of a modern techrological era [Chelt, 1975; Jantsch, 19589}
to more radical critigues of American instituticnal education as in-
doctrination or mere socialization {freire, 1972; 1idch, 1971} or
higher education as orfented toward the past, rather than helping pre-
pare and build for a batter future (Toffler, 1971). 1In this thesis the
adequacy of 1iberal education as providing worthwhile quidelines is, in
part, assumed. There 15 no attempt to write an extended apviogia for
the Tiberal arts and systematically respond to criticisms raised by
various educational and philosophical schools of thought. However, the
developed description of 1iberal educaticn in the second chapter will
provide & clear understanding of what is meant by the term and the
educational goals with which 1t is irtimately connected; this descrip-
tion will, at least indirectly, serve as & response to those who would
define 1iberal education differently and as a defense of the ]iberal
education ideal--if not its practice--across all times and places.

Wiil the collegfate model of moral education that 1s presented in
this thesis be the only plausible model or absolutely the best model?

Nu, of course not--1n this thesis alone, five possible models for
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moral education are identified, and thera have been others {in the past
and there will be new and different notions in the future. In this
thesis one possible medel, one especially appropriate for meating the
jdeals and goalts of 1iberal education {as 1t has historically developed
and as it existes today) is identified and defined. It is argued that
1f one accepts that the broader aims of 1jiberal education are important
then this new model for moral education is a particularly powerful way

to help achiave some of these goals.

Terminu]ng!

From Conceptual Confusion to Clarity Although an extended

analysis of the relevant educational terminology is not provided, a set
of clear definitions with examples and references is developed. Seman-
tic clarification 1s necessary to avoid beth ambiguity and unnecessary
disagreement, especially when attempting to answer such questions as:
Are "ethical development," "morai reasoning," and "values clarifica-
tion” synonymous? Is there any difference between "ethics" and "morals?"
UDoes a "moral" education simply mezn 2 "good” education? Besides beling
amgibuous, a number of these concepts carry strong, emctional connota-
tions; often these are negative connotations. For example, the pivotal
expression, moral edycation, itself was selected with some hesitancy
hecause of jts all-too-frequent associations with Sunday school pro-

priety, turn-of-the century character education programs, and anti-
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intellectualism in general.g Clarity of language from the onset may
help ore aveld jumping to unwarranted conclusions and, perhaps, under-
mine some stereotypical notions and popuiar connotations about moral
"development" and instryction in moralijty.

The important major terms are morals, values and ethics; {nstruc-
tion and curriculum; aims, goals, and objectives; as well as growth and
development. These concepts are frequently used throughout this thesis,
and they are central to most discussions of moral education. Several
ather concepts, 1iberal education, normative ethics, and reason, are
also critical to this work, but these are dafined, and then discussed,
in greater detail elsewhere. For example, liberal educatfon is analyzed
in daepth 1n the following chapter. A more precise and detailed notion
of the concept emerges by raising, and answering, such guestions as:

What are the significant histarical examples of 17bera? education? What
are {ts defining features? What are its goals and objectives? What
connection does 1iberal education have with moral development amd educa-
tion? HNormative, another potentialiy confusing concept, 11terally means
establishing, or having to do with, norms or standards. For the philoso-

pher-ethicist, normative implies a movement away from theoretical, meta-

gsidney Hook's essay "The Barbarism of ¥irtue" in Academic Freedom
and Academic Anarchy (1970) is an excellent example of reJecting any
form of coilege-Tevel moral education as being anti-intellectual. Per-
haps it is this negative, traditicnalist connctation of "moral education”
that explains {at Teast in higher education) why s0 many contemporary pro-
grams and research projects label themselves as either "values-education®
or a5 "ethics-in-education." In short, "values" and “ethics" are accept-
able words while "morals” and "morality” are unacceptable.




=16~
athical inquiry toward an actual application of moral reasoning to con-
temporary preblems or situations as well as to the actua) norms and

standards of society and the ‘in|c|1*.'i~dm1.mI

Normative ethical {nguiry
1s & means to criticize irratianal moral beliefs and develop rationally
Justifiahle moral principles and 2ims; while, in this thesis, “norma-
tive ethics” refers to the specific model of college-level moral
edycation which stems from the renewed emphasis on applied moral
reasocning.

Reason and rationality are to a large extent defined within the
framewark of the {deals of 11beral! education and the method of normative
inguiry. In this study, rationality refers neither to "Reason™ as an
ideal metaphysical quality (i.e., Platonic forms or a Haegelian dialectic)
nor to the more medern equaticn of reason with scientific method and
inferential 1ugfc,ll Rationality embodies at least some norms, and
broadly concelved, 1t is the human activity of systematic intellectual
inquiry, a process open to public debate and guestioning. Moral reason-
ing, for example, is systematic and clear thinking about the moral

dimension of a situatien, an 1dea, or a person; it fnvolves the give

and take of open-ended discussion and inguiry--not unquestioning

1u5EE the following for an historical overview and explanation of
normative ethics: Alasdair Macintyre's A Shart History of Ethics [1966),
Mary Warnock's Ethics Stnce 1900 {1960}, and Faul leylar's Normative
Discourse {1961).

llﬂecently, several works have appeared in educatforal Viterature
that are very critical of our overly-narrow conception of reason.
These include Murchland (1976,1979), Hearn (197%5), Botstein {1979),
Matifeld {1975}, and McDaniel [1976}.
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reliznce on tradition and authority ner an exclusive appeal to person-

al relevation or mystical explanation.

Morals, Values, Ethics In order to discuss the role of reason

in moral discourse, a clearly established notion of morality is also
necessary, The terms values, ethics, morals are so commonly used in a
pejorative sense that they have developed a positive, evalugtive con-
nrotation., When someone 15 told that they are "ethical," "of sound
moral character,” or "a man of values,” we are pffering praise. In a
stricter philosophical sense, however, these are descriptive terms;
“ethical™ is not an expression of aporobaticn but rather a means of
distinguishing between that which is legal, psychologicat, social . . .
or athical. Eariier, it was asked 1f a "moral" education meant a
"good" education? Clearly in this descriptive sense it does not mean
a2 "good" or "worthy" education but rather an education in morzlity (in
some sense}, Ethics does not refer to either 1ts popular concepticn
as a general pattern or way of 1ife nor to a set of rules for conduct,
or a specific moral code., BRather, ethics is synonymous with moral
ph1losophy: sustained, ¢ritical inquiry abput the nature of moral
beliefs, language, and reasuning.lz For example, asking, and attempt-
ing to answer, such fundamental questions as "What makes an act right

or wreng?", "What, 1f anything, fs intrinsically good?", or "What

12The following is a samp)ing of texts providing basic defini-
tions aof ethics and morals: Ethics by William Frankena (1963};
Reason in Ethics by Stephan TouTmin [1950); Generalization 1n Ethics
by Marcus 5Tnger (1961}; and A Short History of Ethics by Alasdair
Macintyre {1966).
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gvidence determines whether a moral judgment s correct?" is an ethical
anterprise. However, such questions as "Is extramarital sex always
wrong?', "Should abortion be legally permitted?", or "Is active euthan-
asta morally right?” can also lead to ethical inguiry so long as the
inquiry is an open-ended, raticnal one without dogmatic dependence
upen a specific code or set of moral values. This, of course, is
another example of applied or normative ethics,

The concept of “values,” on the other hand, does not imply an
intellectual process but rather refert to the broad domain of all
human choice or preference, There are many types of human values:
matters of taste {"I prefer colonial style over ¥ictorian"} and custom
("It 5 most appropriate that the mother assume primary responsibility
for raising children”); aesthetic values {"The sculptured works of
Michelangelo are truly elegant and far surpass those of Rodin“}); in-
tellectva?l contentions {“Behavioristic psycholegy is both inadequate
and dehuymanizing"); and, moral values ("It is wrong to take ancther
human's Jife"“}. Moral values, then, are a specific type of humzn value,
Wellman succinctly delineates the moral dimension: "The moral sphere
encompasses acts that are momentous rather than trivial, that affect
gthers as much or more than the agent, that subject the agent to blame
or punishment if he chooses incorrectly, and that are a matter of con-
science” {1975, p. xvi)., Moral values are guides for significant
human action and usually develop into a system for Judging and evalu-
ating ruman actions and goals that are of important consequence. Also,
moral prescriptions are usually considered to be universal statements,

prescriptions that lose their impact and meaning if they are frequently
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or radically altered to match circumstances. In this sense moral
values become moral principles and are far more similar to laws than
to matters of taste or custom,

A final Important distinction needs to be made between substantive
moral values and the varisus loose synonyms for the process of moral
reasoning, Substantive moral values are the specific values one
happens to profess, such as "! believe that abortion is wrong" or "I
think that colleges should teach young people to be comunity minded.”
That is the “content” to values, but freguent mention 1s z1so made of
the processes of "ethical inquiry," "moral reasoning," and, at least in
cne sectfon, of "valuing" and "clarifying values." Just as there are
wide varfations in what people profess as moral values, there exists
diversity in the way individuals choose to go about making moral de-
cisions and judgments., In this thesis, there is a minimal focus on
the substantive moral values of the individual or group; rather the
analyzed models of college-level moral education are those that are
(with a partial demur on the humanities model) primarily concerned
with establishing and teaching seme process of selecting, analyzing
and evaluating moral values, moral character, or both.

A concise review of the preceding paragraphs follows: Ethics has
been defined as formal, rational inquiry into the nature and meaning
of moral vatues and language; the mora?! domain is smaller than, and
encompassed by, the broad realm of human values, This thesis is con-
cerned with analyzing various models of moral education that are pro-
posing education in a moral process -- 1n some sense-- and not an alter-

ation of specific, substantive moral values. Yet, such terms and
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phrases as morality, morz] reasoning, moralizing, valuing, and ethical
development will 1n 211 1ikelihood never be entirely free from con-
fusion and ambiguity, The complexity, depth and prolongation of phil-
osophical debate aver this terminology are indication enough of the
apparent futility of previding absolute definitfons. HNevertheless,
the difscussion now proceeds into the fssues of moral education eguipped
with at least reasonabie and clear definitions of these three central

concepts,

Instruction and Curriculum As noted earlier, 1n this Study the

examined models of moral education are those which offar instruction in
morality {or values clarification or ethical development, depending on
the models' emphases and terminalogy) within the curriculum, But what
15 the curriculum? And what is 1t to offer instruction? Curriculum

is the structured educaticnal experience with articuylate geals and
Togfcally connected means te implement those goals. The curriculum
can be cruciel to the educational process, yet it 1s important to
remember that it is pot synonymous with education. Even when education
15 taking place 1n & ¢gllege setting, there remain numercus potential
sources of learning; these are typically referred to as elther the
extré=cyrriculum ar the hidden cuvricuium, or both, Different fnstitu-
tions lay varying degrees of emphasis on the non-curricular aspects of
college education, depending upon their traditions, size, faculty, and
student profilles, and educational philosgphy. Yet the one component
that remains common to a1l is the curriculum. Participation in curric-

ular activities (typicelly courses) fs required, and even those colleges
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or universities which have no specific distribution or course require-
ments sti17 reguire that all students “pass through” their curricular
structure--whatever form {t may take.13

Paul Hirst defines the gurriculum as "a plan of activities aimed
at achleving objectives . . . involving two other elements, & content
to be used and methuds to be employed to bring about learring" {1974,
p. 3). R.S, Peters refers to the curriculum as presenting a "range
of activities that are thought to be worth passing on® (1966, p. 144)
and makes a "case for curriculum activities" as #1luminating many areas
of 1ife and contributing to the quality of living. In a definition
that borders with the notion of an ntellectual discipline, Peters
writes about curriculum activities as having "a wide-ranging cognitive
content"-=-1n contrast to the teaching of games, skills, or techniques
(1966, p. 159)., The curriculum, then, is the embodiment of the most
systematic attempts to translate worthwhile educational cbjectives
and ways of jearning into concrete educational programs. This defini-
tion leaves gpen the possibilitfes for an integrative curriculum or a
curricutum that 1s oriented arcund problem-solving or student develop-
ment; in other words, curriculum need not be solely equated with the
traditional disciplinary appreoach. Yet such a definition also raises
questions: When the subject of moral education is introduced, should
it be a special program taught by specfally trained teachers or should

1t be integrated info the existing curriculum in some creative,

IJHarvard University at the turn of the century and New College
of the University of Alabama in 1985 are examples of educational insti-
tutions with no curricular regquirements other than completing a pre-
scribed number of credits or hours.
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functional manner? Should meral education be part of a problem-solving
curriculum or be regarded as another discipline with a body of knowledge
all its own? Once again, such discussfon quickly leads to areas putside
the purview of this thesis; however, some speculation and analysis on
the actual curricular structures and placement Into an existing curricu-
{um takes place in the final chapter.

Presumably, the major activities within the curriculum are instruc-
tion (or teaching} and learning. KWhat are these activities? Effective
instruction has been defined as the “ability to bring about desirabie
modifications in the abilities and perceptions of the learner" (Popham
& Baker, 1970, p. 10}, A "goal-referenced instructional model" places
primary emphasis on the desired learner outcomas; in this context, a
teacher doas not ask, "What shalt I do?" bHut rather “What do I want my
students to learn?" To teach means specifying objectives, desfgning
and fmpiementing activities which will bring about those objectives,
and ayaluatfng or measuring students' attaimment of the objectives.
Effective teaching means that students learn the desired educational
objectives.

Hirst and Peters have pointed out that there is neither a logical
nar necessary connection between instruction (or teaching) and educa-
tion: "education might go on witheut intentionral plamning with objec-
tives and learning activities" {1970, pp. 76-78). Also, 1t certainly
1s possible for teaching to cccur but for no learning to occur. Thus,
one tends to refer to effective teaching to emphastze thai the desired
ocbjectives have been lTearned. The whole point in creating educational

institutions and designing curriculums "{s that there is a teacher
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whose function {t {s to bring about learning {n the best possible way"
(Hirst & Peters, 1970, p. 78}, Of course, once attempts are made to
give specific examples of “teaching morality" or "offering instruction
in morality," then this enters upen the major theme of this thesis.
Each model of moral education develeps a different theory of what it
s to teach morality. In all of the models, however, there is a clear
recognition that teaching 1s Intenticnal and goal-directed and moves
the student well beyond growth shaped only by disparate unorganized
environmental factors, “natural” maturation, or both. Also, in 2ach
model there is either a tacit or direct belief that teaching “about"
morality 1% an fnadequate notion, that there is 2 stronger sense of
teaching. For example, if one were to teach "about" morality, then
moral phenomena might be studied from a psychological, socjological,
anthropological, or many other discipl frary points of view, but there
would be no sense whatsoever of developing a commitment to norms, of
kridging the gap between chavacter, facts and values, of reccgnizing
a moral dimension in {1ts own right. In part, the extent to and manner
in which each model of moral education attempts to connect these ele-
ments and define "teaching moral{ty" serves to differentiate between

them,

Aims, Goals, and Objectives What is an educaticnal goal? MWhat

purpose does Tt serve? Does an aim such as "{to) create free-thinking,
autonomous individuals" really have any impact or meantng? Is there any
difference bhetween aims, goats, and obJectivest Since it is primarfly

educational goals and ocbjectives that are analyzed, evaluated, and de-
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veloped in this thesis, again conceptual precfsion znd clarity are
necessary, Statements of educational goals and aims have at least
three central purpases: they can be used as slogans, or inspirationa)l
statements, intended to elfcit public support and enthusiasm; as guides
to the educatipnal process; and as tests to be applied to the actual
educational outcomes {Broudy, 1970, pp. 3-21). For example, A. N.
Whitehead eloquently claims that wisdom is the yltimate aim of educa-
tion: "the details of knowledge which are important wiil be picked
up ad hoc 1n each avocation of 1ife, but the habit of active utiliza-
tion of well-understopd principles 15 the final possession of wisdom”
{1929, p. 93), Whitehead's writings can inspfre support and enthusiasm;
however, when he defines wisdom as the ability to handie knowledge, to
select facts for the determination of relevant issues, and to employ
knowledge in such a way as to "add valueto our immediate experience,”
then his aim also becomes a guide for determining eduational practices
and, with further extrapolation, could be transformed into specific
tests of educational outcomes.

There i{s also & need to clearly distinguish between such sweeping
grand aims or purposes of the educational enterprise as "creating people
with wisdom,” from the more specific goals of a college curriculum, as
well as from the very detalled, Tocused objectives of & particular
course or program. Grand aims are broad, long-tsrm, and defy character-
fzation with specific behavioral cutcomes or mental tracts. "To create
athical men and wemen" §s a simple example of an educational aim in the
moral domain. Educational aoals, on the other hand, are less sweaping,

more concreie; they may be realistically achieved fn the near future
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{in a four-year college, for example) and through formal fnstruction.
For exampie, "the student will develop strong analytic skills 1in moral
reasoning" might be a goal of moral education. Ohjectives are at the
most immediate and specific level. Objectives are often closely corre-
lated with actual outcomes, outcomes that can be tested and measured
in some manner; "The student will be ahle to distinguish factual
statements" or "the student wil] be able to define and logically apply
four different styles of moral reasoning." The 1ines between aims,
goals, and objectives are not definitively drawn; rather, it 1s a
gradual progression from the "inspirational" statement of purposes
{often found at the beginning of college catalogues In a less-than-
inspirational form) to the more precise, and highly pragmatic,
objectives of everyday instruction and learning, In general, the dis-
cussion on liberal education {in chapter 2] dwells upon zims and con-
¢ludes with a set of specific goals of 1iberal education. In the final
three chapters, the emphasis 1s on the qoals and objectives of varfous
medels of moral education.

Oftentimes, grandiose aims and purposes are seen as non contro-
versizl by their very nature {many would not object to the "creztion
of ethical men and women"). Yet, when such aims are interpreted and
as they hecome transtated into goals and specific objectives, the
possibilities of conflict and disagreement rise accordingly. This
analysis, then, risks leaving the high jevel of purposes and aims in
the effort to construct meaningful, substantive goals 1in moral educa-
tion that may serve not only as colorful, inspirational statements but

also as guides to the establi{shment of appropriate pedagogical methods
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and content, and 1n some instances as tests to he applied ta actual

human cutcomes,

Development and Growth Are "development" and "growth" goals

or educational aims? Are they synonymous terms indicating a process
toward some calculated, or natural, end? These, too, are words that
are used 1n a Toose colloguial sense and in a more technical manner.
Up to this point, moral development and groewth have bean loosely used,
referring in a broad, inclusive sense to all foerms of progressive,
forward movement in the moral dimension of the individual: social,
intellectual, psychological, spiritual, emotianal.

In Democracy and Education (1967) John Dewey places a strong em-

phasis on growth (development is used synonymously) as an end itself--
indeed, as the crucial aim of education. Growth, as defined by Dewey,
15 the “cumylative movement of action toward a later result" and a move
away from immaturity, rigidity of habits, and "statfc adjustment to a
fixed enviroment." For Dewey, "Life is growth" and education is the
enterprise which supplies the conditions which 1nsure growth (1967,

p. 128}, There are many, however, who distinguish between growth and
development and are not entirely comfortable with the notion of growth-
as-process being the education goa'l.l4 They contend that individuals
must be directed in their growth toward some worthwhile aims. Imn other

words, growth must be toward an ideal, Although there {5 no direct

14Fur examples, see the works of R, 5, Peters, R. Barrow,
P. Hirst, I. Scheffler, and H. 5. Broudy, to provide a represantative
sampling,
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attempt to deal with this 1ssue, it has already been contended that
there 15 a strong nead for educatfonal aims and goals,

Growth and development, strictly speaking, are not synonymaus.
Growth Tmplies the progressive enlargement of a physical organ or
mental function, while development {5 marked by the appearance of
gualitatively new functions or powers (Horne, 1932, p. 49 }. Also, de-
velopment is typically associated with internal change, growth with
externa? stimylus and response. Mereover, "development" now is some-
times associated with "developmental psycholegy,”" a partfcular approach
to understanding human behavior and thought. For functional purposes,
the term "development” is used in this thesis to refer to the overall
range of goals that can be achieved through moral education. Human
development comes about through at least some planned effort, some
overt goals, and 1t involves internal, more-often-than-not, conscious
change. Growth, on the other hand, retafns 1ts more gradua) and
naturalistic connotations. In summary, moral development, but not
overall moral growth, is 2 realistic educational aim; moral development
is an al! encompassing phrase for many of the worthwhile aims and goals

of moral education.



Chaptey Z: |iberal Edugcation

Liberal Education: Its Furposes & Aims

Introduction In this chapter an extended definition of 1iberal

education is developed from a variety of sources (classical roots as
well as contemporary statements of practices and aims), and then it is
argued that the 1iberal education tradition coffers a powerful, norma-
tive vision of higher education. In the search for & post-secondary
model of moral education that has clear, meaningful, and ethical gpals
and ohjectives, an analysis of the fdeals and practices of 1iberal
education should be the first step. Liberal education is an ideal
that incorporates moral development as a central feature; moreover,

it is an historically rich concept that reveals connections between
the humanities, the development of reason, and moral education. Thus,
Mberal education can lend a direction and content to moral education
that emphasizes the role of intellect in morality and yet moves beyond
a "valueless," neutral skills approach. More spzcifically, the phi-
losophy and goats of liberal education are used as the central measure
for evaluating various models of moral education. There are, then
four gbjectives in this chapter: first, liberal education is histor-
ically reviewed and analyzed, identifying ethical or moral development
as a central feature; second, historical links between the aim of
ethical development, the ideal of 1iberal educationm, and goals center-
ed on reason and rationality are examined; third, liberal education

is defended as an important educational concept in its own right; and

-48-
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fourth, specific goals for 1iberal education are set forth, thus pro-
viding a standard for the selecticn of an approprizte model of meral

education.

Classical Roots The liberal arts were concelved by that name

in the first century B.C. by the Romap scholar, Varro (116 - 27 B.C.)

fn his Disciplinarum 1ibri novum; four hundred years later the 11iberal

arts were divided into the quadurivium {arithmetic, geometry, astron-
omy, and music) and the triyium {grammar, rhetoric, and logic) by an
Italian lawyer and rhetorician, Martianus Cappelle {c. 424].1

Cappella's book, De Muptiis Philogias et Mercurif et de Septem Artius

Liberalibus Novem,dres heavily from Yarrvo's encyclopedfc work, and it

essentially set the tome for higher education in the medieval age (Boyd
% King, 1980, p. 94; Schachner, 1962, pp. 13-14), Ouring that harsh
age the aims of education were severely restricted: subject to scrip-
tural sanction, confined to the trivium as methods of inquiry, and
limited to preserving old knowledge. How couid it be otherwise? A far
clearer visign of the liberal arts ideal emerges through examimation
of Greek theory as weli as of the educational thought of the Renais-
sance,

The Greeks closely 1inked knowledge, reason, and moral behavior
{Drew, 1978; Jaeger, 1939; Mumford, 1979; Murchland, 1976). The funda-

mental aim of education was aretd, to 1ive one's T{fe with excellence.

1In this historical review the roots of 1iberal education are
identified with the 1{beral arts. More generally, the term "1{beral
education" is vsed in this thesis since it has a broader cannctation
than "liberal arts" .- which sometimes is narrowly dafined as a set of
specific disciplines,
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Moreover, education for areté was a moral activity; 1t was not moral
in @ narrow sense but rather in the bel{ef thet education was vital,
that 1deas and principles were crucial, demanding free choice and
personal commitment. Intellectual aznd moral growth went hand-in-hand
and could come about only through willingness to bear grave risks. In-
deed, it is the ancient Greeks who are most frequently cited as having
integrated education with personal growth and with the culture at large
as one united ethical enterprise (Drew, 1978; Jaeger, 1939; Mumford,
1979; Murchlamd, 1976}. Such a conception of liberal education is, of
course, far removed from those who have criticized the tradition as
being elitist by definition {that is, for the "free man" nniyE} or as
overly pedantic, concerned only with learning or reason as ends in
themselves. Perhaps the current appeal in embracing the broad clvic
values of ancient Greek education partially lies in the avoidance of
promoting any specific religious traditiens and morés. The Greeks'
secular notions of ethical duty and knowing f1t far more comfortably
with much of contemparary American higher education--pluralistic in
terms of student make-up and social values,

What major goals of Greek education were subsumed under this

quest to live one's 1ife well? The goals of education in classical

EIt 1s surprising how often 1iberal education has been condemned
because at one time 1ts meaning partially lay in the historicel prac-
tice that it was only for free men, citfzens, and not for slaves. As
has been 11lustrated, however, much broader implications exist, and,
logically, there is no reason why liberal education should not be
accessible to all men and women of all races. Indeed, to some extent
this has occurred in post-World War II, United States.
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Greece evoived from the {deal of man as a mentally couragecus and
physfcally-fit warrior to the responsible citizen {mmersed in civic
affalrs and artistic endeavors, to that of the reflective individual
engaged in eudaimonia {Jaeger, 193%, p. &), Eudaimonia, as concefved
by Aristotle, was the highest and most uniquely human form of thinking,
the most noble use of leisure. This practice of contemplative reason-
ing did not supplant other goals, but rathef i1luminated their role
and significance in a broader context. iewis Mumford perhaps expresses
this view most effectively for our own times:

In fact, without leisure, our expansion in industry

would be almost meaningless, for we need a plentitude

of time if we are to select and assimilate a1l the

genuine goods that modern man now commands. 5Schola

means leisure; and leisure makes possible the schosl,

The promise of a 11fe economy s to provide schooling

for the fullest kind of human growth--not the further

expansion of the machine. (1979, p. 456)

The classical notion of the rational man is an 11luminating one
and has been freguently cited in the current re-examination of the
undergraduate curriculum and the goals of 1iberal educatien. The
Greeks thought of reason and intellect in the brpadest terms--well be-
yond the narrow equations of reason with scientific methoed, pure,
abstract theory or value neutrality.

(T'he c¢lassical conception of rationality has
been stripped and impoverished for rationality in-

c¢luded for Aristotle not only the pure and applied



-52-

sciences, but the practical sciences of politics,

ethics, and education which deal with the principles

by which we should order our personal and collective

11fe, and the productive sciences in which rationality

1s exhibited in the effort to make things which serve

our needs or express our sense of the beautiful,

{Hearn, 1975, p. 7}
Clearly, to "improve reasoning” was a crucial goal of Greek education,
one which included moral growth. In our own times, specific curricular
cbjectives regarding morality do occasionally focus on the development
of "hetter" people, more moral, virtucus, or rESpunsible.a Typically,
however, {f the moral or ethicazl dimensions of growth are menticoned
at all, they are relegated to the emotional sphere, with the implica-
tion that they are void of content or rationality (Bowen, 1977;
Chickering, 1976}. How very different this is from the Greek emphasis
on ratignal morality: empowering individuals to determine and clarify
human needs and values. {n this sense, the 'iberal education of
antiguity was "2 perfective process, a shaping of human sensibility
toward desiratle and rationaily justified patterns of action, It was

. an ethical enterprise" (Murchland, 1976, p. 22).
During the Renaissance, the rebirth of classical knowledge and

education, the tight grip of the Church was lopsened ang a more equit-

able balance between Christian precepts and secular learning emerged.

3Bnb Jones University, South Carolinai Oral Roberis University,
Oklahoma; and Mahareshi Intermational University, lowa, are examples.



-h3-

Pietro Paolo Vergerio's (1344-1420) treatise, "On the Manners of a
Gentleman and on Liberal Studies," was an early influential work which
helped bring about these changes., VYergerio insisted on the value of
an all-round education, the primacy of morality over theoretical learp-
ing, and the need to stretch the 11beral arts to include literature,
history, and "kaowledge of nature" {in Boyd & King, 1980, pp. 163-164).
In a similar vein, the scheolar and educator, Evasmus, arqued that:

the first and most important part of education is

that the wouthful mind may receive the seeds of

plety; next, that it may love and thoroughly learn

the 1iberal studies; third, that 1t may be prepared

for the duties of life: and fourth, that it may

from the earliest days be accustomed to the rudi-

ments of good manners. {in Boyd & King, 1980, p. 175)
In the l6th century Montaigne, an equally eminent Repaissance intellec-
tual, de-emphasized scholaily Tearning as an end in itself or as a
means to a higher profession as he sought to stress wisdom over the
conduct of our lives as a primary educational mission (1n Boyd & King,
1980, p. 225). HRecause gf these and cther educators and educational
theerists of the time, the i{beral arts were transformed from a narrow
epistemic construct, allowing merely for survival of knowledge, back
into a dynamic cultural ideal. Intellectual and cognitive skills were
stressed; however, aims and gozls that involved the enchancement of the
individual in a larger personal sense took precedence. Mare recent
conceptions of the 11beral arts also reflect the values and morés of

their times and culture, but they, too, usually assert the broad
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classical Greek aims of living one's Tife well, of knowledge of human-

ity through self-knowTedge,

Modern Conceptions What are the more mpdern pronouncements on

1iberal education that have moved beyond defipition to give the concept
a unique vitality and existential force? Among the exemplars are

Cardinal Newman's Idea of a University {1359}, the Yale Report of 1828,

and John Stuart Mi11's educational thecry. They, tn turn, have gener-

ated such recent descendants as Hutchins' The Higher Learning fn

America {1936), the Harvard "Redbook," formally entitled General Edu-

cation in a Free Society (1945), apd Whitehead's essays on education.

Clearly there are a significant number of other educational philesoph-
ers and documents that could be as readily cited, yet those listed
here  are referred te mest frequently in the ongoing attempt

to both define and defend the liberal arts ideal. Moreover, they
follow closely on those elements of the classical tradition most
crucial to 11beral education,

Cardinal J. H. Newman {1801-1893) and Robert M. Hutchins {1899-
1977) are often linked together in thelr similar emphasis on the train-
ing of rational faculties, the acquisf{tion of universal truths, and
the fundamentally-common characteristics of al? human beings. Essen-
tially, in this characterization, 1t is "Reason" itself which serves as
the common denominator uniting all humans across time and place.
MHewman's ideal education primarily emphasizes the training of reason
and the "apprehension of the great cutlines of knowtedge," as acquired

through immersion in a “"community of scholars." He believes that:
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the truly great intellect is one which takes a

connected view of the old and the new, past and

present, far and near, and which has an insight

into the influence of all1 these on one anather

without which there is no whole, no centar. The

truly great Inteilects possess knowledge, not

only of things, but also of their mutual re'ta-

tions.{1959, p. 143)
Cardinal Newman closely links the rational and moral aims of educa-
tion; the important conseqguence of a liberal education 1s to become
a gentleman--to possess “a cultivated intellect, a delicate taste,
a candid, equitable, dispassianate mind, 2 noble and courteous bhear-
ing fn the conduct of 1ife" (195%, p. 144). Intellect and knowledge,
in thelr highest, most abstract form, become almost synonymous with
moral worthiness:

If then intellect is so excellent a portion of us,

and its cultivation so excellent, it is not only

beautiful, perfect, admirable, and nohle in itself,

but in a true and high sense it must be useful to

the possessor and to all arcund him; not useful 1in

any low, mechanicai, mercantile sense, but as dif-

fusing good, or as a blessing, a qift, or power, or

a treasure, first to the owner, then through him

to the world.{1959, p-145)

In a similar vein, Rabert Hutchins claimed that the missfon of the

university is “the pursuit of truth for 1ts own sake" {1936, p. 33); in
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his lifetime, he vehemently critiqued higher education as being far too
utflitarian, professional, and specialized. He proposed a 1iberal arts
curriculum which would utilize the great classic works and emphasize
"the arts of reading, writing, thinking and speaking together with
mathematics, the best example of the process of human reason" (1967,

p. B85). Hutchins was aghast at both the smorgasboard variety of an
elective curricular system and the increasing distance between highly
specialized instructors and their respective disciplines. His pro-
posals for change center on the development of a required curricu-
Tum emphasizing our common human nature, the great thought of the
past, and the acquisition of a "common stock of ideas and common
methods of dealing with them" (1967, p. 85). 5t. John's Colleqge of
Annapolis, Maryland Js pointed to as the single example of a contem-
porary American institution that operates exclusively an such prin-
cip]es.4 Newman and Hutchins are both cited faverably for thelr power-
ful visions of 1iheral education as providing a common focus for all
persons through the tralning of reason, free from the constraints of
such potentially narrow or rigid notions as “spcietal relevancy,”
"wocational preparedness,” or "academic specialization." 0On the other
hand, these two and those who think similarly are frequently criti-
cized {directly or indirectly} for their authoritarianism, elitism,
lack of contemporary relevance, overemphasis on reason, and neglect

of 1ndividua) differences [Cross, 1976; Dewey, 1967, 1975; Freire,

n 1964 St, John's opened a new coltene operated on the same
curricular basis in Sante Fe, New Mexico.
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1972; H, Taylor, 1969, 1971).
The Yale Report and the Harvard "Redbook” are somewhat
less controversial than the educational philosophy of Newman and
Hutchins, but certainly cited no less frequently by both proponents
and detractors of liberal educatifon in the United States, Fach of
these college curriculum reports portrays a basic view of knowledga
and Tearning as static and universal. The emphasis 11es on an
essential or prescribed body of knowledge usually dealing with our
Western civilization herftage.5 The curriculum is organized by disci-
pline, the pedagogy is centered on the authoritative dissemination
of knowledge, and there is an implicit view that learning is difficult
work; thus, mental discipline 1s a key Ingredient. To quote the Yale
Report:
The two great points to he gained in intellectual
culture, are the discipline and the furniture of
the mind; expanding its powers, and storing with
knowledge, . . . Those branches of study should be
prescribed, and those modes of instruction adopted,
which are best calculated to teach the art of fix-
ing the attention, directing the train of thought,
analyzing a subject proposed for investigation. .
The habits of thinking are to be formed by long

cantinued and close application, (1n Hofstadter &

Smith, 1961, p. 278)

5SEE Levine {1378, p, 8) for his characterization of this position
which he labels "essentialism."
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The repart claftms that a proper symmetry and balance of character is
a2 fundamental goal of a liberal education:

The great object of &2 collegiate education, pre-

paratory to the study of a profession, is to give

that expansion and balance of the mental powers,

those 1iberal and comprehensive views, and those

fine propartions of character, which are not to

be found in him whose ideas are always canfined

to one particular channel.{in Hofstadter & Smith,

1961, p. 282)
Also stressed are the practice of "in loco parent1s"5 and the class-
room methods of recftation and lecture; most significantly, Yale
faculty maintained that it is classical literature and learning that
should form the substantive foundation of the Tiberal arts curriculum:

[Classical learning] may be defended not only as

a necessary branch of education, in the present

state of the world, but on the ground of 1ts

distinct and independent merits, Familiarity

with the Greek and Roman writers s especially

adapted to form the taste, and to discipline the

mind, bath in thought and diction, to the relish

of what is elevated, chaste, and simple.{in

Hofstadter & Smith, 1961, p. 289 )

EThe college shall serve as an on-location parent as long as the
adolescent resides on campus.
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If the Yale Report of 1828 4% to be considered a vigorous attempt
at holding back the encroaching methodologies and disciplines of the
natueral sciences, academic specialization, elective freedom, and stu-
dant responsibility, the Harvard report on general education 1s a
systamatic attempt to preserve and {ntegrate the ideals of 1iberal
educaticn In an academic setting where all the aforementioned are
accomplished fact. In actual practice the curricular proposals of
the Harvard "Redbook™ of 1945 were successively watered down, and
by 1971 the general education curricular structure and reguirements
resembied the Harvard curriculum of the early 1940's; nevertheless,
the report was influential and served as a ready-made rationale for
reinvigorating 1iberal or general education programs across the
country. Although the Harvard comnittee shied away from the elitist
label of "liberal education," the report reads: "“the task of modern
democracy is to preserve the ancient 1deal of 1iberal education and to
extend it as far as possible to all the members of the community" (in
Levine, 1478, p. 604), In the report the need for some element of
unity in educatton in the face of both curricular and societal frag-
mentation and diversity is stressed, and 2 strong appeal is made to
cur semse of heritage, However, the "Redbook” s written with ac-
knowledgement, and at least some acceptance, of the truths and methods
of sclence, of John Dewey and the progressive tradition, and with a
racognition of the need for specialization 1n modern industrial so-
ciety. ODccasionally, it moves beyond fts usual stance {that is, an
apclogia te study common heritage) and offers an understanding of

liberal education as developing the broad critical sense necessary
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for dealing with specialization and specialists outside one's chosen
area. In this view, liberal education 15 ta be
distinguished from special education, not by
subject matter, but in terms of method and out-
look, no matter what the field, ., . . Specialism
is interchangeable, not with natural science, but
with the method of sclence, the method which
abstracts material from its context and handles
it in complete isolation, (in Levine, 1978,
p. 606)

The implication, then, is clear: A student engaged in a liberal
educatfon does examine context and the general relationships of ideas
and cirgcumstances, the concrete as well as the abstract. Yet, in the
report ¥t 1s also argued that there are "truths which none can be free
to ignore, if one is to have that wisdom through which 1ife can be
useful. These are the truths concerning the structure of the good
1ife and concerning the factual conditions by which it may be achieved,
truths comprising the goals of a free society" {in Levine, 197§,

p. 607). This tension between emphasizing what essentially amounts
to the "process” goals of )iberal education with "substantive" or
"content" goals is resolved neither in the report nor in our current
mission statements and curricular practices, In other words, should
our most significant educational aims and qoals be identifiable, in-
tellectual skills, or instead understanding or speciffc principles
and areas of knowledge? Whatever the case, the characterization of

either the Yale Report or the Harvard "Redbook” as educaticnal
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philosophies fizated soTely on content--the "furnfture" of classical
l1itarature and the unifying study of our Western heritage--is a false
one, Both visions of liberal education alsc specify the particularly
unique role playad in develgping skills in reasoning across a wide
range of disciplines and 1ife experiences generally.

In the late 19th century, Jobn Stuart Mill, who viewed himself
and his utfl{tarian philosophy as eminently practical, contended that
the "whole person” should be educeted. He would have been very
pleased with the Harvard "Redbook's" emphasis on integration of {in-
tellectual ski7ls. Mil11 writes,

Universities are not intended to teach knowledge
required to fit man for some special mode of mak-
ing their Tivelihood. Their object 15 not to make
skillful lawyers, or physicians, or engineers, but
capable and cultivated human beings, . . . Men are
men befora they are lawyers, or physiclans., . . .
and 1f you make them capable and sensille men, they
will make themselves capable and sensible Tawyers
aor physicians., What professional men should carry
with them from a2 University 1s not professional
knowledge, but that which should direct the use of
their professional knowledge, and bring the 1ight
of general culture to il1luminate the technicalities
of a special pursuit.(in Bowen, 1977, pp. 40-41)
With such phrases as the "Tight of general culture,” the "apprenending

of principles™ and "{1luminate the technicalities of a special pursuit,”
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Mi11 provides a colorful, imaginative vocabulary for the advocates of
a liberal arts education. Although he believes in the importance of
educating the whole man, John Stuart Mi11 places primary emphasis on
educating the intellect 1n the most general types of foundational
theorfes and concepts, an education that would provide intellectual
and moral direction.

In a similar vein, Alfred North Whitehead refers to undergraduzte
studies as "the great pericd of generalizations" (1957, p. 25); he
contends that:

The function of a University is to enable you to

shed detajls in favor of principles . . . A prin-

ciple which has thoroughly soaked into you is

rather a mental habit than a formal statement,

It becomes the way the mind reacts to the appro-

priate stimulus in the form of 1llustrative cir-

cumstances. (1957, p. 26)
Although a mathematician and philosopher by training, Whitehead 15 one
of the first 20th century educators to stress the integration of ine
dividual development with educational practice and theory. In his

theory of rhythms, he identifies "romance," "precision,” and "general-

fzation" as three basic deveiopmenta?l periﬂds.? Each stage has

?Eontempurary educational and psychological research and 1{ter-
ature 1% replete with developmental schemes--usually elaborated in far
greater detail and sometfimes incompatible with Whitehead's gemeral
proposition. Nevertheless, t is interesting to note that these
empirically-based schemes were preceded by the astute observations and
e;hic?1 reasoning of a philosopher-mathematician turned educational
theorist.
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implications for design of curriculum and pedagogfcal methodology;
for example, the stage of romance is a time of intellectual expliora-
tfon and dreaming, when a student initlally examines ideas and rela-
tionships, Although Whitehead views these stages as cyclical, he
contends that from birth to age 13 or 14 1ifa {s basically & pertod
of romance; while for the traditional college-aged student, 1B to 22
years of age, it 1s a period of generalization. This concern for the
individual and attempt to connect individual developmental stages of
growth with appropriate curricular structures and strateqies has been
mast enthusiastically advocated by those involved In the teaching of
1iberal education. Whitehead felt that the scientific, technicatl,
and professional curricular areas have been so concerned with mastery
of both substantive and procedural materiat that any focus on the fn-
dividual actually acquiring 2nd ysing the information has been near-
absent. However, Whitahead does not denigrate factual knowledge;
rather, his claim is that "Education 1s the acquisition of the art of
the ytilization of knowledge" {1957, p. 4) and that a true and vital
education studies "1ife in all its manifestations" {1957, p. 7). He
emphasizes zest for living, the adventure of 1ife, and the developnent
gof imaginative and creative powers,

Obyiously, Whitehead presents a visfon of undergraduate education
that 1s somewhat different From the aforementionsd thinkers. He cau-

tions that the training of reason is not the ultimate function of
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calleges and un1ver51t1es.ﬂ

He does not claim that there is one par-
ticuiar body of knowledge oy disciplinary method with which all should
be familiar. Whitehead arques that there should be no serious breach
between technical and liberal studies, between general and specialized
education:

There is noct one course of study which merely gfves

special knowledge. The subjects pursued far the

sake pf general education are special subjects

specially stedied; and, on the other hand, one of

the ways of encouraging mental activity is to foster

a special devoticn, You may not divide the 'seamless

coat of learning'.{1957, ¢. 11}
Alsg, although he was c¢ritical of attempts to maintaln a stylized,
anctient form of the liberal arts, Whitehead did not favor such
approaches as technical training, 11fe-sk111s development, experiential
learning, or scientific studies as alternatives to a Tiberal education
focused on general principles and an imaginative and critical reason-
ing. Rather, his 15 a case "t weld together imagination and exper-
ience"; for Whitehead, a coliege must allow for the imaginative con-
sideration of knowledge, investing each particular fact with innumer-
able possibl1ities and a broad context. The imagination "enazbles man

to construct an intellectual vislon of a2 new world, and it preserves

Bh careful reading of all these educational philosophies would,
however, show that although each heavily emphasizes the development
of »gason, none claims that it 1s the ultimate aim of education,
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the zest of 1ife by the suggestion of satisfying purposes" (1957,
p. 93).

With his emphasis on intellectual and ethical vision, the short-
coming of a narrowly techrical education, and the need to understand
details and facts inthe 1ight of principles and theories, Whitehead is
well within the 1iberal studles tradition. In his focus on the rhythms
of learning, the crucial role of imagination, and the linking together
of thegry and practice, the abstract and the concrete, Whitehead brings
significant new emphases to liberal education. [n a sense, White-
head's philosophy introduces progressive, Dewey-1ike concepts to the
liberal arts ideal and practice and helps set the tone for the con-

temporary standards for 1iberal education.

A Contemporary Overview "The Carnegie Council) defined it [nen-

eral or liberal education] as education rooted in the concerns of
civilization and our common heritage, and others defipe 1t even more
broadly to include any form of educatfon that 1iberates students in
body, mind, or soul" {Levine, 1978, p. 4). Such broad definitions are
not unusuali they allow for much overlap between those goals that we
have selected--or have historically developed--as appropriate for the
higher education Tn its entirety with those more explicitly linked with

the undergraduate curriculum. In Investment in Learning Howard Bowen

cautions us that, "The catalogue has a utoplan guality about it, It
gppaears to be a compendifum of all possible human virtues and hopes"
{1977, p. 54}. Indeed, as one surveys this comprehensive 1isting of

the espoused goals of higher education, the entire affair assumes a
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disturbingly quixotic flavor. BSowen discriminztes between socletal and
individuat outcomas, and then divides individual goals into three cat-
eqories: cognitive learning, emotional and moral development, and
practical competence. Unfortunately, 1ittle attempt has been made
to 1ink these goals with the components of higher education {curric-
ulum, institutional enviropment, peer fnteraction, and faculty-student
interaction) which may be most likely or responsible for bringing
them about.

Undoubtedly the goals encompassed by "cognitive Tearning” have
been most carefully articulated and pedagoqicaliy implemented in the
liberal arts curriculum. The objectives centered on verbal and quan-
titative skills, substantive areas of knowledge, reasoning skills,
intellectual inteqrity and freedom have been dealt with far more
conscientiousiy and adeptly than such goals as psychological well-being,
personal self-discovery, moral sensitivity and values awareness or
humane outlook. Even these latter, so-called "affective” goals, how-
ever, have been far more readiiy embraced by the contemporary propon-
ents and designers of Tiberal education curricula than such utilitar-
fan, applied aims as qood citfzenship, economic productivity, consumer
awareness, fruitful Te{sure, or sound family t'ife. The spokesmen of
liberal education have disregarded the use of pragmatic ends as
specified educational objectives and, instead, tended to view them as
possible or even probable cutcomes of the primary cognitive and
affectiye aims. Paul Hirst succinctly summarizes this analysis in his
rejection of a vocational or an exclusively scientific education, or

any spectalized form of education., He contends that:
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iiberal educatian is concerned with the compre-
hensive development of the mind in acquiring
knowledge, it 1s aimed at achieving an understand-
1ng of experience in many different ways. This
means the acgquisition by critical training and
discipline not only of facts but also of complex
conceptual schemes and of the arts and techniques
of different types of reasoning and judgment,
{Hirst, 1974, p. 47}
Weqgener also emphasizes this notion of Tiberal education as centrally
concarned with intellect and intellectual processes:
we seek 1n a iiberal curriculum only the institu-
tignalizations of these intellectual circumstances
under which it is meximally probable that the
reflective moment of intellectual activity will
serve the purpose of permanently transforming the
relationship of an individual mind to the intei-
lectual world so that persons may become freely
functioning participants 1n intellectual activity
and autonomous members of the intellectual
community. A tiberal curriculum 1s at best the
initiation in a process. a development, not the
achievement of the end to which it is directed.
(1978, p. 126)
Despite this focus on intellect at a more removed, philoscphical

distance, the actual mission statements for contemporary American
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undergraduate education have espoused {more often than not} the devel-
cpment of the whole person, [n reference to this most ambitious of
aims--developing intellectual and practical competence, moral and
esthetic dispositions, emotional and soctal ski11s and attitudes--in
short, the total person--Bowen contends, "No theme runs more consis-
tently through the goal T1iterature" {1977, p. 33}, MNevertheless, the
primary goals of 1iberal education as manifested in the curriculum
have rarely included physical or affective development, A more
specific assessment of curricular goals in today's 1iberal arts
colleges (as presented in college catalogues) 1s provided 1n a study
by Derek Bok (13974, pp. 159-172), He identifies five very basic goals
which keep recurring with varying phraseologies and emphases: acquir-
ing information and knowledge, acquiring ski1ls and mental habits of
thought, developing qualities of mind, acquiring understanding and
competence in the arts, and developing judgment and values. Obvipusliy,
there remains ample room for interpretation {and ambiguity) with each
of these goals, For example, what type of Rnowledge 15 the most
important to acquire: humanities or sciences, specialized or general?
What are worthy qualities of mind: open-mindedness, respect for facts,
tolerance of ambiguity, capacity for commitment? On the goal of de-
veloping Judoment and values, Bok writes,

We are all aware that few important decisions in
life can be made by logic or reason alone. . . .
There {s continuing debate, however, about the
need to make a more deliberate attempt to deal

with certain areas of value and choice, {1974, pp. 167-16R)
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The final three goals in particular serve to distinguish 1iberal
education from other forms of education as well as from undergraduate
programs that follow from specific political or religious tenets.g
They fall into the 1iberal tradition of A. N. Whitehead, the Yale Re-
port, Cardinal Newmzn, and the Greek emphasis on areté. William Bennett,
the recently appointed head of the federal Oepartment of Education,
argues that

the descriptions of liberal education have
stressed the fntellectual or cognitive skills

to be important, Enhancement of the individual

in some personal sense, larger or at least other
than cognitive, forms the remaining area of family
resemblance prominent in sketches of 1{keral ed-

ucation, At stake here s the exposure of the

individual to the problematics of human existence

gns noted in the first chapter, this is a problematic point in it-
self. When attempting to indicate In fact those colleges which are
immersed in a specific political or reTigious system of beliefs and
social structures--and, thus, undercutting the essential nature of
1ibeval educatipn--conflicts and varied interpretations inevitably
arise, In principle, however, most would agree that 2 truly 1iberal
education could sccur only in a setting where academic study and re-
search is subject to neither religious nor politicat dogma., R, S.
Feters mentions this aspect of Yiberal educztion: "those who agitate
about education being '1iberal’ are often protesting against the
i111beral tendency to constrain people's beliefs along narrowly can-
celved or doctrinnaire 1ines, thus emphasizing procedural principles
to do with 1iberty" {1966, p, 411).
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and the requirement that he grapple in some fashion
with the meaning of the human experience and thereby
with the significance of his own 1ife. {1977, p. 69)

It now may seem as though the notion of a 1iperal educaticn has
been stretched tc an unrecognizable shape; however, even a brief com-
parison with alternate philosophies of higher education proves other-
wise. For example, the visions of Thorstein Veblen (1857-192%) and
Abraham Flexner (1866-1959) project a strict research orientation with
increased academic specialization. They, too, wished to eradicate pro-
fessionalism and narrowly utiiitarian elements in higher educatian;
however, they despised the coliegial aspects of undergraduate colleges
-=which each tended to disparaqingly view as a continuation of the
secondary schoel system. Their ideal called for pure disinterested
research and scholarship, certainly free from vecational and societal
concerns, but also free from such diversions as character building,
acquaintance with common herjtage, and focus on individual development.

John Dewey's (185%-1952) philosophy of education also provides a
helpful contradistinction, Many of Dewey's principles and methods have
been, and continue to be, implemented and integrated into an under-
graduate, 1iberal arts setting, For example, Dewey's guintessentially
American belief that education's ultimate purpose 1s "to set free and
develop the capactties of human individuals without respect to race,
sex, class or economic status" (1974}; his firm commitment to and emphases
on problem-solving and experiential learning as pedagogical methods;
and his focus on the individual's growth within a democratic community

have each found their way {nto the practices and goals of Tiberal
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education, Yet, to the extent that Dewey's thought 1s interpreted as
primarily experience-based, with relatively little emphasis an theoret-
ical learning and as centered exclusively on the individual's "needs"
for the present and future--with minimal faocus on 1ntellectual disci-
pline, the moral development of the individua?, common knowledge or
heritage--then, 1t does 1ie outside the liberal education tradition,
Yet another category of college and university mission statements

emphasizes many different purposes. For example, 1n The Uses of the

University (1972), Clark Kerr presents not so mich 2 vision of what
higher education should be as a pragmatic statement on what it 1is.
Mevertheless, in his acceptance of the large multi-purposed institu-
tion, kerr conveys a sense of missfon and set of gqoals. He embraces
research, community service, and teaching as equally worthwhile and
claims that there is room enough for programs that are theoretical and
applied, professional and 1iberal, specialized and wholistic., Such a
view of or visien for higher education tends to overlook the established
undergraduate goals and methods of 1iberal education as they become
lost in a plethora of goals and practicez, More practically, this
eclectic "ph1loscphy” may have contributed to a sense that higher
education should have no comprehensive aims. JIn summation, then,

these alternative apprpaches to the meaning and purposes of under-
graduate education help set the 1iberal studies ideal distinctly apart:
Liberal education primarily emphasizes educational goals focused on
intellectual and theoretical understanding-- integrated with ethical
growth, while placing little or no emphasis on the generation of

scholarship [or scholars) or on immediate social and vocational outcomes.
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Liberal Education: Its Meaning and Utility

"Liberal™ vs, "General" [ducation Because there 15 general

confusion on whether or not the expressions are synonymous, several
critical differences hetween "general" and “1iberal” education need to
be {dentified before proceeding with the analysis, Liberal education
is sometimes considered to be closely related to the expressions
“general educztion* and "undergraduate education," and the terms are
often used interchangeably. Undoubtedly, there is little distinction
between the thres {n thalr popular usage. Yet liberal education as an
idea (or ideal) and as an educational practice has a tevel of histor-
ica] depth and tradition lacking in many of ts modern day descendants.
Typically, undergraduate educition and general education are descrip-
tively defined and are,therefore, fairly precise, Undergraduate edu-
cation simply refers to that :egment of one's education that occurs
between the completion of high school and the beginning of graduate
school. General education is a term given full legitimacy hy the
Harvard Committee of 1945 with its well-publicized version of curricu-
lar analysis and recommendaticns. As Brubacher contends, the expres-
sion undoubtediy came into popular usage in order to "ensure the
flexib{l{ty needed for rethinking liberal education, and was adopted
by 'progressive' elements only too happy to surrender the title
*11beral education' to the 'elitist traditiomalists'" (1978, p. BOJ).
The semantic alteraztion was viewed as necessary in order to "prevent
this important channel of social mobility (i.e., higher educatton)

from becoming clogged with upperclass preditictions 1ikely to
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alienate the greatly enlarged new 'democratic* clientele of higher
education" (Brubacher, 1978, p. BD].ID

Whatever the impetus for adopting the adjective "gereral," 1t has
not taken on a strong value cannctation, be it democratic, egalitarian,
Pluralistic, or any other. Rather, it is the simple, fectual referent
to that part of the undergraduate curriculum that is nefther the major
nor the etective component, but 15 some type of curricular mechanism
operating in the leftover space meant to ensure breadth of education,
For example, “General Education 1s a disaster area" has become the

11 146 tarm “11beral

catch-phrase of contemporary curricylar reform.
education," however, commands both an historical tradition and a body
of imaginative, and at times 1nspiring, aim: and objectives to which
"general education" cam lay no equivalent claim. And, althcugh some
proponents of liberal education have emphasized aspects that seemed

alitist or unduly rationalistic to critics, the praponents have re-

mained untied in thetr understanding of liberal educatiocn as a broad

wholistic enterprise, and they have actively promulgated a concept of

education which is preoactive and inclusive and not merely a referant

luRusse1l Thomas devotes the intreduction to his book, The Search
for_a Common Learning: Genera] Education 1800-1960 {1962}, %o this
prebTem of general or Yiberal education. He, Too, views the difference
as mare than merely semantic,

Usee the Carnegie Commission Report, Missions of the College
Curriculum (1978), Chapter 8, “General Fducatfon: An ldea in Distress.”
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to that component of the curriculum "left over" through defamt.l2
The identification of a specific, enduring vision of 11beral edu-
cation is, of course, a difficult task; numerous educators have already
attempted some form of a comprehensive survey of the meanings and pur-

13 A far smaller number have

poses of 11beral (and general) education,
attempted to critically analyze the concept itse1f.Iﬂ The variety,
ambiguity, and sheer quantity of conceptions of liberal education will
hot, however, be used as an excuse to avoid any definition, but, rather,
will serve as fair warning. Liberal education can be, and has been,
defined in terms of its curricular offerings, institutiomal type (i.e..
private or public, 2 year or 4 year), the socioeconomic status of
faculty and students, i1ts history and traditions, the espoused goals

and aims, as well as the actual soclal and individual outcomes. This

philesophical analysis centers upon educaticnal aims and goals, on

lzlt should be pointed out, however, that there are those who do
use the expressfons interchangeably and that "general education" does
occasionally refer to the more ambitious educational endeavor with
all of 1ts historical roots and connotaztions., Therefore, there is no
hesitation din this work to refer to writings on "general education”
so long as this connotes something more than a curricular mechanism
for breadth or diversity.

13?articu1ar1y noteworthy in this vein are Freeman Butt's The
Coilege Charts Its Course (1939), K. Thomas' The Search for A Common
Learning: Genera] Lducation, 1800-1960 {19627, E, J. McGrath's Gen-
eral Educatfon and the P1ight of Modern Man (1576}, and, with a s]ight-

1y different Tormat, The Carnegie Commissfon's Mission of the College
Curriculum (1978), and Conrad & Wyers' Liberal Education in |ransif§nn
(19847,

quost recently, J. 5. Brubacher, On the Philosophy of Higher
Education {1978) and C. Wegener, LiberaT Education and the Modern

University {1978), have attemptad such oblective philosophical
ANa1yses.
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statements of mission and purpase, but not without some regard for
those other companents that help shape and define cur popular notions
gbout 1iberal education. This extended historical review provides con-
text and serves as a basis for drawing out the specific criteria of
tiberal education, criteria used to evaluate and select an appropriate
madel of moral education. Three categories have been examined: first,
the classical roots extending back to the zenith of Greek culture;
second, well-known historical statements, or apologias, written in
the past two hundred years; and third, contemporary proposals and
curricular statements on the missfon and goals of liberal educattfon.
Each serves as a balance supporting the other--with the older documents
providing a sense of historical depth and conti{nuity and those more
recent providing doth contemporary relevance as well as a set of

specific qoals,

The Yalue of Liberal Education Why 1s liberal education a

worthy educational ideal? And why should the model of moral education
with which it 15 most consistent be the most acceptable? First, both
the ideal and the practice of 11bera! education have a depth of
historical analysis and & breadth of popular appeal upmatched by any
other sfngle post-secondary educational norm; aiso {as indicated) the
liberal arts tradition embodies a strong concepticn of education as
fundamentally an ethical enterprise, As an educational ideal largely
defined in ethical terms, 1t provides particulariy relevant criteria
for examipation of the more specific curriculsr geals and cbjectives
of various models of moral education, Moreover, 1ibaral education is

a flexible educational novm, one that is not locked into the notion
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that very specific, fixed areas or types of knowledge must be taught,
nor {s it dogmatically fixated on 2 skil1s approach, vold of specified
content. Thus, liberal education can serve as a basis for a model of
moral education that deoes not teach particular moral values (which
could easily Tead to indoctrination), as well as for a model that is
not totally neutral, naively claiming that no moral values are passed
an.

Liberal education is also a concept with 1ogically-connected
criterfa, criteria which help provide parameters and guidelines for
the practice of moral education. For example, R. 5. Peters argues
that "education” logically imposes the transmission of what is worth-
while to those who become committed to it; 1t must invelve knowledge
and understanding and some sort of cognitive perspective which is not
inert; and education must rule out at least some methods of trans-
mission on the grounds that they fail to provide for free choice,
minimal rational awareness and voluntary cooperation on the part of
the learner and the teacher {Peters, 1970, p. 45). The adjective
"I1beral" introduces ancther set of legically-connected concepts. At
the vary least, "liberal"” education implies a perspective that either
rejects or goes beyond a2 narrowly utflitarian view of education. Ed-
ucation solely in service of such extrinsic ends as professional or
joh training, skill development, or social conformity cannot be can-
sidered 1iberal. Also, liberal education differs from many other
forms of education in that it is typlcally thought of as an activity
that can fully take place with adolescents and adults--not children.

The peint 1s that some mini{mal level of rational ability and self-
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identity serve as prerequisites,

In a preliminary sense, then, the concept of a liberal education
provides basic criteria for evaluating models of moral educaticn.
for example, moral education 1nvolving indoctrination, lacking direc-
ticn or purpose, or void of some elements of intellectua) understand-
ing cannot be considered truly educational. Or, a program of moral
instruction which teaches only interpersonal skills or one which has
narrowly utilitarjan aims or qgpals (such as good citizenship or en-
hanced profaessional identity) cannot be considered an appropriate
11beral education enterprise, This chapter concludes with a2 working
definition of }iberal education, focused on the major goals, thus
providing a sound basis for the selection of a model of moral educa-

tion for an undergraduate curv!culum setting,

The Defining Criteria Liberal education is, then, at the very

Teast a warthwhile educational ideal. At its very best, its practi-
tioners draw upon the rich cultural heritage of western education to
create an educational experience that has a powerful impact an the
Tndividual's development. In American higher education today the
undergraduate liberal arts curriculum lies between several extremes:
“pure" disinterested research; "practical" soclal relevance; and

strict professional specialization. Training for jobs, serving com-
munity needs, soclalization, professional training, consumer education,

highly specfalized scholarship--none plays a primary or direct role in
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15

shaping the ideals and goals of liberal education, Instead, the

emphasis 1ies on the individual’'s acquisition of certain intellectual

skiils and qualities, familiarity with key areas of knowledge, and to
paraphrase Jehn Steart MI11, on the education of the person gua parson
--and not in any assumed socfally-imposed role. Educational goals in
T1beral education revolve around learning rational habits and skills
that lead to broad patterns of comprehension and an ability to make
fntellectual cennections; acquiring 2 knowledgeable sense of commen
humanity and diverse cultural traditions; becoming more aware of the
ethical realm; and, in general, Tearning to grow and develop 1n many
different ways, "educating the whole person.”

“"Ethical development” has been ore of the pervasive themes in the
J1terature of 1iberal education., Today in the United States many jub-
11c and private colleges and universities are united in thai{r concern
to structure a curriculum that directly addeesses ftself in some way
to ethical issues, moral reasconing, and, in some cases, tg the moral
development of the individual student., In an even more sweeping sense,
J. Brubacher refers to the contemporary university as a secular church
serving as society's consclence and operating as an ethical forum for
"lay society":

Whereas piety and virtue once defined what the in-
stitutions of higher education should teach, today

the c¢lergy has lost much of its authority to fi71

15Mthnugh one mist readily acknowledge that in the actual poli-
tical turmoil of educaticnal practice and policy making, these goals
often have a significant impact.
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these words with content. Consequently the univer-

sity, as a secular church, now f111s them with such

elastic values as ‘'soctal concern,' 'democratic or

humanistic values,' or aven more flexible, 'soclali-

zation', (1978, p. 123}
This double context--higher education as a fundamentally ethical enter-
prise and 1iberal education as uitimately aiming for the moral devel.
gpment of the individval--can be a powerful combination, but the double
significance can also cause confusion. In this study, the meaning
and goals of liberal education provide a means to select, evaluate,
and develop an appropriate model of moral education. There is no
analysis of higher education as an ethical enterprise in society nor
as a social fnculcator of human values.

What, then, are liberal education's defining criteria? Two
different but complementary sets of criteria emerge from this chapter:
first, the positive, primary goals of contemporary liberal education,
and, second, minimal, logical criteria which clearly exclude certain
forms of training and education. Although perhaps Tess inspirational
than some mission or goal statements, the 1979 Harvard Core Curricuium
report 15 a clear, concise statement of goals, one that summarizes the
major points elaborated upon throughout this chapter by focusing on
the characteristics of the liherally educated individual:

1. An educated person must be able to think and write clearly

gnd effectively.

2. An educated person should have achieved depth in some Field

of knowledge. Cumulative learning is an effective way to
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develop a student's powers of reasoning and analysis, and
for gur undergraduates this 1s the principal role of con-
centrations.

An educated person should have a ¢ritical appreciation of

the ways in which we gain and apply knowledge and under-

standing of the universe, of society, and of ourselves,

Specifically, he or she should have an informed acquain-
tance with the aesthetic and inteilectual experience of
T1terature and the arts; with history as a mode of under-
standing present problems and the processes of human
affairs; with the concepts and analytic technigues of
modern secial sclence; and with the mathematical and
experimental metheds of the physfcal and biological
sciences.

An_educated perspn 15 expected to have some understanding

of, and experience in thinking about, moral and ethical

problems. It may well be that the most significant qual-
1ty in educated persons is the informed judgment which
enables them to make discriminating moral choices.

Finally, an educated American, in the last third of this

century, cannot be provincial in the sense of being ignorant

of other cultures and other times., {t 15 no longer possible

to cenduct our Tives without veference to the wider world
within which we live, A crucial difference between the
educated znd the uneducated 15 the extent to which one's

life experience is viewed in wider contexts {1979, p. 40).
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The first goal deals with the widely applicable skills of thinking
and writing effectively (presumably at a more advanced level for the
college student). The second involves developing in-depth knowiedge in
some fleld of knowledge, that is, the traditional major or concentra-

tiun,lﬁ The third is yet another restatement of the need for acquain-

w17 This goal

tance with ail or most of the major "ways-of-knowing,
has typically been implemented with some form of distribution require-
ment. The fourth and fifth goals are somewhat different from the
previous three in that each moves beyond a strictly cognitive base.
Certainly, the focus st111 Ties on intellectual development rathar
than affective or attitudinal change; however, the 1ine is less dis-
tinct when one requires that the educated person be able to make
"discriminating moral choices with {nformed judgment" and to "avoid"
provincialism through knowledge about other cultures.” "Viewing life
in a wider context" involves both knowledge and a degree of ethical
maturity, as does the ability to make sound moral judgments. An
appropriate and effective model of college-level moral education will
at Teast complement mest or perhaps all of these goals. An inappro-
priate model may be entirely experiential with an emphasis on con-
temporary social interaction and Yittle stress on the exercise of

moral judgment, amalysis of ethical principles, or examination of

IEIt 15 interesting and relevent to note that the Harvard Report
does not specify that the area of in-depth study must be a traditional
discipline, Speciatization 1n ethics or moral knowledge may be a
possibility,

I?Here. the report rematns fairly traditional with an alignment of
ways-of-knowing much like those put forth by Danfel Bell in the Reform-
ing of General Education {1968} and unlike those proposed by PhiTip
Pnenix in his Reaims of Meaning (1964),
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cultural diversity of values.

The major logical features of liberal education also set clear
conceptual 1imits for a model of moral education:

--most importazntly, there can be no indoctrination. Any objective
or pedagogical method which subverts the individual's autonomy and
ability to make free, raticpal decisfons must be discarded.

==T1beral education does not directly aim to change hehaviar,
Although the long term and indirect results of 11beral education may
(some ¢laim, usually de) result in behavioral change, the specific
goals and cbjectives 1n the 1iberal arts curriculum focus an fntel-
lectual change and growth. The individual 1s left free to make his or
her own 11{fe decisions.

--Tiberal education has an intellectual orientation in the broad
sense of thinking ratiopally, giving good reasons, comprehending spe-
ciflc facts and general principies. This does not entirely rule out
the affective or emotional realm, but it deoes exclude therapeutic or
educational models that place primary, or significant, emphasis on
affective adjustmant or growth.

-= ]iberal educatiocn is not primarily concerned with vocational
or soclal ands. Moral education fn 2 1iberal arts setting, then, must
aveid the narrowness of ethical training for good citizenship {alone)
or the 1imited examination of ethical {ssues and attitudes in selected
professions or professional roles. This analysis now turns to the
examination of several extant models of moral eduuation, each with
its own set of abjectives and pedagogical methods. The effectiveness

of sach model as a potentiat component of the undergraduate curriculum
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is evaluated 1n light of this developed discusston en liberal education

ang its specified goals.



Chapter 3: Contemporary Models of Moral Education

Introduction

In the first chapter reasons were presented that indicated the
need for continuing analysis of the aims and obJectfves of moral ed-
ucation in a collegiate setting. In the preceding chapter, the con-
cept of 1iberal education was examined in some depth; its meaning and
characteristics were specified as was {ts historical emphasis on the
individual's moral growth and development, Qut of this apnalysis,
the ongoing, significant role of moral education in the undergraduate
program was affirmed, and a specific set of criteria, with which to
evaluate the incorporation of a program or model of moral education
in a liberal arts, undergraduate curriculum was developed, In this
third chapter, five extant models of moral education are descrihed
primarily in terms of their goals and objectivas with some examinatfon
of the teaching metheds and resources which follow. [n keeping with
the overall focus of this study, the selected models are those that
concentrate on college-aged students, or more generally, those
seventeen years of age or older; 1n addition, the selected models
are those that emphasize the undergraduate college curriculum as a
potential forum for moral educztion. Thus, this excludes an examina-
tion of models which involve moral development or education which
are axclusively psychological or sociological in nature as well as
strategies for implementationwhich fall entirely cutside the purview

of college curriculum,

-84-
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Naturally, each of these models of moral education has specified
objectives and pedagogical methods to implement those objectives., In
nene of the models can one discover a proposal for the uncritical
transmittal or unconscious inculcation of moral values or behaviors,
Proponents of the values clarification approach; the traditional,
broad-based humanities model; the whalistic madel; cognitive-develop-
mental approaches; and the normative ethics mode]l are united in the
recoghition of two fundamental points: First, whether or not it is
a planned or conscious enterprise, the experlence of higher education
will contribute to, or in some way affect, moral development; and
second, the tendency to separate ethical or moral development from
the acquisition of critical dintellectual skills is educationally in-
effective, and perhaps, unethical in Ttself {since it may lead to
indoctrination). 1In this sense all of the models are viable options
and deserving of critical examination, Moreover, these approaches to
collegiate moral educatfon are selected because, 2t least upon
immediate examination, none advocates uncritical immersion into a
specific set of moral values, and each emphasizes respect for the
individual's values while of fering instruction in the skills and pro-
cesses of moral reasoning and develgpment. Again, these are educa-
ticnal modeis that are generally focused on college-tevel teaching

and learning.

15&& ¥Yalues Pedagogy in Higher Education (Donellan & Ebben, eds.,
1976) and Teaching ﬂaiues Tn Eniie e (MorrflY, 1980) and VaTues and
Moral Development Tn Higher EEucafion {Collier, Hilson, and Tomlinson, eds.
1974 for alternate categorization schemes,
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Nevertheless, as shall become evident, there are significant
differences. Some approaches are decidedly more abstract and con-
ceptual than others. One draws heavily from psychological studies an
human growth 2nd development. Sevaral seem to fit more easfly into
existing curriculums; others may place demands on existing curricular
structures and require planned integration. Some emphasize structure
of knowledge, others the individual student's development. After
systematically describing these models, the critical question is
raised: Which one, or combination, of these existing models is most
suitable for incorporation intc the undergraduate 1iberai education
curricuium? In the following chapter the developed set of criteria
drawn from the 1iberal arts tradition is used to evaluate each con-
temporary approacn. In this chapter, each model 1s systematically
described, first providing a basic definition with some historical
context {where appropriate}; then meving on to i1dentify {in this or-
der} the underiying theoretical base, major goals, and instructional
methods. In addition, a specific, continuing case of "applied moral
education” will be hypothesized. How wouild the topic "truth-telling

and Tying" be handled within the framework of each model?

Values Clarification

The values clarification model of moral education is based upon
a very broad defirition of values and "valuing.” Values include
everything from personal preference to a set of established jdeals to

a social system of priorfties. Im practice, values clarififcation is
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a method of discovery through which the imdividual first identi{fies
and then "clar{fies® his or her own values. This model of moral educa-
tion 1s perhaps most widely noted for 1ts large selection of individual
and group exercises; these are experiential in nature, reguiring
personal engagement and emphasizing respect for each individual's
values, The basic scheme, its theoretical bhasis, and the pedagegical
methods that foilow from 1t (as well as the psychalegical research
cited to substantiate its effectiveness} are to be found in the works
of Merrill Harmin, Sidney 5imon, Howard Kirschenbaym, Jack Frankel,
and Leland Howe--this mpdel's creators and leading advocates {Frankel,
1977, Raths, Havman, and Simgon, 19663 Simon, Howe, and Kirschenbaum,
1978). Of all the recent educational models focused on morals or
value development, vaTues clarification has received the most public-
tty and controversy--with advocates ¢laiming to be teaching a "valuing
process” that 1s {fn a very general sente] humanistic and non dogmatic
and detractors criticizing the approach for being everything from
superficial and hedenistic to wantonly relativistic and devoid of any
cogent thepretical base,

What 1s the theory behind values clarification, and what are its
qoals and objectives? First, values clarification proponents eschew
contextual or substantive gozls as automatically indoctrimating
{Stewart in Purpel & Ryan, 1976, p. 138}. Since no substantive set of
values is taught, they (at least 1nitially) claimed to have developed
a neutral process for examining personal vaiues. MNevertheless, ob-
Jectives do exist ff in no other sense than that the "valuipg process"

itself has become an educationa) objective (Morrill, 1980, n. 16).
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The values clarification 1iterature is, hewever, repiete with other
values: the values of openness, honesty, creativity, acceptance, and
respect for 1nd1ufdual|t3.2 The specific set of steps describing the
"process of valuing” also serves as an outline of the model's educa-
tional objectives:
Choosing - 1} choosing freely
2} choosing from among alternatives
3) choosing after thoughtful consideration
of each alternative
Prizing - 4) prizing and cherishing your chosen values
5) publicly affirming
Acting - 6} acting upon choices
7) acting with pattern and consistency.
Kirschenbaum later reformulated these objectives into five crucial
"dimensions": thinking, feeling, cheoosing, communicating, and acting
{in Purpel & Ryan, 1976, pp. 119-122)., For each he {and athers} offers
very broad descriptions, "Thinking" means reasonfng more effectively,
teing able to analyze advertising, propaganda, and information. “Feel-
ing" 1s ¢ritical to valuing in the sense that individuals who are
aware of their feelings are "psychologically more mature and able to
achfeve goals more rapidly" (Rogers, 1969). Awareness and acceptance

of feelings and emotions moyes beyond "prizing" or "cherishing” one's

2Later, H. Kirschenbaum freely admitted this himself (in Purpel &
Ryan, 1976, p. 122).
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values to a strengthened self-concept and an ability ta understand and
use feelings. "Choosing" inciudes choosing from alternatives, consid-
ering conseguences and choosing freely, that 1s, distinguishing between
pressures or forces pushing us toward certain chofces and cne's own 1n-
dividual sense of what choice s best, "Communicating® 1s the ability
to send clear messages; empathy, active listening, ard understanding
another's frame of reference are al) emphasized as important components
tn the effective comunication of values, Finally, "acting" means to
act upon our chosen belfefs and values and to act consistently toward
one's goals and in accordance with one's values.

The approach does not have a strong phitosophical or theoretica)l
foundation with a systematic anmaiysis of values, moral reasoning, or
instructfon in morality, Kirschenbaum's clearest definition of values
clarification emphasizes technique and applicatfon: "an approach that
utilizes questfons and activities designed to teach the valuing process
and to help people skil¥fully apply the valuing process to value-rich
areas in thelir lives" (in Purpel & Ryan, 1976, p. 122). The techniques
have been especially popular with eiementary and secondary school
teachers as an occasfonal alternative to an impersonal structured
curriculum; with values clarification they can raise and directty dis-
cuss such important secial and ethical issues as racism or violence,
sexug] mores, ar life goals, More recently, it has been used at a
caollege level where the numerous pedagogical exercises {including
questionnaires, games, group discussions, role playing, simulations,
and interviews) are used by both classroom instructors and by student

personnel counselars Tn extracurricular programming {DeLattre &
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Bennett, 1579, p, 38). The instructicnal methods are usually non-
didactic, experiential, and dependent on group 1interaction,.

Lying is a universal moral issue with both social and individual
dimensions, as well as psychological, religious, legal, and ethical
implications. Used as a specific exampie of moral education, 1t will
lend further shape and substance to this model and serve as a con-
sistent point of comparison with the other models, How might an in-
structor using values clarification teach about Tying? Obviously,
the major goal is for the fndividual student to become aware and
c¢lear of his/her own value stand{s} on lylng. An instructor might
begin with a group exercise entitled "Personal Coat of Arms" 1n which
the students share several 1épnrtant aspects of their self-identity
with others in the group. The object is to create an atmosphere of
sharing and trust as well as to encourage a simple acquaintance with
each octher. The instructor then announces the specific topic and glives
a "mini-presentation" 1n which several definiticns and examples of
lying would be introduced., A structured guestiannzire follows in
which students respond to such questions as "Have you ever 11ed?";

"Is telling the truth your most Tmportant value?'; "Is it all right

to tell white 71ies that help people feel better about themselves?”

The resuylts are quickly tabulated {anonymously) and serve as a basis
for a general group discussfon., The objective is to stimulate think-
ing about lying. At all times the instructor is cautious not be
become a moratist, not to allow him/herself to dominate the discussion
with his/her own values about 1ying, This {s especially true when

the group moves on to share individual feelings about 1ying. {Group
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exercises involving role playing and simulation might be used to gener-
ate emotional respanses. At this point students may be asked ta pref-
ace all their comments with "I feel , . "}, The clear implication is
that feelings are entirely 1ndividual, subjective, and should not be
Judged or evaluated. Presumably, students experience some degree of
diversity, if not conflict, with their peers; some lay claim to the
velue of absolute honesty, others believe 1n truth-telling to a Targe
extent but nct in an absolute sense, and still others express a great
deal of cynicism about the ability or need to “tell the truth" at any
time, Again, throughout 1t all the teacher/leader remains “neutral";
instead, he/she stresses the objective of clear communication between
211 participants. Such well«used counseling phrases as "What I hear
you saying . . ." or "It sounds like you're feeling . . ." are used
te promote effective Jistening and a nonjudgmental stance. Teaching
each student to ke able to choose his/her own values is5 another ob-
Jective. The exercise "Strongly Agree/Strongly Disagree’ is used to
encourage students te think about alternatives between total honmesty
and constant 1ying. The instructor wishes to ensure that students are
"choosing freely," that they are not simply acquiescing to peer prassure
or to unexamined family or religious traditions. To conclude, there is
an emphasis on action; now that the students have thought about lying
and truth telling in more depth, expressed their feelings on the toplc,
shared ideas with each other, and selected (to some degree] their own
stands, are they prepared to actually act 1n accordance with those
“clarified and communicated" values? A contract agreement 15 written

-=in which two or more studants pledge to each other that they will
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actively carry out their values; for example, one student pledges to
stop Tying to his parents about his whersabouts during weekends;
another may pledge to jefn or help the college's honor council; yet
another may agree to somehow confront a Yocal businessman who 15 highly
exaggerating the powers of his product.

Values clarification is clearly a departure from very traditional
notions of curriculum and pedagogical methods in many ways. There is
ng hesitation to explore human emotions; it 15 highly experiential;
obviously interdisciplinary (or perhaps, nondisciplinary); and to a

large degree itis nondidactic and group-oriented.

Wholistic

The values clarification approach to maral education is relatively
easily defined, certainly {n comparison to wholistic methods of moral
education. Those who adhere to a wholistic approach to the teaching
of values are usually advocates of a comprehensive education for all
dimensions of human development, They believe that planning for educa-
tion in morality must occur within the wider context of institutional
envirorment including such elements as faculty role-modeling, physical
plant design, student body composition and admission policy, peer
interaction, and the curriculum 1in its entirety. In the past decade
there have been a number of smaller, private colleges, especially,
that have attempted this approach--among them St. 0laf College,
Minnesota, Mars Hili College, Horth Carolina, and Alverrc College,
Wisconsin {Dornelian & Ebben, eds,, 1978), {One can assume that the



-§3-
sfze of these colleges allows for a degree of dramatic restructuring
as well as coordinated pianning between different disciplines and
adminfistrative and student affairs offices hardly manageable at larger
institutions.} Such colleges {or programs), directly or indirectly,
draw much from the research and theary of Douglas Heath and Arthur
Chickering (Morrill, 1880, p. 42). Although both college researchers
recognize the centrality of ethical growth, each advocates the develap-
ment of integrity and moral values in combinaticn with many other
reaims of human growth.

Through his studies on the effects of & llberal arts under-
graduate experience Douglas Heath, especially, presents a strong case
for a wholistic approach. His findings 1ed him to believe that the
total environmental impact of the small residential c¢ollege has an
especially powerful effect on the student's ethica? development.

Heath writes:
As an example of this coherenge, this centraliza-
tion, Doth students and alumni reported that a
principal effect of their college experience was
the development of a more integrative value system.
This effect was most succinctly stated by the
alumpus who described his education to have been
a 'process of intellectual and spiritual integra-
tion.' The college's intellective effects were
primarily analytic and critical and its personal
and moral {spiritual) effects primarily synthetic

and reconstructive. The power of the college was
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that it insisted its students integrate both the
intellectual and the moral. . . . The integration
of the intellectual and moral in the men's experience
resulted in a meaningful identity centered 1n & core
of values that synthesized, on the one hand, the
values of excellence, integrity, and self.realiza-
tion with, on the other hand, the devefcpment of 2
genuine caoncern, respect, and felt responsfbility for
others and their welfare. These values defined the
substance of the enduring effects of their college
experience and made clear its fundamentally moral
character. (1968, pp. 243-44)

Heath's cbservations on changing value patterns among college students
{using his method of "disciplined case study") are similar to findings
from earlier studies: 1increase in 11hberalism, Tess adherence to con-
ventional norms or beliefs, and a move awey from formal, traditional
religious bellefs and values toward 2 more immediate, personal morality
(which Heath labels "ethical humanism”).” Heath concludes that, "If

a college wishes to educate liberally the consciences and values of its
students, 1t must have a genuine traditio: and atmosphere that prizes
the unfettered development of a personally wrought mature value system.”

His focus 15 on overarching "traditfocn" and "atmosphere,” the effects

35&& Fddy (1959); Feldman & Newcomb (1969}: Jacob {1957); and
Sanford, ed. [1964).
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of the wholistic college experience.

Arthur Chickering, an especially well-known name in higher educa-
tion research generally, has conducted numerous studies on the inter-
relationships between various forms of college experience and resulting
student change and growth (1974; 15976; 1%80}; and he, too, is convinced
that moral development must be integrated with other social., personal,
and intellectual forms of development. Chickering has consistently
attempted to draw cut the educztional implications from the findings
of developmental psychology. [In this vein he writes,

The basic point . ., ., is that motives far learning,

learning styles, and crientations toward knowledge

are 1inked to levals of ege development, moral de-

velopment, and intellectual development. These

motives and orientations, backed by the broader

refnforcements of developmental levels, in turn

defina appropriate institutioral functions or

rotes. If learning processes and educational

practices consistent with them are developed to

carry out those institutional functifons, systematic

institutional responses can be created that best

serve students at partfcular levels of develep-

ment. {1976, pp. 8%, 52)
In short, Chickering, 1{ike Heath, believes that a wholistic approach
must mean both a comprehensive approach to education using many tools
for change, toels that go well beyond classroom instruction and tra-

ditional curriculum, as well as a comprehensive understanding of
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human development itsel¥, an understanding encompassing change and
growth in areas beyond the strictly "cognitive" or "analytic."

There are, of course, others who have advocated wholistic educa-
tion and development, most notably Carl Rogers (1963) and John Dewey.4
In the United Kingdom John WiTson adopts a different approach--an
approach that isclates moral reasoning as a specific cognitive and
affective skill logicaily {and practically) composed of such elements
as "sensitivity to others,” "self-control," "emotional awareness,"
“factual knowledge," and "prescriptive thinking." Wilson believes
that these are all elements of moral reasoning that can, and should,
be developed through carefully structured education {Wilson, 1970;
Wilson, Williams & Sugarman, 1967). Although philosophical discussion
and controversy over Wilson's scheme has occurred on both sides of the
Atlantic, relatively 1ittle pedagogical application has occurred in

2 for purposes of this study, however, the goals and

the United States.
methods drawn from Chickering's and Haath's thegretical! underpinning
will be examined, since this has been the contemporary wholistic
approach most focused on the college-aged student as well as the

approach most frequently considered ({f not fully implemented) at a

4In the sense that Dewey insisted that schools be transformed into
democratic communities-in-miniature and that otherwise moral education
wauld be too formalistic, 1f not pathoiogical (see Moral Principles in
Education, 1975 and Democracy & Education, 1967).

“For examples of concrete applications, the reader is referred to
The Assessment of Morality (Wilson, 1973). Also, see Yalues & Moral
Development 1n Higher tducation (Collier, Wilson & TomTTnson, eds. 1974).
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collage or university level, Also, since the primary focus of this
thesis rests onp college curriculum, thfs description wiil focus on
the curricular aspects of the wholistic approach.

Again, the wholistic approach rests on the assumption that
effective learning occurs when students are challenged to integrate
the intellectual and ethical dimensions of growth., In Heath's own
words, "moral synthesis and reconstruction” are to be melded with the
development of analytic and critical thinking skills, Mare specif-
fcally, this approach often assumes that the teaching of moral values
can be integrated with the content and methodology of mpst academic
disciplines. Also, with most whoi{stic models there s the assumption
that learning is a developmental process, that there is a logical and
psychological progressfon in the evolution of increasingly advanced
forms of judgment and understandfng. Using Alverno College's exemplary
wholistic 1iberal arts curriculum, what are the specific value-
oriented goals and instructional methods? The general goal [one of
efght critical abili1ties of a 1iberally educated persen) 1s "“facility
for forming value judgments within the decision-making process" (Earley
in Donneilen & Ebben, 1978, p. 48). These are broken down into six
progressively more advanced objectives: first, understanding gne's
own values, Identifying those beliefs and attitudes by which one per-
songlly arganizes experience and knowledge; second, understanding the
impact of individual and group value cholces upon tha human community;
third, understanding the relationship of values to scientific thegry
and its technological applications; fourth, learning how to apply one's

own values to the process of decision-making; fifth, recognizing and
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empathizing with the values of different and diverse human groups; and
sixth, articulating and expounding upon one's own value judgments at an
advanced 'Ieve'l.Er The means for implementing these cbjectives are struc-
tured at both an institution-wide and traditionzl curriculum-ciassroom
level. At an institutional level, the college has taken four steps:
it has created "competence divisfon In valuing” consisting of faculty
from a number of different discipiines. Among aother tasks these
faculty develop and re-evaluate the thecretical framework for valuing,
help design and conduct teaching and evaluation methods, and co-assess
in-course evaluatifon of student performance, There is close coordina-
tion with the Student Development office, where counselors and advise
ors use models of valuing and decision making in thefr daily inter-
actions with students. Alsp, the college administers ap institutional
self-evaluation pragram, consisting of Jongitudinmal and cress-sectional
studles, in order to validate or re-assess their unusual approach.
Finally, there are continuing faculty institutes and workshops intend-
ed to bring in experts-in-the-fleld and develop faculty cohesiveness
and cooperation {Earley in Donnellan & Ebben, 1978, pp. 53-54). Across
the curriculum instructers are encouraged to use "relevant content” as
a means for motivating and encouraging students to “incorporate the
behavioral and affective components of valuing " {Earley in Donnellan
& Ebhen, 1978, p. 51). Students are provided many different types of

Tearning opportunities to develop "facility in valuing," including

Cin the Alvernc model, levels 1-4 are regquired outcomes, 5 and &
are usually selected by Humanities majors.



-99-
courses in different disciplines, Interdisciplipary courses, off-
campus externships and independent study. Faculty are familiar with
varicus modes of valuing and learn to match teaching strategies with
intended learning outcomes, Thus, they 1deally use a wide variety
of teaching methods., including intensive log writing, simulation and
role playing, structured interviews, small group discussians, struc-
tured moral-dilemma discussion, and experiential learning.

What could be done within such a structure to teach about the
maral {ssue of lying? Keeping in mind the overall goal of "forming a
value judgment in the decisfon-making process,” the first step might
well be taken by the faculty serving in the "Competence Division in
Yaluing." In & manner resembling policy making, they des{ignate "lying"
as one particularly relevant, both public and personal, moral {ssue on
which the college places significant emphasis. These committee members
work to develop a broadbased approach utilizing faculty workshops and
student affairs programming. A faculty workshop {perhaps led by
Sissela Bok, author of the recent book Lying) focuses on the intellec-
tual and philesophical categories of iying. The student affairs
counselors lead role-playing or simulation workshops on lying to one's
roommate, the opposite sex, or teachers and may also direct students'
energies 1nto a re-examination or recommitment to the college's honor
code. The coliege consciously monitors and evaluates these activities
to assess thelr impact on fndividual students and the Tnstitution in
the aggregate. In the acadsmic classes {nstructors introduce the topic
in a variety of disciplines. The psychologist Tectures on Rokeach's

study, The Nature of Human Values {1973}, and requires students to keep
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a personally-oriented journz] with several entries focused on one's
awn feelings and reasoning about veracity and falsehood. The sociole-
gist and political scientist team together to compare and contrast
goverpmental structures and organizatiomal hierarchijes that either
promote or discourage impersonality and deception. In a health ctass,
students debate pros and cons of the 'protective” lying sometimes done
by health professionals., An anthropologist introduces a sectfon on
different cuttural attitudes and practices on various forms of decep-
tion in his/her cultural anthropology courses. Students are asked to
survey a varfety of ethnic urban groups, suburbanites, and a rura)
population to develop a sense of varying belijefs and attitudes about
1ying. And, to conclude this disciplinary barraqe, the philosopher
teaches an applied ethics course in which students are asked to under-
stand a variety of forms of moral reasoning and relate each to public
1ssues focused on deception and truthtelling as well as to their own
personal attitudes and bellefs, Individual students are expected to
integrate these learning experiences and share {verbally and in writ-
ing) their thinking and development with the faculty competency com-
mittee on "valuing." These faculty will then assess the "leyel" of
valuing which the student has attained and offer recommendations and

advice if necessary,

Humanities

. 1 feel 1ittle trust in the educational

efficacy of any merely rational) moral teaching
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abstractly detached from its religious environment(.)
Normally, the moral teaching of which [ just spoke as
contradistinguished from ethical and political phi-
losophy, and which 15 to ke given all through the
period of the humanities, should, in my opinion, be
embodied in refigious training. What, however, is
to be done about natural morality? Natural morality
an¢ the great ethlcal ideas conveyed by civitization
should be taught during these years, They are the
very treasure 0f classical humanism, they must be
communicated to the youth, but not as a subject of
special courses, They should be embodied in the
bumanities and 1iberal arts, especially as an inte-
gral part of the teaching of literature, poetry,
fine arts, and history. This teaching should be
permeated with the feeling for such values. (1943,
p. 68)

This passage from Jacques Maritain's Education at the Crossroads,

in which he presents his vision of the fdeal liberal arts curriculum,
is examplary. Maritain's faith 1n the study of the humanities as the
means for conveying great ethical ideas and "natural morality" 1s sur-
passed only by his belief in a higher morality accessible only in 2
religious environment and with theological study., In our own genera-
tion there ave 5til1 many who helieve that it is the role of the
humanities or, even more broadly, of the 1iberal arts course of study

to promote the moral education of the student. Today there are those
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who contend that the curricular status quo s adequate for this end
as well as those who belleve that there is a need for an interdisci-
plinary curriculum. The former position is, perhaps, most effectively
captured in the remark that., "The pursuilt of knowledge and truth is
{1tself the parent of moral virtues" {Livingston, n.d., p. 16], a
position closely paralleted by Jacob Bronowski, the world famous
physicist and science educator {1965}. In this vefn, Livingston
denies that there is any need for explici{t moral education, claiming
that, “The moral geal of the ideal observer {{.e. disinterestedness)
requires an educaticnal program that expressly combats ethnocentrism"
{n.d., p. 17}. Those who claim that the values implicit in scholar-
ship and the search for Truth are the most potent form of moral educa-
ticn, see no need for the reintroduction of a set of objectives and
curricular methods meant to promote moral growth. Indeed, Sydney Hook,
well-known Dewey scholar and philesopher, claims that the introduction
of explicit moral geals to remake or change society or the individual
is potentially devastating and a “"barbaric" act. In a more positive
sense, Hook claims that

an educational and university system that enshrines

the principles of academic freedom can rise higher

than 1ts source. [t can generate the intellectual

power and visions that gradually 11ft the level of

spcial existence and soctfal consciousness. .

{1970, p. 182)
Thus, the principle of academic freedom and the methods of intellec-

tual dnquiry become the only legitimate means of morally educating
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the student.
tarl McGrath, on the other hand, takes & more active and direct

role #n promoting the cause of 1iberal education and $ts role in
moral development. McGrath asks,

What steps have institutions of higher education

cons¢ciously taken to amelforate the present social

malaise? What have they done tn help students to

uenderstand its causes or to consider various means

for its cure? The large, complex universities with

their dozens of spectalized schools and departments,

with thelr single minded dedication to the advance-

ment of knowledge, with thetr wide diversity of

goals and services, with their precccupation with

ideas rather than the total lives aof individual

human beings, have largely abandoned any effort to

deal with value problems. ({1974, p. 13)
McGrath 15 acutely aware of what he perceives to be the moral deterior-
ation of soclety and the intellectual splintering of the university
and colleqe, His despair of overspecialization 1s coupled with his
adamant rejection of the value-free teaching and learning promoted by
scientism, According to McGrath, the current interest in sociai
scientific models of moral development, including Lawrence Kohlberg
and William Perry's schemes as well as numerous other psychological
typologies, stems from the decline of the humanities as important,
legitimate ways of knowing and learning, Hope, then, lies not in

handing the educational areas of values analysis and moral development
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over to developmental psycholegists and counselors but rather in re-

vitalizing the general education program and the humamties, especially.

In a similar vein, John Morris {among many nthers?],stresses the con-

tinuing significance of the humanities as areas of study which can

explicitly deal with value concerns. Morris writes,

What then is left for the humanities to explain?
--the 1ife of culture itself, that which forms the
very fabric of our lives, 2il that {s summed up in
our tradition, and the form of existence which binds
us together, . . , We need to restore the relevance
of reason to the realm of values by recognizing
that the significant features of our tradition can
help us understand our condition. Tradition pro-
vides the context within which we understand the
relevance and importance of the values by which

we Judge our decisions. Only insofar as we discern
this content within the Titerature, the philosophy,
the theologies of the past can we understand our-

selves. (1978, pp. 51 - 53}

7

The "revitalizaticn of the humanities," as pointed out in chapter

2, has been a frequent academic theme in the past decade, The concern
for values awareness and moral education are often linked with this
more general concern,. The most recent 1984-85 reports on the under-
graduate curriculum ("To Reclaim a Legacy" report written by Willdiam

J. Bennett, chairman of the National Endowment for the Humanities;
"Integrity in the College Curriculum," Association of American Colleges
Committee on Redefining The Meaning and Purpose of BaccaTaureate De-
grees; "Involvement in Learning: Realizing The Potential of American
Higher Education," the report of the Study Group on the Conditions of
Excellence in American Higher Education) are a part of this continuing

trend,
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McGrath proposes interdisciplinary courses focusing on contempor-
ary problems of our time: social, racial, economic, etc. He empha-
sizes the ethical foundation to such a course of studies and the
pedagogical effectiveness of practice in concrete, problem-splving
skil1s and focus away from an overly abstract, dfscipline-based approach.
The relevance and meaning of such a currigylum " would be found
not in the internal logic of each subject but rather in the reaiities
of existence in a complex society" {1975, p. 36). McGrath also be-
l1eves that the general education curriculum must push students to
understand and clarify their personal views and develop the ability
to determine the ethical consequences of various actions (1975%). The
actual pedagogical schemes devised with the intentian to revitalize
the humanities and thereby bring "value concerns" back into the curric-
ulum have varfed. 5ome have laid more emphasis on the examination of
personal moral values and growth; others or the intellectual examipa-
tion of values in soclety and 1iterature, Some have remained focused
on the traditional humanities disciplines: others have relied more on
an interdisciplinary approach and included the sciences and examined
ethical implications in scientific research and technglogical innova-
tion. Typically, curricular reform has meant the development of
interdisciplinary courses cor programs, the requirement of a core of
humanities courses, or occasionally, an externship focused on human
conflict and values, Among all, however, there is abiding faith that
a sustained encounter with the truly great works and methods of art,
literature, philosophy, history, and retigion will produce people

whi arp sensitive to and aware of value concerns. Harry Broudy
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contends that such individuals know--with a point of view or with a
value scheme {1979, p. $43). While Walter Kaufman, a particularly
vaca]l advocate of humanities education, claims that a vigorous en-
counter with the humanities will give the student "moral wision"
(1977, pp. 154-83).

Rather than examine in greater detail the "Sidney Hook-Jacob
Bronowski" humanities approach=-which 1s essentially a case for main-
taining the status quo--let us turn to the more proactive model pre-
sented by Earl McGrath and Walter Kaufmann, Kaufmann conventionally
ident{fies the humanities as "the study of reljigion and philosophy,
art and music, l1terature and poetry" and then proposes four major
goals. The first i5 "the conservation and cultivation of the greatest
warks of humanity:" the second is to teach students to focus on "the
possible goals of hyman existence, . . . an ultimate purposes;" the
third, to teach vision; and fourth, to “foster a critical spirit"
(1977, op. xvii-xx1}. Kaufmann's strong regard for what are essen-
tially moral aims of education emerges in his discussion on “teaching
vision." Visicn is defined as seeing alternatives, gaining perspective
by obtaining standards of comparison form cur past and present. It is
also related to the ariginality of the visfonary, and it is brought
about through a judicious blending of creativity with disciplina and
rigorous discrimination {1977, pp. 181-83). Kaufmann believes that
the humanities and this primary goal are "vitally important for human-
ity in both senses of that word--humane attitudes and mankind--that the
humanities be taught well" (1977, p. 183}.

For Kaufman these goals can be met through a variety of
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humanities courses taught by instructors whe are themselves Ti{berally
educated, skilled at interdisciplinary approaches to learning, and
possessed with vision. Among the courses and programs he recommends
are comparative raligion, an intensive study of the Bosk of Genesis,
studies of three or four great artists, courses focused on several
11terary figures 1n both Western and non-Western culture, a course on
Piato, and a two-term sequence in the history of philosophy. Kaufmann
writes,

The central afm of all those courses would never

be to make the student feel that now they know

what there is to be known about the subject. It

would always be to Jead them to examine their own

faith and morals and assumptfons, as well as the

consensus by which they are surrounded, {1977,

pp. 199-200)
In addition to this fairly traditional approach, Kaufmann advocates
interdisciplinary studies as an especially effective tool for teaching
vislon. He provides examples for programs on "punishment” and "dyina"
using religion and 1iterature, as well as perspectives from gutside
the traditional humanities--psychoiogy, seciology, anthropology, and
the applied health sciences. Although Kaufmann and McGrath differ in
their interdisciplinary focus--with Kaufmann concentrating on universal,
ex{stential aspects of human 11fe and McGrath om contemporary social
and individual problems--they are quite similar in their alarm over
the discipifrary overspecialization and the resulting lack of dis-

cussion and learning about society and 11fe's crucial dimensions.
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They both believe that a sal{d immersion in an integrated program of
humanities courses wil) allow students to grapple with 1ife's funda-
mental value questions and eventually make individuals more humane.

Returping to the ongoing comparative focus on "lying" as a topic
in moral education, what might cccur in a humanities program? First,
ft fs understood by the humanities-model advocate that this 1s a moral
dilemma faced by countless peopie and organizations on a dafly basis
which is rarely, if ever, directly addressed in a traditional general
education program. Perhaps a semester-long program is developed on
the broader theme of “Lying, Deception, and Inauthenticity." Such
analytic questions as "What exactly 'counts' as Tying?", moral ques-
tions as "Under what conditions 15 it morally right to tell a lie?"
and philosuphical questians as "What does it mean to lead an authentic
existence?” blend together 1n an integrated program of religion,
philosophy, 1iterature, art, and perhans history courses and instruc-
tors,

In a literature class students are required to read Richard

Wright's Native Son, Dostoevski's Notes from the Underground, and

Adrienne Rich's On Lies, Secrets, and $1lence. In discussions on

Native Son, the class initially focuses on Beggar Thomas's crimes and
the lies he tells to cover up his crimes; they then examine the deeper
themes in the work: the social lie of racism and the volatile mixture
of injustice, fear, and poverty which makes deception and 1ying a way
of life. In a similar manner, students write about and discuss "The
Narrator" in Dostoevski's work. They analyze the Narrator's perver-

s{ty and life-long self-deception and study Dostoevski's philosophical
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qualms about Truth and Perfecticn as worthy human ideals, Adrienne
Rich's work, 2 contemporary collection of feminist prose, would
sarve to bring ocut issues revolving around authentic existence for
women and the forms of deception that have kept women in subservient
and inhumane roles.

A history instructor focuses on Nazi propaganda as a form of
mass deception that all too effectively uses modern technology.
Students read Mein kKampf, and case studies are used to illustrate
the complexities of ethical dec{sion-making and the nature of self-
deception and blind obedience., Students attend Shakespeare’s'Macbeth"
and analyze how a man of integrity and honor is undone by his lust for
power and then utterly degraded by his attempts at concealment. An
art professor Introduces his class to Escher's prints and poses such
fuestions as "What is deception in art?" and "Can art 11e?" Students

read Koestler's Darkness at Noon and Kafka's The Trial, Orwell's

Animal Farm and then attend a civic jury trial. Readings and exper-
fences are structured in a manner to provoke concern aboyt the role

of truth and deception fn the machinations of our court and judicia?l
systems. Throughout all, the cornerstone to this approach 1ies in

the materials serving as course content: They are, by and large, books,
great literary works, and more generally, seminal works in the human-
ities. Exposure to, and intelligent study and discussion of such

works will 11luminate and add depth to the moral character of the
subject at hand (be it "1ying," the integrity of human }ife, or mass
industrialization) and, eventually, contribute to the moral character

of the student, That is the fundamental premise of the humanities
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model of moral education.

Normative Ethics

The normative ethics model, sometimes referred to s applied
ethics, introduces students both to ethical theories ant to concrete
ethical dilemmas often using case studies. The debates and analyses
that follow allow students the epportunity to develop skills in {1dent-
ifytng and defining moral 1ssues and 1n making moral judgments.

R. Hancock (1974) and F. 0lafson (1973) have developed historical
accounts of the birth and development of normative ethics in this
century, each cutlining the "over-absorption" with meta-ethical ques-
ttens dyring the first half of this century and the current increasing
willingness to "deal with normative ethics 1n a traditional philosophic
way with the new factor of a recognition of the existence of meta-
ethical questions as to a degree separable or at least distinguishable
from the normative questions” (Hancock, 1974, p. 165}, 0Olaf¥fson, par-
ticularly, offers a lucid overview of the interrelationship between
ethics and cther twentieth century disciplines:

What I have called the 'older' socizl sciences--

political science, economics, and jurisprudence--

were widely regarded during the nineteenth certury

and earlier &s forms of applied ethics, proceeding

under very qeneral ethical assumptions and respon-

sible to eventual ethical appraisal. They are in

fact still so regarded in some quarters, and it

may even be that in certain ways there is more
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awareness now of the ethical dimension of these

disciplines than there was at the beginning of

the century.

There prevails at the present time, in place of the

0ld dogmatic assurance, 2 general receptivity to the

tdea of resuming a closer relationship with ethics,

combined with apxiety about how this would be con-

sistent with the integrity of disciplines that are

understandably proud of the advances they have made

--advances that many believe were made possible by

the adoption of value neutrality as a prime princi-

ple of method, (1973, p. 19)

linlike other models of moral education, the novmative athics

approach arises out of a fundamental re-examination of ethics {tself,
within the discipline of philosophy, and 1ts interrelationship with
gther branches of knowledge, Its roots, then, remain most firmly im-
planted in the tradition of critical, reflective thought comman to
all philgsophic inquiry. Advocates of normative ethical 1inguiry
stand apart from that tradition in their unwillingness to restrict
critical inguiry solely to highly abstract, metaethical issues. Paul
Taylor effectively makes this pofnt and provides a succinct statement
of the broader, more "applied" concerns of ethics teaching:

The ultimate purpcse of , ., , ethics s to enable

us to arrive at S'criticaT reflective moral ity of

gur own . , . Meral growth occurs, then, as the

individual develops his capacity to reason about

his moral beliefs. Instead of blindly adopting
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ks society's moral code or being erasily shocked
by the moral systems of other cultures, he 1s abje
te think clearly, calmly, and coherently about any
set of moral norms, He jearns how to give good
reasons for accepting and rejecting such norms . .
conclusfons ., . ., are arrived at on the basis of
his own reflection. He can then decide for himsel f
what standards of evaluation and rules of conduct
to commit himself to. It is this sort of person

. who is the true individualist . . , The
process of critical reflection . . . will often
lead a man to disagree with his society. In this
case it is his critical reflectiocn, not his dis=
agreement, that makes him an individualist.
{1963, p. 280)

In his approach to college teaching in moral values, Michasel
scriven claims that morality does have a significant, rational basis
and that the best way to achieve effective change [in personal moral-
ity) is through the use of the so-called "cognitive curriculum” (1976,
p. 323). For him, meral education should include 2 knowledge about
and understanding of relevant facts involved in moral 1ssues; stuay
on the nature, origin, and foundations of ethics (i.e. metaethics);
and instryction "in the cognitive s$kills of moral reasoning, developed
to the level of confidence where they can be exercised in social argu-
mentation" {1976, p. 324). Scriven belfeves that students are aimost

totally 1111terate in this area--that they will enthusiastically accept
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some ahstract moral truth but then faill to relate that abstract mora)
truth te a specific decision or situation. In his view, the dangers
of naive, unguided moral passion are very veal. In sim{lar manner
{but with much greater focus on Scriven's final goal), Daniel Callahan
has outlined an approach to normative ethics in his essay entitled
"Goals in the Teaching of Ethics” {1980}. At a very mininum, he con-
tends that courses in ethics should "help students develop a means and
a process for achieving their own moral judgments® (1980, p. 71), and
that such courses "should make it clear that there are ethical problems
in personal and civic life, that how they are understood and responded
to can make a difference to that 1ife, and that there are better and
worse ways of trying to deal with them" {1980, p. 62).
As with each of the other models, Callahan and other proponents

of the normative ethics approach condemn moral educatfon which is a
training 1n specific moral values or specific traits of character.E
Callahan explicitiy rejects goals centered on behavioral change, con-
tending that these . . .

are, however, doubtful goals in the undergraduate

or graduate classroom. No teacher of ethics can

assume that he or she has such 2 solid grasp on the

nature of morality as to pretend to know what fin-

ally counts as good moral conduct. No society can

BSee The Teaching of Ethics $in Higher Education {1980) and Ethics
in_the Undergraduate Curriculum T198G).
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assume that it has any batter grasp of what so
counts as to empower teachers to propegate 1t in
colleges and universities. Perhaps most importantly,
the premise of higher education is that students are
at an age where they have to begin coming to their
own conclusions and shaping thelir own view of the
world. It is the time and place to teach them in-
tellectual independence, and to 1nstill 1n them
a spirit of critical fnquiry, (198G, p. 71)

Callahan outlines five specific objectives in the teaching of
ethics: “Stimulating the moral imagination" involves provoking the
student to see that there is a moral! dimension to 1ife, a moral point
of view, "Recognizing ethical Issues" requires the examination of
concepts, of prescriptive moral statements, and of ethical principles
and morai rules. These are the tools of raticnality and ethics, the
means wheraby some order is given to the relatively untutored deliver-
ance of experlence and previoys conditioning {1980, pp. 65-66). Calla-
han also belfeves that we must seek to elfcit a sense of moral obli-
gation, that students must be encouraged to examine the connections
between their moral perceptions and principles and their resultant
actions, Even move broadly the questions should be railsed, "Why ought
I be moral?" A fourth goal is the development of analytical or togi-
cal sk111s. “Coherence and consistency are minimal geals both in the
analysis of ethiecal propositions and in their Justification" (1980,

p. 67). The toleration--and reduction--of both ambiguity and disagree-

ment fn the moral realm is the final specifled goual. From the normative
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ethics point af view, we must work to reduce disagreement 1n an area
in which conflict and ambiguity are notoriously widespread, while also
developing an attitude for tolerance of differing or opposing moral
points of view. Intellectual (and personal) toleratfon are considered
espectally important in an area that frequently lacks clearly defined
concepts and certain intellectual foundations.

Through focus on methods of moral reasoning and applied moral
problems, both social and individual, the normative ethics approach
is meant to leave students with an understanding that humans are
moral agents with responsibility and consequences to their actions.
This approach has, more often than not, taken the form of a special
philosophy or interdisciplinary course or courses introduced either as
requirements or electives inte a traditionaily discipline-based curric-
utum. Once again returning to the specific focus on "lying," this
topic could be introduced as one predominant moral problem. Besides
imparting a basic awareness of an ethical dimension to 1ife and de-
cision making, the instructor's objectives would include developing
critical and evaluative skills in moral reasoning and an understanding
of alternative modes of moral reasoning, and helping students to select,
“fine-tune," or create their own normative theory on moral decision
making. How does one decide whether or not to lie? How does ane de-
velop principles or guidelines which will help mazke that decision? In
order to help each student intelligently answer these kinds of gques-
tions (not in a definitive sense but rather in the sense of providing
directions and concepts), the fnstructor has students examine the

various means of arriving at normative judgments. Students compare



=116~
and contrast hedonistic and non-hedonistic forms of Justification;
they examine both teleclogical and deontological forms of reasﬂning.g
Undoubtedly, students would debate the pros and cons of a strictly
"rule-griented" apprpach with an “act-orientation" along with ali the
shades of variation between these two positions; and, they examine
“1ying" within the framework of such established ethical theories as
utilitarianism, egoism, and the "good reasons” method of Stephen
Toulmin and Kurt Baier. Such process-oriented works as Wiison's

Moral Thinking and Rosen's Strategies of Ethics could play a pivotal role

in such a course; although there are now many available texts and an-
thologies which blend together metaethical theory and novmative mora)
decisfon-making skills with a selection of contemporary prub1ems.lﬂ
The normative ethict approach focuses both on the skill and process
of moral reasoning as well as on specific application (such as 1ying).
Pedagogical methods include the traditional lecture, readings,
and open-ended discussion. Actually, a wide variaty of less tradi-
t{opal methods (ranging from intensive Jjournals to role playing)} are

perfectly compatible with the objectives of the normative ethics mpdel;

however, the case-study approach has been a freguently used technique.

gIH simple terms, 15 the end goal or consequence the most crucial
determinant in moral decision-making {telealogical}? Or, is some com-
bination of both principles or rules with the end results the more
apprepriate method (deontological)?

IDAMDHQ some of these texts are Abelson & Friguegnen's Ethics for
Modern Life (1975}; Purtiil's Thinking About Ethics {1976); Rachel's
Moral Froblems (1975}, Rosen's Strateqies of Ethics (1978); and
WelTman™s Morals and Ethics {1975},
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Using the selected example, students read (or view) three examples of
lying or deception. Perhaps one involves a doctor not {mmediately
tel1ing a cancer patient that his illness 1s terminal; ancther 1s an
individual lying in order to prevent a murder or massacre; and a third
is focused on the advertising messages and techniques of a major
business firm, Students first read the cases on a factual basis, free
from an eavaluative commentary, thern individually and in groups
attempt to come to some sort of reasoned, defensfble moral judgment
on each situation,

Finally, advocates of the normative model do have more to say
about gvaluation than others. How does the instructor test the student
after the completion of an assigmment or section on "1ying"? Behav-
foral measures or psychometric tests of attitudes or judgments are
deemed entirely inappropriate (Caplan in Callahan & Bok, 1980, pp.
133-50), Mere traditional forms of evaluation--such as writing assign-
ments, discussion and participation, interviews, and tests of the in-
tellectual content--should be used in flexible ways, using suitable
means of evaluation to match the learning oblective and reinforce its
attainment. Arthur Caplan, a research fellaw at the Hastings Center,
11sts four major criteria for evaluation: quality of argumentation to
support moral views, mastery of theories and principles of ethics,
ability to identify moral issues, and ability to argue many different
sides to a position (in Callahan & Rok, 1980, p. 147}. 1In short, the
students certainly are not tested on their own personal integrity nor
on the validity of thelr personal decision-making process, but rather

an their abilities teo cogently arque for or against lying in various
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circumstances, to identify 1ying as a moral 1issue, and to relate
athical theories and concepts to a decisicn-making process invelving

lying or deception.

Cognitive-Developmental

There is no dearth of psychological theorists attempting to ident-
tfy and analyze moral beliefs and actions in order to scientifically
understand and predict human behavior and belief. In the past decade
at least five major psycholegical theories examining the moral develop-
ment of college students, alone, have been proposed (Knefelkamp, 1980,
o ?}.11 (One, far more than the others, however, has directly dealt
with patterns of moral growth and thought: the cognitive-developmental
approach, A1l of the major cognitive-developmental thegrists--Perry,
Konlberg, and Plaget--have devoted a great deal of study to the meral
component, rejecting the notion that the moral realm belongs entirely
In an affective or emotional domain., It 1s this very emphasis on link-
ing ethical and intellectua) growth that renders this model particu-
larty appropriate for examination as a model for moral education, The
other psychologfca? models of college student growth either are too
Murely descriptive to be of any use in helping formulate goals or they
are too brpad [for purposes of this study) in their examination of the

many interactions both within and out of the formal education process.

llThese are ego {dentity, person-envirenment, holistic, typo-
Togical, and cognitive-developmental.
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WilT{am Perry's scheme describes the qualitatively different ways that
students view knowledge and their ethical relationship to themselves
and the world around. It 1s, as 1s Kohlberg's construct, sequential
and hierarchical with each position a necessary "building block" for
the subsequent one, Unlike Kohiberg, however, Perry's scheme 1s far
more concerned with the individual's approach to the learning task and
how each person makes meaning in the traditional educational setting.
Kohiberg it not concerned with the elements of interaction with the
college curriculum and learning environment, His theory 15 at once
more general inm 1ts broad categorization of moral judgment 1n any
context and more restricted in its primary research-grounding on child
deve'iupment.lE Perry's model, on the ather hand, has provided specific
directions and methods for fostering moral developmant in a ¢ollege con-
text.

In general, the cognitive-davelopmental mode! effectively lends
ttself to educational approaches for two reasons: a rationral and
planned dimension to human growth and development is strongly recog-
nized, and the notion of human nature as entirely shaped by either
environment ar heredity {factors outside human control) is rejected,
This perspective is clearly expressed by Graham in his overview on
cognitive-developmental theories:

Although one may take a purely empirical view of

stages of davelopment, regarding them simply as a

12Rec3nt1y. it has also (unlike Perry's scheme) been strongly
criticized for embodying a male perspective at the expense of uniquely
female approaches to moral reasoning, The philosophical debate on this
issue continues today{see Carol Gilligan‘'s In a Different Voice, 1982).
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convenient way in which to divide up the sequential
pracess of change which takes place 1n characteris-
tic patterns of mora) behavior and grientation with
increasing age, there is an underlying implication
of developmental theory that the process of devel-
opment follows the course it doess at Teast in part
because of tendencies 'byitt Tnto' the human beirg.
This is particularly so, perhaps, Tn the case of the
cognitive-developmenta? theory associated mainly
with the names of Ptaget and Kehlberg, As compared
with psychoanalytic theory, cognitive developmental
theory emphasizes cognitive aspects or factors, It
{s not Tmplied that affective or emotional aspects
or purely behayforal aspects are not impeortant, but
that in man, toc a very large extent, those aspects
arg mediated by cognitive, organizing factors. In
pther words, our 'definition of the moral sitvation’
is ¢rucial, although indeed this cognitive defini-
tion of the situation may be influenced to a greater
or lesser extent by affective and motivational
factors, Just as our feelings depend in part upon
our definition of the situation. {Graham, 1972,
n. 277}

In this manner, Perry focuses on how we "define our situation" in both

inteliectual and ethical terms. His nine stages are revealed through

the student's perceptions of the teacher's role and one's own role in
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Tearning. These stages can be gollapsed into four bhasic categories:
“dualism" and "multiplicity," which are characterized by cognitive
cimplicity, absolute and concrete thinking, exterrally guided bebavior,
dependence upon authority figures and egecentrism in viewing pthers
and self, and "relativism" and "commitment in relativism,” which are
characterized by cognitive complexity, relativistic and abstract
thought, internally-quided behavior, awareness of context and interde-
pendency in relationship as well as increasingly alleocentric and em-
pathetic ways of viewing others. The crucial assumption of all the
stage theorists is the nacessity of interaction with a stimulus that
demands a change in the way of thinking to a "higher," more functional
stage of intellectual and ethical reasoning,

In Forms of Inteliectual and Ethical Develgpment in the Colliege

Years (1970} William Perry offers an analysis of lengthy, systematic
interviews with Harvard students, He provides a description of how
students view their world and think about issues and dilemmas as well
as how students come to define and conceptualize "knowledge" and
"morality" in the college learning process, He has developed a frame-
work for assessing levels of complexity of learning tasks which has
allowed practitioners to create deliberate developmental designs of
challenge and support {for example see Widick, Knefelkamp k Parker,
1978). The practicel possibilfties for curricular design and method
have been most heralded by Lee Knafelkamp, professor of Counselor
Education at the Universfty of Maryiand. 5She claims that:

The design of learning environments around the

characteristics of challenge and support illumi-
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nated by research with the Perry scheme allows

faculty to make the learning accessible to the

student, allows faculty members to speak the

students' language, to demonstrate that they know

and care who the student {s, and may well foster

increased satisfaction and subject matter mas-

tery. I believe it is the pragmatic possibil-

ities that come from grezter insight into how

the student approaches Tearning that has made

Ferry's model so helpful., (1980, p. 8)
Perry's scheme has been applied in a collegiate setting and continues
to be applied at an increasing rate, and 1ts implementation has had
effects on curriculum content and course objectfves, in addition to
pedagogical mEthnds.l3

The guestion as to whether or not Perry's scheme {or any psycho-

logical, developmental model) {s purely descriptive, based on empirical
research {perhaps, suggestive of an "in-buiit" biological-based struc-
ture of knowing),or is a normative construct, embodying goals and
methods of imstruction (or development) which can be evaluated with
logical and ethical criteria, has been raised {Codd, 1977; Fraenksl
in Scharf, ed., 1978; Phillips & Kelly in Harvard Educaticnal Review,

1978; Sullivan, 1977). Perry himself was at first reluctant to bridge

laFor examples, see the “Network Newsletter: Perry's Develop-
mental Scheme," available from the Institute for Studies in Education-
al Mathematics, 5t. Pauwl, Minpnesota.
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the gep between his scheme and the actual curriculum or classroom.
He "felt a deep aversion to 'application' in the sense of transforming
a purely descriptive formulation of students’ experience into a pre-
scriptive program intended to 'get' students to develop" {Perry, 1977).
Far purposes of this analysis, Parry's scheme is considered an educa-
tional model for moral development and as such is open te philosophica?
criticism. Its developmental? stages are in thls sense, then, curricu-
lar goals. The aducational challenge is to create an envirorment, to
sromote classroom learning which will move the student from simplistic
dualism to, ultimately, the ability to make personal commitment with
full awareness of contextual reiativism, Instructors use a judicious
mix of challenging situations and materials {pushing the student for-
ward) with 2 supportive, personal environment {providing an atmosphere
in which risk-taking is possible} to bring about these changes
{Knefiekamp, 1974). In keeping with the focus of Perry's scheme this
progress is evaluated in such terms as "the student's wview of knowledge"
and "the student's view of evaluation and fairness in the learning/
evaluation process.," Specific curricular strategles grow from the
Instructor's assessment of the student's developmental stage; the
quantity and type of structure for learning; the diversity of aiter-
natives or perspective encouraged or presented in a course; the degree
and amount of concrete experiential learning and abstract, theoretical
learning; and the degree of "personatism" {an open classroom setting
in which discussion, 1nteraction, and risk-taking-in-learning are
encouraged). Each of these pedagogica) options is organized and imple-

mented in the manner most Tlkely to promote individual development.
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Those who have applied Perry's scheme {see AAHE Monograph #5,
1960; Knefelkamp & Cornfeld, 1978; Touchton, Wertheimer, Cornfeld &
Harrison, 1977; Widick, Knefelkamp & Parker, 1975; Widick & Simpson,
1976) typically have not instituted individual courses focused on
moral development or reasoning; rather, they have incorporated the
stages and methods into existing courses. Thus, there has been 1ittle
discussion about fundamental alteration of curriculum per se, but
rather of restructuring pedagogical methods as well as expanding
instructional goals to include the more personal, individual-griented
stages of Perry's scheme. In a sense, the goals and process centered
on mastery of subject matter become of secondary importance. DOF
greater import s the development of the individual student who is
attempting to learn the material at hand.

How might the moral dssue of “lying and deception" be handled
in this model of moral education? Drawing from Lee Knefelkamp's and
others' work in this area, the instructor {(perhaps in a philosophy,
1iterature, or Interdisciplinary course) must first determine whether
students were in elther a duzlistic or relativistic stage of develop-
ment. Although both groups of students share the same subject matter
content, the instructienal approaches vary in the attempt to match
instruction to developmental statys. For all students the course is
designed alaong four major varfables: diversity in content, form of
learning experiencte, degree of structure, and type and degree of per-
sopalism in the classroom, How might the theme of l1ving be presented

to students at a dualistic stage?
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In order to focus on "diversity," the instructor selects a
Titerary work presenting conflicting or paradoxical themes on “lying."

For example, The Color Purple is read in this regard. Walker's book

is, in turn, compared and contrasted with a nonfiction work such as

Vance Packard's The Hidden Persuaders. In terms of instructional

approach the prevailing emphasis is on relativism--asking, "Are there
any other ways to justify, or describe, or condemn lying and deception?"
In-class activities are designed to foster understanding and empathy
with a wide variety of positifons and personalities, Dfscussion em-
phasizes the value of one's own experiences and judgments in situations
involving honesty, truthtelling, and deception. An ocut-of-class exper-
ience includes students conducting a serdes of interviews with selected
individuals on their personal views and experiences with "honesty and
l¥ing" while assuming different roles: psychologist, journalist,
ethicist. Structure 1s high with the instructor assuming full respon-
$1bility for course organization and providing clear-cut expectations
for student performance. As for "personalism,” instructional methods
which help build a high level of trust between all course participants
{including the teacher(s)) will be put inte effect. Far example, the
class is frequently divided into small groups and students are en-
couraged to share personal reactions and experiences,

for students at the relativistic stage the major instructional
objective is no Tonger focused on promoting a sense of diversity, on
maving the student beyond an unexamined, simplistic, dualistic view
{such as “lying fs just always wrong" and “complete honesty is always

right"), but rather on commitment-making and the process of choosing.
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Course "diversity" emphastzas moving from the seemingly contradictory
{such as "Lying is morally wrong; yet some lies are justified"--and,
"There 1s wide varfation between religious cultures and time periods
on the 1ssue of truth-telling.") to resclution, Rather than examipe
the diversity of opinions and characters, students are asked to under-
stand thelr complementarity and the interconnectedness between differ-
1ng perspectives. Instructional approaches emphasize commitment, and
the central guestion is, "What fs the stand or pesition that 'x' takes
on truth-telling and iying?" Instructors reinforce commitment state-
ments from students. As an 1n-class experience, students are asked to
identify and describe truth-telling dflemmas they are facing in their
own lives and to describe how they imagine several of the novel's
characters would reselve those dilemmas. An out-of-class activity
might involve an independent project on some aspect of the topics at
hand. Structure is moderate to low, allowing for far more independence
than students at the dualistic stage are capable of; students must
assume greater responsibility for class cbjectives, content, and evalu-
atien. Thus, as the term progresses, students introduce some elements
of course content and cbiectives focused on truth-telling that the
instructor had either not considered, was unaware of, or had disregard-
ed, "Perspnalism," a sense of community and trust, is sti1l a key
efement in the course design; however, students at this stage possess
a stronger sense of their self and values and are personally and pub-
licly challenged {n a manner far too threatening to students at earlier

stages of development,
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Summary

The characteristics of five distinct models of college-levei
moral education have been identified and described in some detail in
this chapter. Although, in some {nstances, the advocates and prac-
titioners of a particular model may not self-consciously or directiy
label their appreach to moral education as a "model,” It is possible
in each case to fdentify an underlying body of theory or assumptions,
to specify the major goals and objectives, and to describe the in-
structional methods. These models draw upon significantly different
disciplines and encompass a diverse variety of assumptions about
human nature and morality. The cognitive-developmental model is
rooted in develepmental psychological theory and research--postulating
a progressive, hierarchical set of natural, human stages. The human-
ities model draws upon those traditional liberal arts disciplines
that focus upar human culture and values; its practitioners legiti-
mately lay claim to a special status: the approach with greatest
historical depth and lengest actual practice. The normative ethics
mode]l of moral education most clearly falls within the discipline of
philasophy, yet moves beyond a concern with ethical meta-theory and
history to a twentieth-century application of moral judgment to con-
crete moral guestfons and situations. The social scientific research
on college student growth and development as well as the 1iberal arts
aim of "education of the whole person" serve as underpinnings for the
wholi1stic model. Advocates of this model elther assume or argue that

an integrated, autonomous fndividual most effectively benefits from a



-128-

broad, integrated education. The focus 1ies away from disciplines of
knowledge and on patterns of individual student development. The
values clarification model neither draws upon nor uses any of the
traditional désciplines; it has no definitive theoretical basis. In-
stead, advocates emphasize 1ts practical teaching techniques. (This
model's hidden assumptions are identifled in greater detail in the
following chapter.)

The goals and objectives of each model dao overlap, but when
each approach 1s viewed as a whole and understood in theoretical
context, there are, again, substantial variations., Adherents to the
values clarification modei set forth the individual's identification
and selection of his/her values, the "prizing” or emoticnal and public
affirmaticn of one's chosen values, and the consistent acting upan
one's values as major goals. The normative ethics approach i1s
markedly different; its practitioners advocate stimulating the moral
imagination, learning to 1dentify ethical issues, developing analytic
skilis, eliciting a sense of moral ohligation and learning to toler-
ate--and reduce--both moral ambiguity and moral disagreement as the
important goals and ohjectives, Helping individuals develop the
ability to make value judgments 1n the decision-making process is an
over-arching goal in the wholistic model. Spacific ohjectives {nclude:
understanding one's own values and the impact of both individual and
social values upon the community, understanding the relationship be-
tween human values and science and technology, knowing how to apply
one's own values in deciston-making, and recognizing and empathizing
with the values of many differaent societies and peocples. Proponents

of the humanities model of maral education set forth {(with some minor
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variations) these four major goals: teaching moral vision; reguiring
students to grapple with the major, enduring questions of hAuman exis-
tence, purposes and goals; devetoping a critical, intellectual spirit:
and, preserving and illuminating the greatest, classica) works of

15 The cultivated and planned progression through clearly

humanity.
defined developmental stages is the major gpa) of the cognitive-
developmental approach. Mowing students from dualistic and multi-
plistic forms of knewing into a full recognition of relativism, teach-
ing students to think relatively and contingently and to critically
reflect an their own mode of moral reasoning, encouraging the intel-
lectual risk-taking and courage necessary to move on to the next

highest stage in the scheme--these are among the major objectives of
this model.

In general, the actual instructional methods do not vary widely;
instead, there are different emphases between the models. The values
clarification approach is easfest to distinguish with its heavy re-
liance on such nondidactic and experiential teaching techniques as
group interaction, sharing-discussion activities, and value “exercises.”
The wholistic model is, perhaps, most difficult to delineate since it
appears to draw upon many different instructional and learning methods,
everything from classroom lecture and sustadined, critical reading and

writing to value=oriented externships and informal debate. Whereas

15These goals are closest in line with the philosophical premises
and assumptions of the 1984 uncergraduate curriculum report issued by
William Bennet, "To Reclaim a Legacy."
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teachers using the values clarification mede? typically select or
create structured, group value exercises, those drawing upon whalistic
thegry feel free to use many, varied teaching resources: books,
teachers from many discinlines, other students, values exerclses, and
so on, Traditional Yecture, structured discussion, and the use of
seminal, classical writings and works of art are the mainstay of
humanfties Instruction. Advocates of this approach also emphasize
the gualities of the instructnr: individuals who themselves are
l1iberally educated, possess moral vislon, and are imbued with an
appreciation for interdisciplinary learning. The normative ethics
model offers instructional methods similar to those used in the
humanities apprecach to moral education: lecture, critical reading
and writing and structured discussion. It is distinguished by #ts
creators and advocates through the use of a case-study approach to
learning-=presenting the specifics of real-life moral dilemmas, dis-
cussing, and then moving on to Tearn the underlying norms, moral
principles and reasoning that are pertinent. Teachers drawing upon
cognitive-developmental theocry use their assessment of the individual
student's developmental stage to determine the degree of teacher im-
plemented structure, amount of warmth and personalism, and varying
emphases from specific and concrete to general and abstract learning
strateqgies and resources, Again, as with the wholistic model}, there
are few specific guidelines on actual learning resources or methods
used within this developmental context.

As pointed out earlier, although each of these models are clearly
distinguishable, they are similar in three important ways: the pro-

ponents of these models strongly advocate the important role of moral
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education at an advanced college level; all recognize that moral
values are being imparted to students, whether or not there 1s a
structured, curricular approach to moral education; and, each model
{or some variation thereof) is In actual, current use in American
colleges and universities, In this chapter, descriptions of each
madel have been developed drawing upon 1ike-minded groups of educa-
tional theorists and actual contemporary practices in the 1fberal
education curricuium. In the first three chapters a groundwork

has been laid for the analysis in the following chapters. The concept
of Tiberal education-=its historical aims as well as its contemporary
curricular goals--is used to evaiuvate these five contemperary mode?s
of college-leve! moral education, Which one, or what combination of

these models, is most suitable for incorporation Tnto the liberal

studies curriculum?



Chapter 4: Critique af Models

The criteria used to evaluate the five contemporary models of
moral education have been explained and developed in the second chap-
ter. In a negative sense, a Jegitimate college or university model
must not involwve any form of indoctrination nor any direct emphasis on
behavioral goals and chjectives. In a positive sense, any acceptable
curricular approach to moral education for college-aged youth and
adults must emphasize intellectual development and a “critical appre-
ciaticn of the ways we gain and apply knowledqe." There need also be
a strong connection with the traditicenal liberal arts focus on develap-
ing an "informed judgment" and an “ability to make discriminating moral
choices" as well as on the more elusive curricular goal: teaching 1in-
dividuals to understand 11fe in a wide context, to have “vision."

Which model or models of moral education could contribute most effect-
ively to the overall liberal education of the student? More specif-
ically, which model fits into such historical aims of 1iberal educa-
tien  as "integrating ethical and IntelTectual wvisien," "developing
the abilfty to understand facts and detalls in 1ight of principles and
theories," "creating well-rounded individuals with knowledge and inter-
ests in a wide variety of areas,” and “introducing students to the
foundations of our common cultural heritage"? Clearly there can be no
one model which can accoemplish all of this, nor is there 11kely to be
& madel which is a perfect fit 1in, say, four out of five categories;
rather, the point is to {dentify those approaches which are particu-

larly well-synchronfzed with the aims, goals, &nd 1ooical features of
-132-
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liberal education, to exclude any that are entirely contradictory or

inadequate.

Nan-Indoctrinating

In each of the examined models of moral education a concerted
effort is made to avoid {in principle and practice) the inculcation

1 Whether through a focus on

or transmittal of substantive values.
the process of acquiring and internalizing moral values, on the
analysis aof socletal and intellectual values, on the principles of
moral reasoning, or on the stages of moral development, each approach
attempts to avoid the espousal of any given set of substantive and
personal moral values ar positions, Obwiously, all wish to avoid

any semblance of indoctrinaticn; proponents of each model contend
that their approach does provide for free choice, veluntary coopera-
tion between teacher and stucdent, &nd a strony emphasis on raticnal
deliberation. Certainly, it is relatively simple to provide a para-
digm case of moral indectripation: 2 program of moral education which
presented only one set of moral values as worthwhile and refused to
reveal its awn underlying principles and pedagogical philosophy; that
held 11ttle or no respect for students' rights and placed no emphasis
on the willing cooperation of the student in the learning progess;

and, that utilized pedagogical techniques that brought about change

through manipuiation of affective and emotional traits would cease to

lﬁy “suybstantive" values is meant values which are concrete and
specific as opposed to those which are ahstract and procedural--
having to do with rules of form. Examples are developed in the text,
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be considered educational. It would be 1ﬂductr1natinn.2 For histor-
fcal examples one might examine Froeb}'s theories on education in 1%th
century Germany. Among other major geoals, Froebl espouses: obedience
to authority, raverence for spiritual accomplishments of the past, and
self-renunciation {in Boyd and King, 1980, pp. 349-51). Or, one may
refer to Napoleon's reign under which all schools and colleges were
required as the basis of instruction "to swear an oath of loyalty to
the emperor, to the imperial monarchy as the trustee for the well-being
of the people, and to the Napoleonic dymasty as guardian of French unity
gnd of all the {deas proclaimed in the constitution" {in Boyd & King,
1980, p. 360},

Not one of these contemperary models directiy fnvolves the uncrit-
tcal inculcation of substantive moral values; fn other words, none
teaches an explicit set of moral values drawn from a single ratigious
or idealogical base. Howewver, all models of moral education, even
those focused on "process,” "principles,” or "stages" make some assump-
tions about the nature of humanity, ethics, and current societal values,
A s01id bulwerk against any sliopage into indoctripation must be a
continuing willingness on the part of the educator {and as an intrinsic
component of the educational program) to examine and publicly reveal
such underlying assumptions and principles and to make clear goals and

pedagogical practices. In this sense, there are variations between

’See 1.A. Smook's Indactrination & Education {1972) and R. 5. Peters'
Ethics and Education (1970 for extended Togical analyses of indoctrination.
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the mpdels. The normative ethics model and William Perry's cognitive-
developmental model have each set fortha clear range of goals and

objectives; In Intellectual and Ethical Growth During the College

Years, Perry ccgently identifies the model's philosophical and psycho-

3 In the normative ethics approach

logical assumptions and Timitations.
Rosen, Scriven, and others have carefully polnted out metaethica?l
assumptions and make the critical examination of such philosephical
premises an “"official” component of the mude'l.4 The wholistic and
humanities models are somewhat more difficult to evaluate, in large
part because they are not so clearly self-defined. In principle,
there is nothing that mitigates against the ongoing analysis and dis-
closure of foundational assumptions and pedagogical practice in either
madel., In practice, however, there are certaln aspects of each that
could lead to indoctrination. For example, the wholistic approach,
with 1ts obvious reorrd for the development of the '"whole" person and

concomitant wilTingness to blur distinctions between the formal curric-

ulum and learning-teaching with the extracurriculum aid learning ex-

3He acknowledges his debt to Jean Piaget and the developmental
approach to understanding cognitive change and clearly identifies his
Intellectual base in “contextual pragmatism" and "relativism" {197D;
pp. 201-203), Moreover, by the standards of his own scheme Perry
himself does not {cannot) claim to have created an absolute standard
for understanding and teaching moral development.

dIndeed. in most normative ethics courses, the two guestions
initially posed are: "“Why be moral?" and "Is there such a thing as
morality?" HNet only is there no preiiminary comnitment to a specific
moral code, but there is no automatic assumption that morality 1tself
is a viable or meaningful concept. Students are expected to make
this judgment individually.
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perfences in general, runs a higher risk of relegating its omphasis
on the rational analysis of moral values to a subordinate status. In
a vary practical sense, is there time for the teachers and administra-
tors using a2 wholistic approach to step back and critically review
the process of moral sducatian itself? In the example given 1in
chapter 3, the faculty serving in the '"competence division of valuing”
are meznt to serve this function; in other applications. however, it
may be all too easy to leave theoretical considerations behind in the
over-arching effort to :aqtru1 and shape all, or most, aspects of
individual growth and development, The humanities mpdel 21so may
be susceptible to indoctrination to the extent that it s1ips back
into a form of instruction that existed in many sectarian colleges
in the 19th century and first half of the 20th century. If the human-
ities are thought to embrace “first princfp?es“5 in an absolute sense
and to inculcate students in Western cultures' "commen heritage,” then
intolerance and ethnocentrism may follow from this form of instruction,
Or, if "vision" were to be defined solely in terms of the male, Judec-
Christian tradition and students were taught neither the knowledge nor
abilities to move beyond to a wider definition and vision of "humans"
and “humanity," then this may be rightly condemned as an indirect
form of indoctrination.

These examples of potential problems are relatively minor, how-

ever, in comparisen with the values clarification approach--which has

ElFirst principles, as defined by Robert Hutchins, refers to meta-
physica)l jdeals and moral and intellectual gquiding principles.
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heen vehemently criticized by many others for covertly promoting con-
formity [Stewart in Purpel & Ryan, 1976, p. 1303 Smith, 1977, p. B}.
The advocates of values clarification often claim to teach an entively
"neutral" valuing technique; yet they neglect to {dentify and defend
their own underlying values and principles, Onre must search the values
clar{fication t{terature very carefully, indeed, to identify their
assumptions about human nature or philoscphical premises about the
rature of moral values and reasoning. [n the fallure to effectively
and systematically deal with such theoretical questions, this mode?
unwittingly incuicates 2 form of relativism. For example, the student
whe cansistently and conscientiously clarifies his own personal values
(according to the scheme laid out in chapter 3), observes his or her
fellow students engaged 1n the same task, and notlces the teacher in a
role rastricted to nonjudgmental "facilitating" and “coordinating,"
may assume that moral decision-making is solipsistic and that individ-
ual values are intrinsically worthwhile, not subject to critical
evaluation by any external standards. If a student clarifies his/her
vajues on "1ying” and assumes an egoist or bedonistic perspective
("T will Yie, or tell the truth, when 1t will help me or give me
pleasure”), thera s T{ttle in this scheme that moves the student to
e{ither critically evaluate and judge ather individuals® value systems
or his/her own system, In short, no one can legitimately tell the
student that he/she is "wrongl"., This may result in indoctrination
because the individual s never required nor even encouraged to
critically understand or question the underlying assumptions of the

approach to moral decision-making.
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Indoctrination may alsc occur when teachers use pedagogical tech-
nigues that appeal exclusively to benavioral, attitudinal, or affective
aspects of human development and 1ear‘n1nq.E In this sense also, the
values clarification model {and to a lesser extent the whalistic
model) has potential drawbacks, With its strong emphasfs on group-
oriented, personally-revealing peer activities and on monitored, be-
havioral implementation, values clarification ironically risks the
mutation of a supposedly “neutral" and "rational” clarification pro-
cess--inte a2 therapeutic counseling technique or, at worst, inte a
superficial, pedagogical game. Again turning to the example on lying
and deception, the teaching strategies largely involved forms of
group disclosure, behavioral monitoring, and "feeling" statements.

In combfnation with a strong focus on the rational analysis of moral
values and & forthright theoretical foundaticon, such methods might

be useful and help keep collegiate-level moral education from assum-
ing an arid, intellectualized approach; however, for reasons developed
throughgut this narrative, the values clarification medel fafls to
provide an adequate model of megral judgment and reasoning, Thus, its
emphasis on affective elements tends to predominate and lead to
possible indoctrination.

The wholistic model may also risk indoctyination by utilizing

pedagogical techniques that appeal to the nonrational dimensions of

EEy "behevioral" ts meant actual actions and conduct. "Attitude"
refers to a combined manner of acting, feeling and thinking that re-
veals one's opverall mental disposition; and "affective” is the mental
dimension of feelings and emotions.
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human development. In the sheer effort to cover all aspects of
"valuing," in concert with no less than the "development of the whole
person,” the pedagogical methods, if not the principled intent, edge
toward indoctrination, Again, there 15 no 1ngica) compornent to this
mode] that necessarily promotes an exclusive focus on affective and
emotional elements of growth. As pointed out in the description of
this model, the attempt is to broaden the tolleqe educational enter-
prise and render it more pedagegically effective through including
such affective elements, not by excluding reason and the development
of rational abilfties and skills. Yet the risk 1s apparent--as pre-
viousiy i1lustrated in the example on lying. If a relatively small
grouyp of facuity, student counselors, and administrators in a
"competency division" rigidly structured all affective, behavioral,
out-of-class activities while leaving the in-class, traditional
academic course components uncoordinated and unintegrated, a form of
indoctrination may occur. 0Qv, at the very least, students may be be-
wildered by an education that overemphasizes the differences between
"affective" and "cognitfve" while also presenting a clear, unified
approach to "valuing" fn the affective sphere and a more haphazard,
multi=-disciplinary approach in the cognitive or intellectual domain.
A student may come to believe that there can be no Intellectual oguide-
1ines or intellectuyal process to help nake decisions about decepticn
and truth teliing. His/her cynicism in this area may very wel)l lead
to an uncritical zbserption in and acceptance of the implicit values
imparted 1n extra- and noncurricular activities,

In summation, the values clarification model of moral education
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runs the greatest risk of indoctrination. Although fts explicit claim
1s for a neutral, unbizsed process of valuing, as a matter of fact its
goals and pedagogical methods (in themselves} are heavily focused on
the affective dimension of learning and experiential learning, and
advocates of this approach fail to incorporate a clear and critical
understanding of morality and moral reasoning as an important com-
ponent. The whalistic and humanities models of moral education are
more difficult to 1dentify as potentially indoctrinating. The bolcg
attempt to educate and develop 2i1 aspects of the individual 1s so
ambitious that it could lead to indoctrination. Also, instruction
in the humanities runs this risk if the humanities are defined 1n
a very narrow sense. MMoreover, neither approach fnsists that students
possess an in-depth critical understanding of morality and maratl
decision-making. This stands in marked contrast to the normative
athics and cognitive-developmental models of moral education. Advo-
cates of both approaches require students to analyze metaethical
assumptions and various patterns of moral reasoning; their goals are
markedly clear and explfcit and also focused on intellect and ration-
ality and away from affective and behavioral aspects of human develop-
ment, The normative ethics and cognitive-developmental models have
the clearest and strorgest conceptual safeguards against indectrina-

tion.
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Han-B3ehavioral

A major danger in any model of maral education s the tendency
to create all too specific objectives and to emphasize the creatign of
"good," “moral" individuals. This emphasis on specific, behavigral
ocbjectives and techniques rather than a reliance on either the more
distanced, ultimate aims of 1iberal education or on the spacific
objectives focused on intellectual skills is closely linked to the
risk of indoctrination. The efficaciousness of behavioral teaching
and learning technigues is not in guestion, nor is their use among
younger students or in cyrricular areas ocutside of moral educatfon

and goals centered uponvaluing. However, in college-level programs

of moral education, in keeping with the overall atms and methods of
a libaral arts education, behavioral qoals and systematic teaching
methods are inappropriate for two major reasons: First, behavioral
goals, almost inevitably, are congrete manifestations of & specific
moral value system, thus indoctrination 1s very likely, Moreover, the
11kelihood of bypassing respect for students' autonomy and willirg
cooperation are hefghtened with behavioral gbjectives. Second, the
primary liberal studies emphasis is on the intellectuat development
of the student. Behavioral approaches weaken or undermine that
emphasis and tend to shift focus away from mastery of knowledge and
intellectual 5ki1l1s to the achievement of specific types of behavior,
In other words, most liberal education geals are in themselves non=
behavicral (or at teast not directly measurable through behavior in

an immediate and obvious sense}.
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A paradigm case of a hehavioral apprpach {s described in B.F,
Skinner's fictional work, Walden II. His is a society 1n which such
traditional concepts as "freedom," "dignity" and "morality" are disre-
garded as empty verbiage and 1n which it is generally accepted that
positive societal and individual goals and values are, in the overall
scheme of things, already well known and accepted. Behavioral goals
would, obvicusly, directly focus on shaping, changing, or controiling
specific observable bhehaviors. Social and interpersonal skflls that
reduce or eliminate such anti-social {and immoral} behaviors as theft,
greed, overambition, deception, hatred, and violence would be rein-
forced, and, 1n 1ike manner, positive forms of socia) behavior involv=-
ing benevolence, courtesy, care, and honesty would be rewarded, In
addition, the entire learning enviromment would be designed in the
manner considered most 1ikely to promote correct behavior patterns.
This focus on specific behavioral goals and outcomes, from the advo-
cates' perspective, eliminates vagueness, lack of specificity, and
inability to adequately evaluate learning outcomes, From the liberal
education perspective, however, the exclusive or primary concentra-
tion on behaviaral change is both intellectually shallow and ethically
suspect,

Of the five contemporary models, only two have any type of
explicit behavioral goals or teaching methods: The wholistic approach
and the values clarification mpdels. [t is important to note, how-
ever, that in at least two senses all these models seek to change
behavior (if behavior is defined in broader terms than actual bodily

conduct)., At the very least teachers attempt, in their own way, t0
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alter verbal behavier by imparting language and concepts that a2llow
far an articulate, consistent means of developing and defending cne's
own moral values, And, as with many forms of education, the creators
and practitioners of these models all wish to empower students to
initiate and mafntain their own behavioral changes. It it not, then,
"behavioral change" per se that is the major and direct goal, but
rather the potential for the individual student to change him/her-
self as a result of comprehensive intellectuzl development {see the

Hastings Center study, The Teaching of Ethics in Higher Education,

1980, pp. 54 & 55). The values ¢larification medel, however, dwells
far more specifically than this on direct behavioral change. In such
exercises as "Values in Action," "Sensitivity Modules,” and "Removing
Barriers to Action," the model's final two goals of "acting on one's
beliefs" and "acting with a pattern, consistency and repetition” are
promoted; marecver, the pedagogical techmiques themselves require a
significant amount of direct behavioral participation, Thus, alithough
this model's advocates eschew any authoritative stance in any set of
maral values {other than the seven-step process-of-valuing scheme},
they do encourage each student to affect some immediate behavioral
change. Students in a "workshop" or "semipar" on 1ying and deceptian
will be reguested {if not required) to bring thefr behavior in line
with thefr publicly espoused values (whatever they may be)., Students
may be asked not only to verbalize their values but also act them out
in role plays and share their plans to act in accordance with those
values,

In the wholistic model, as defined in the previous chapter, in
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none of the obfectives are there overt proposals for behavioral trans-
formation. Yet the underlying theory, by definition, reguires a sysa-
tematic institutional response, the use of many different toels for
change, and the integration of both cognitive and affective dimensfons
of growth. Also, there are college-level wholistic models [for two
paradigmatic examples: Marashi International University, lowa, and
Bob Jones University, South Carclina) which do place strong emphasis
on behavipral change., The 1ine between encouraging each individual
student to incorporate the behavioral and affective components of
“yaluing" and the creation of an institutional ethos which promotes
conformity through attempting to shape and educate the "whole person"
is nelther firm nor fast, Even with a relatively mild, nondoctrin-
naire wholistic approach {such as that used by Alvernc College), the
risk of s1ipping into a behaviora)l emphasis 1s apparent. If such an
tnstitution chooses to comprehensively measure student outcomes on
a four-year scate--an approach that goes well beyond traditional
coUrse=by«caurse grading--the tendency will he to create specific
objectives and behavioral teaching methods that promote very direct,
overt, measurable skills and competencies, While this may bhe a
laudable appreach for certain types of intellectual and physical
skills, it falils far short of the 1iberal arts notion of teaching
"discerning moral judgment" and of imbuing persons with "moral vision."
Moreover, the tendency to measure behavioral cutcomes stands in con-
tradiction to the whole notion of 1iberal education as teaching

“ipitfation into 2 process, a development" (Wegener, 1978, p. 126).
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In summary, the novmative ethics, humanities and cognitive-devel-
opmental models of moral education do not include direct behavioral
goals or objectives, Although advocates of sach recognize the impor-
tance of teaching improved skills in verbal "behavior" [as opposed to
actual conduct) and also recagnize the significance of long-term aims
{such as empowering individuals to affect their own changes in conduct
and 11fe=style), they do not ailow specific iearning objectives--
focused on altering individual behavicr--as part of their model. The
proponents of a wholistic approach or the values clarification model,
however, are neither definitive nor clear on where the {ine is drawn
hetween a legitimate focus on verbal or Tong-term behavioral aims and
specific behavioral objectives in the curriculum. The values glar{fi-
cation model is focused on behavioral change in an ali-too-immediate
sense, risking both indoctrination and intellectual shallowness. The
wholistic model's strength {5 also its weakness--in the sense that its
comprehensive focus on all aspects of human development may be admir-
able at the level of aims and long-term goals, but dangercus when
translated into specific curricular objectives (especially when

measured in terms of behavioral outcomes),

Liberal Education: The Defining Criteria

Contemporary Goals Before outlining the contemporary goals of

liberal education as the primary standard for critiquing models of
mora? education, two additional logical features of *1iberal education"

need to be reviewed. These two closely related logical features may
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also help evaluate programs of moral education. First, 1iberal educa-
tion is neither primarily nor directly focused on vecational or saocial
ends. As pointed out in Chapter 2, moral educaticn in an undergraduate
setting must, for example, avoid the narrowness of ethical training
exclusively for good citizenship or the limited examination of moral
issues in seltected professions. 5Second, a program or course focused
on mprality must be firmly connected with 1iberal education’s intel-
Tectual objectives. This does not exclude all forms of affective
objectives or applied«learning approaches since "intellectual" is de-
fined quite broadly to mean giving good reasons, thinking rationally,
comprehending specific facts and general principles, and exercising
sound moral judoment, It does, however, rule out educaticnal wodels
that place a primary or crucial emphasis on affective growth, exper-
igntial learning, behavioral change, or therapeutic counseling methods.

Does focusing on "training for specific ends or purposes” help
discriminate bhetween the models? FPotentially, yes. Do any of these
specific approaches to college-level moral education actually empha-
size moral training toward specific or narrow goals? [n short, the
answer is no, Although the normative ethics model has frequently been
used as part of the curriculum for professional training {“Ethics in
Health and Medicine," "Business Ethics,” and "Morality and Law," for
example}, nelther {ts theoretical foundations nor its pedagogical
methods preclude 1ts use as a form of general education in the 1iberal
arts curriculum, Historically, the humanities medel has sometimes been
promoted as a means of teaching responsible citizenship, but the

humanities-as-a-means-of-morat-education has rarely, if ever, had
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citizenship as an exclusive, or even primary, qoal. As often as not,
studlies in the humanities have also been oriented toward the counter-
culture and have encouraged value-laden criticism of existing socfal

7 In Targe part, the process-skill orientation of all

mores and norms.
five models [1n combination with at least the fntention to educate
the 1ndividual in the broadest sense possible} has halped to ensure
the avpidance of such narrow and 1imited goals as “training geod
citizens," "daveloping sensible consumers,” and "producing homest
politiclans or ethical doctors.” The remaining critical logical
feature, 2 strong intellectual orientation, is so closely reflected
tn the contemporary major goals of 1iberal education that there is
11ttle rneed to dwell upon 1t at this point.

The goals of 1iberal education, as outlined at the conclusion
of chapter 2, do provide important criterfa. Clearly all programs
of moral education need not directly match, one-for-one, all of the
major goals. However, the objectives and teaching methcds of any
potential undergraduate program should indirectly relate to at least
three or four of these goals; directly implement two or three; and
not fall into direct contradiction with any of the five major goals.
These are minimal criteria and appropriately so; 1t would be unreal-
istic to expect any single umdergraduate program, discipline, or

course [no mattar what 1ts major function) tmaccomplish all five goals:

?Euuntercu1ture 1s defined as efther a sustained criticism of or
a marked alternative to existing culture--people's shared reality as
expressed in word, image, myth, philosophy, mpral! style and education.
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to teach c¢lear and effective writing and thinking; develop depth in a
specific fleld of knowledge; insti11 a critical appreciation of how
we learn and apply knowledge; teach skills in thinking about and under-
standing the moral realm; and develop sensftivity to and tolerance of
other cultures and time periods. These flve are positive, primary
goais of the liberal education curriculum; they are not overarching
collegiate aims, nor are they specific curricular objectives intended
for some programs and courses and not for others. These goals occupy
a central ground between the literature of aims (reviewed in the
following section) and the curricular objectives proposed in each of
these models, When gne asks if they are related or connected, we are
asking if the model's cbjectives are both logically and practically
cannected to one or several of the five goals., Do the models' objec-
tives, and the teaching strategies that foilow, help implement the

major goals of 1iberal education?

Clear Thinking and Writing An educated pevson must be able to

think and write clearly and effectively, 0One undergraduate model of
maral education places unequivocal, critical emphasis on this goal;

the normative ethics model highlights the need to teach clear, con-
cise writing and thinking skills, The recognition and examination of
concepts, of prescriptive moral statements, and of principles and moral
rules and the development of analytical and 1ogical skills are stated
objectives. Pedagogical practice emphasizes structured discussion and
freguent written assignments; and criterla for evaluation center upon

guality of argumentation, mastery of theory, and ability to accurately
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express ideas and concepts in writing and in speaking., The normative
ethics model directly implements this major goal. The humanities
model 1s neither &s emphatic nor as direct, yet clear writing and
thinking are importamrt and obvious elements of this approach as well,
In the humanitfes such objectives as "conserve and cultivate the
greatest works of humanity" and "foster a critical spirit" draw immed-
iate attention to clear communication., The required reading of
classics and guided pondering on seminal concepts and principles helps
teach clear thinking and writing. The development of a critical
spirit, one which does not accept matters at face value but rather
searches for depth and symbolic meaning, also builds a student's abil-
ity to think ciearly and communicate ideas effectively. Students who
have systematicaltly read, studied, and discussed such works as "Mac-

beth," Notes from the Underground, HNative Son, and Animal Farm (to

draw upon the example presented in chapter 3} are then called upon to
write critical anmalyses and interpretations. Such students are being
rigorously taught how to write and think for themselves; they are being
presented with paradigm cases of clear and insightful thinkinrg and
writing. From the simple, forthright prose of Orwell’'s essays to the
deep philosophical characterizations of Dostoevski's novels, students
are called upon to read and critigque different ways of communicating
ideas, facts, and values, and to then attempt theiv own coherent think-
ing and writing.

The remaining three models of moral education are not so closely
linked with this libkeral education ¢pal. In a theoretical sense, at

least, not one of these models--wholistic, cognitive-developmental,
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values clarification--works agafnst clear thinking on writing, Yet
the actual degree of emphasis on writing and communicating skills falls
distinctly short of the first twe models, and the definitions of what
exactly constitutes "clear thinking" are far more divergent. The cog-
nitive-developmental approach to moral education, by definition,
stresses intellectual growth and movement through progressively more
complex, more sophisticated stages of thinking. Clear thinking and
writing are not, however, immediate objectives in themselves; rather,
they are seen as probable results from cbjectives centered on individ-
ual development--guided through the stages of growth. In other words,
the teaching of clear thinking and effective writing is ore set of
means toward moving students to "contextual relativism" and "commit-
ment in relativism.” The wholistic approach alsoc stresses the
student's personal development as paramount; the primary focus ties
away from mastery of methods of inguiry or acquisition of knowledge
or fact: and rests squarely on the wholistic growth of the individual,
The generai objective for moral growth, "facility for farming value
Judgments within the decision-making process," apain, does not directly
stress clear thinking and writing, [The sixth and final outcome,
“articulating and expounding upon one's value Judgments at an advanced
level," is unrequired and only occasionally selected by humanities
majers.) Yet, required writing and critical thinking are perceived as
means for human growth and are frequently used {n practice. Advocates
of the values clarification mode! have not proposed clear thinking and
writing as direct objectives, despite this model's stress on "valuing"

as a thinking skill. The direct, explicit objectives stress "choosing,'
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"orizing," and "acting upon values"”; the ore specific ohjective,
"public affirmation of values,” which one might consider pertinent,
is not at all clear fn itself. '"Public affirmaticn" may mean 2 spoken
announcement regarding one's beliefs about truth-telling, or taking
specific actions in accordance with stated beliefs. Although there
is nothing that actually mitigates against this important liberal
education goal, it plays a less prominent role in the values clarifi=
cation approach, To a significantly larger degree, the teaching of
clear writing and thinking is, at least, viewed as an effective peda-
gogical mathgd by the proponents ¢f the wholistic and cognitive-
developmental models: and, as noted, the humanities model and most
certainly the normative ethics model of moral education directly em-
phasize clear and effective thinking and communication as important

educational objectives in themselves.

Depth in a Field of Knowledgqe "An educated person should have

achieved depth in some field of knowledge." Of all the liberal educa-
tion goals, this might be considered one of the least helpful for dis-
tinguishing betwaen models of moral education, since it primarily
refers to the role of the major or concentration., Ko contemporary
American college or university has chosen to offer an undergraduate
academic major in “morality" or "moral discipline.” In only one of

the five models can ane discover a proposal for elther a disciplinary,
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multi«discipl fnary, or non-disciplinary majur.ﬁ Indeed, questions 1n-
volving length and depth of study are largely ignored. The emphasis
has been a minimal cne--on introducing or integrating notions of moral
reasoning and development within the curriculum, rather than expanding
such ldeas into a complete major or discipline. MNevertheless, because
this goal encompasses the pawer of cumulative focused learning as a
means of developing students' abilities in reasoning and analysis, it
is not irrelevant. Is morality a fleld of krowledge or a discipline?
Or, even more basfcally, is there such & thing as moral knowledge?
Can [or should) one specialize 1n "moral reasening” as one unique
intellectua? sk111? These obviously are difficult epistemological
gquestions--well beyond the purview of this thesis, Yet, at least in-
directly, each model does assume basic parameters, some implicit
answers to these gquestions f{as is the case in this dissertation). For
example, 1t might make sense to achleve "depth" in morality as a field
of knowledge in one model {(for example, normative ethics)--but not
within another {for example, values clarification}.

The humanities model typically does not emphasize either depth
or cumuiative knowledge in morality; in this approach--whether the
focus 15 on moral reasoning as a skill or on moral knowledge as a
content area--moral education is subsumed under those traditional
disciplines and qreat works constituting the arts and humanities,

From this perspective many lessons can be drawn from a systematic

E!lﬂlli.‘.ht:mgh the possibility of an independent, student-created major
is particularly evident in the noymative ethics or wholistic medels, Tt
1s only within the Humanities that one can {dentify an interdisciplinary
ng;;}fccused on maral judgment, See Mortimer Adler's Paideia Proposal
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exposure to the classics, among them lessons in morality and moral
decision-making; yet the notion of sustained, in-depth learning in
morality 1tself 1s largely disregarded if not actively rejected. In
a sense the typical humanities' response to a continuing “narrow"
examination of moral ways-of-knowing or reasoning s to accuse such
programs of sanitized rationality and historical vacuity. In other
words, it is the ideas and methods inherent in religign, history, art
and Tfterature which give shape and meaning to moral experience and
moral knowing. One "concentrates' on art or 1iterature, or religion,
while moral ways-of-knowing, judgment, and vision are presumed,
natural consequences of such sustained exposure.

Advocates of the wholistic medel of mora) education are vague
about morality as a potential depth-field of study. Although all
students are called upon to develop incremental skills in “forming
value judgments within the decision-making process,” tellingly, it is
only humanities majors who {sometimes) procead to the three more ad-
vanced levels of "value decisfom-making." Once again, the notion of
real, cumulative knowledge in morality i5 largely neqlected in the
attempt to develop many different aspects of the individual and to
introduce the student to many varied areas of knowledge and personal
development, The student who has been exposed te cultural anthro-
pology seminars focused on societal values and practices in truth-
telling and deception; to student personnel workshops on the college's
honor code principltes; and to an externship experience in an urban
ghetto sponsored by the Religion Department, may not have intellect-

ually concentrated on an aspect of moral reasoning and knowledge so
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much as engaged 1n an eclectic, trans-disciplinary set of learning
experiences. If wholistic Yearnming can be regarded as multi- or
trans-disciplinary learning, the values clarification model of moral
educatfon 15 essentially non-disciplinary. It has 1ittle or no basis
in the historically-developed disciplines of knowledge, and even its
most devout preponents do not claim 115 status as an area of knowledge,
Although the wide variety of clarification skills and technigues may
Tead to a form of interpersonal knowledge in the sense that an indiv-
idual may become more aware of his/her existing values, In gensral,
however, this model fafls to provide either the theoretical basis or
conceptual depth necessary for sustafned, intellectual ingquiry.

The normative-ethics model, on the other hamd, s rooted in
ethics as a long-standing discipline of philesephy., Earlier in this
thesis Paul Taylar was quoted, claiming that "moral growth occurs . ., .
&s the indf{vidual develops his capacity to reason about his moral be-
liefs.” This applied philoscphical approach to moral education defin-
itively emphasizes in-depth intellectual skills focused on the moral
dimension to life. Intellectual coherence and comsistency, Justifi-
cation of moral rules and principles, development of a working vocabu-
lary in moral reasoning, stimulation of the moral imagination ave
basic programmatic cbjectives. Although, as with a7l these models,
there seem to be no actual undergraduyate concentrationsor majors in
normative ethics, the flourishing of acedemic journals and centers for
study centered on ethical {ssues and applied ethical reasoning are,
in themselves, indications of the possibflitfes for sustained,

critical 1nquiry, for an in-depth understanding in this area of
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krowing., Moreover, the model intrinsically encourage: in-depth moral
reasoning and a develcped ab{)ity at moral judgment whether or not it
is relegated to single course status, expanded tc a more prolonged
series of courses, or develaped intc an entire program. The cognitive-
developmental approach,on the cther hand, is more ambiguous 1n this
regard. Although increasing the “cagnitive" complexity and saphisti-
cation of tha individual 15 one of the key goals, in-depth learning
in a single area of knowledge is not a direct component of this madel.
With its roots implanted in a psychological understanding of human
intellectual growth, the cognitive-developmentalists emphasize teach-
ing and learning methods which will move students away from "dualism"
and toward “relativism” and, eventually, "commitment-in-relativism."
Yet, there 1s nothing that precludes in-depth disciplinary (or inter-
disciplinary)learning as one means of attaining those goals. Indeed,
the actual models developed by Lee Knekelkamp et-al. utilize well
known 11terary works [some ciassical works) and demand much verbal and
written anatysis from the students. Although content knowledge and
in-depth sk111s in critical reasoning may be of secondary fmportance
in this overall scheme of individual development, they are by no means
irrelevant, Instead, the role of in-depth knowledge and reasoning
skills are vrecast, placed in the context of teaching toward the in-
tellectual and ethical maturity of the individual student, In summa-
tion, the values clarification and wholistic models prpvide negligible
emphasis on Intellectual depth, on sustained critical reasoning in one
field of knowledge. The cognitive-developmental and humanities

approaches occupy a central ground, netther excluding such a form of
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maral learning nor directly affirming it. The one contemporary model
which very clearly pravides a possible structure for intellectual con-

cantration s, then, the nermative ethics approach.

Critical Appreciation of ... Knowledge and Understanding "An

educated person should have a critical appreciation of the ways fn
which we gain and apply knowledge and understanding of the universe,

of society, and of ourselves." Essentially, this educational goal
emphasizes the need for, at the very least, an “informed acouaintance"
with each of the major ways-of-knowing. This is no detailed commit-
ment to a specific set of disciplines or to a specific way of structur-
ing and organizing knowledge, Instead, the focus is, fn a very general
sense, on becoming aware of and having some experience in a wide
varfiety of ways-of-knowing and, just as important, on developing a
critical appreciation of those ways. In other words, for the 1fberally
educated person the categories of knowledge themselves, the ways that
we humans "know" things are not fixed, fmmutable categories; they,

too, are subject to analysis and revision. Implicit in this goal,
then, is the philosophical belief that eritically understanding the
methods and structures through which we analyze and understand gur-
selves and the universe is of fundamental importance.

In terms of introducing students to many different ways of know-
ing, one commonly thinks of the entire curriculum, not a single course
or one course of study, as the means to achieve disciplinary breadth
of knowledge. Only with the humanities and wholistic models is there

any sustained affort to provide exposure to a variety of disciplines
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--all in the attempt to morally educate. The various levels of "value
decision making" in the wholistic approach require experience and
skills in interpersonal knowing (what Phillip Phenix raferred to as
"synnoetics," 1964): in psychology and soclology: in the natural
sctences and technology; and in cross-cuitura) and artistic forms of
understanding. Using this goal, however, it is mare useful to inquire
1f any of the models utterly fails to contribute to a critical appreci-
ation of the ways we gain and apply knowledge and understanding., Such
a charge 15 very difficult, indeed, to leve] at etther the humanities
or normative ethics models. Each model has intellectual understanding
as an important ebjective. The normative ethics model centers on the
teaching of critical reflective morality and emphasizes analytic
5k111s and a metaethical understanding of the moral dimension and
moral lapguage. The humanities model draws upon the disciplines of
history, religion, philosophy, literature, and the arts (and occasion-
ally, the social sciences) to teach skills in moral judgment and to
develop moral wision and fmagination, Knowledge of and respect for
the many, varied ways that human beings come to understand the world,
themselves, and human experience is an important aspect of this tra-
ditional approach,

As already noted, the wholistic model dees expose a student to a
wide variety of disciplines, but 1t also introduces students to many
other ways of growing and developing that are not exclusively focused
on intellect and reason. In a positive sense, this approach has help-
ed to stretch ocur notion of human reason and te become far more crit-

ical of a "purely" intellectuz?, rationalized form of education; and,
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perhaps, it has also helped teachers and students to become more aware
of and sensitive to the emstional and psychologfcal basis of JTearning.
The wholist{c approach to education is not, however, as directly and
forthrightly committed to a critical appreciation of the ways we gain
and apply knowledge as either the normative ethics or humanities
models. In practice, one is left with the impression that the
wholistic curriculum is designed so very broadly, with the individual
student's growth and needs as the primary goal, that there is compara-
tively less time and effort for critically examining the methods of
intellectual understanding and the structures of knowledge. The same
risk is apparent with the cognitive-developmental model, in which the
moral education of the fndividual is, first and foremost, defined in
the developmental terms of human needs and Individual growth patterns.
Altheugh a critical familiarity with the traditional categories and
disciplires of knowledge 1s only of secondary importance, this model,
nevertheless, does emphasize cognitive patterns of growth and uses
forms of critical fnquiry to move the student from simpler ways of
knowing and understanding to more complex patterns. Neither of these
latter two models, then, in any sense "utterly fails" to emphasize a
critical appreciation of the ways we gain and apply knewledge,

The values clarification model, however, falls far short of the
other four models, With its heavy reliance on such pedagogical tech-
niquas as simulation games, role playing, and group sharing, little
emphasis is given to serious intellectual debate or to questioning of
substantive value positions or toc the process of reasoning 1tself.

The focus on values as "the broad realm of human preference" seems to
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leave little time for the extended analysis of moral values as distinct
and crucial to the human situation., Moreover, this model‘'s gbjectives,
centering as they de on "awareness," "sharing," “clarification," and
"implementation,” depart widely from the primary 1iberal education goal
of ¢critical examination of knowledge. Indeed, the model's proponents
scrupulously aveid mention of a disciplined, structured approach to
moral knowledge: rather, it would seem, values are "pre-axistent" and
the only vole of the "values educater" is to prod each student into an
awareness and clarification of hisfher existing value system. If
critically understanding the methods and structures with which we
analyze and understand ourselves and the universe {s also of funda-
mental importance, then the values clarification approach to moral
"awareness” and development is, again, clearly inadeguate. This
model's proponents show markedly 1ittle sense of the metaphysical
and ethical assumptions of their own educaticnal methods as well as

those of academic disciplines and other educational structures.

Cannot be Provinc{al "8 crucial difference between the edu-

cated and the uneducated is the extent to which one's life experience
Is viewed 1n wider contexts." This combination of intellectual matur-
ity and ethical insight resulting in an attitude of open-mindedness
angd tolerance 1s another important, intended qutcome of a liberal
education, Courses, programs, and educational practices which help
implement this goal are contributing to the 11beral aris enterprise.
"Viewing 1ife in a wider centext”" and being fully aware of "other

cultures and other times" requires factual knowledge and an historical
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and cultural understanding of peoples and times different from one's
own, but 1t also calls upon the ability {and willingness) to step aut-
side of one's self, cne's personal clrcumstances, to exercise imagina-
tion and an extended sense of sympathy., Again, do these contemporary
approgches to moral education contribute to this liberal goal? Or,
in a negative sense, do any completely fail to do so? In hoth the
tumanities and wholistic models a direct emphasis is placed upon other
cultures and other peoples, A critical objective of the humanities
mode]l is "to teach vision,” and vision 15 defined a5 "seeing alterna-
tives, gaining perspective by obtafning standards of comparison from

. past and present." Students read classic works and experience
great art from many different cultures--all in the attempt to create
more humane, more civilized people. In the whelistic model, two
objectives subsumed under the general goal of "ability to form value
judgments 1in the decisisn-making process" are: "“understanding the
impact of individual and group value choices upon the human community”
and "recognizing and empathizing with the values of different and
diverse human groups." In the example develgped in Chapter 3,
students are exposed to am anthropological study of different cultur-
al attitudes and practices on vartous forms of deception and are also
asked to survey a wvarfety of ethnic, urban groups, suburbanites, and
ryral populations in order to develop a sense of divergent beliefs
and attitudes about 1ying. Through directly examining the values,
culture, and history of other pecples, both the wholistic and the
humanities models contribute to the development of a broader context

for knowing and understanding ourselves, others, and the world-at-iarge.
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The normative ethics and cognitive-developmental approaches to
moral educatign are not as directly focued on the study of other cul-
tures and times, yet in a different sense both do contribute to the
educational struggle against provincialism. Advocates of the norma-
tive ethics mode! propose two curricular objectives which are very
clearly connected: “stimulating the moral imagination: and "tolera-
tion-«and reduction--of both ambigquity and disagreement in the moral
realm.” With its focus on rules and critical reasoning, this appreoach
is more "process-oriented" than either the humanities or wholistic
models, and it does not, fn itself, dwell upon the historical facts
and cultural artifacts of other countries or peoples. Nevertheless,
in the attempt to prod the moral fmagination, toc enable students to
cee that there s & moral point of view, and with the effort to in-
sti11 a sense of toleration that must follow from unanswered guestions
and inevitably canflicting values, the practiticners of this model
are indeed contributing to the overall goals of 1iberal education.
In the same manner, the cognitive-developmental approach does not
directly teach about the culture and values of peoples and times ather
than our own, yet 1t does emphasize curricular objectives which bring
about awareness and toleration of different pecples and ways of 1ife,
For example, the student operating with a dualistic intellectual amd
ethical orientation is--in a very planned sense--exposed to a diversity
of opinions and values, challenged to assume more responsibility for
his/her tearning, and supported by a clear, straightforward learning
structure. The immediate objective 15 to guide the student on into

the stages of multiplicity and velativism. Increased cognitive com-
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plexity, improved ability to think abstractly, an increased degree of
internally-guided behavior, end a mych greater sense of context and
Interdependency 1n human relationships are among the characteristics
embodied in this continuing educational challenge to eventually move
the student to the adwanced stages of "relativism" and on to "commit-
ment in relat{vism." As these higher stages, or objectives, are de-
scribed by Perry, and others who have applied his theory, it is clear
that such an individual could not, would not, ke provincial or
narrow in efther his/her intellectual or ethical decision-making.

This, again, leaves for fina) consideration the values clarifica-
tion model., UDoes this apprpach to moral education enccurage students
10 view thelr life's experiences in a wider coptext, to combat narrow-
minded provincial attitudes? This model's proponents wish to develop
peopie whe choose thelr values frealy from among sericusly considered
alterpatives, who cherish and publicly affirm their chosen values, and
who consistently act upon their choices. There is nothing that ex-
cludes the intreduction of other cultures' values and attitudes into
the pool for "free selection.” Indeed, at an elementary-level several
vatues clarification educators have developed historical and social
scientific curricular matertials which teach children about other re-
gions of the world in a bias-free manner.g The major potential draw-

hacks with this model T1ie fn its almast exclusive focus on the indiv-

——

glSee Kirschenbaum's Advanced Yalues Clarification (1977) for
examples.
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fdual and in its unwillingness to accept or teach moral Judgment. In
the example presented in the third chapter the instructor and the
students refrain from passing moral judgment on the expressed values
of the class participants. VYalues are freely chosen feelings that are
individually held, subjective, and not to be subjected to externmal or
peer testing or evaluation. If a student has freely chosen deception
and lying a&s continuing, viable values for her/himself, then (so long
as those values are freely and thoughtfully chesen and cherished and
publicly acted upan) others must openly accept this. Taken to 1ts
logical extreme, this approgch to moral education may create "values
solipsism," individuals who remain provincial because they are asked
only to choose and clarify their own values. Although there may be
room {n this mode! for free selection of values from many different
cultural and historical traditions, there does not seem to be a place
for any sust2ined dialogue and debate. This serious gquestion, there.
fore, can be posed: Without engaging in any serious intellectual and
ethical debate between various competing points of view, can an in-
dividual evolve or grow inta a widey, more mature, and less provincial
context for moral knowing and understanding? And, 1s an indfvidual
authentically tolerant and open-minded if he/she willingly accepts
any form of values in an intellectual {and ethical) nondiscriminatory
manner? At the very least, these are reservations, pointing to funda-

mental weaknesses fn this model's contribution in combating provincial

thinking and values.
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Understanding of Moral and Ethical Problems The contemporary

qoal, "An educated person {5 expected to have some understanding of,
and experience in thinking about, moral and ethical problems," dwells
upon the cognitive glements of moral education, on “informed judgment,"
and on the ability to make "discriminating moral chaoices." Again, the
normative ethics and the cognitive developmental medels appear to be
the most clearly and straightforwardly committed to the role of
analytic and synthetic reason in moral aducation and to the genaral
role of reason in moral decision-making, Obviously, however, in a
brpad sense all five models propose ito teach a deeper understanding
of moral problems and improved abilities 1n moral deciston making.

The very point of this thesis is to distinguish between these models
--beyond the sweeping and amorphous statements of adms, This final
goal, then, is, 1n this instance, an unhelpful criterion; unhelpful
because it deals so very divectly with meral education itself and does
not offer any detailed breakdown of objectives. This chapter now con-
cludes with a review of the 1fberal education traditicn as one final
means for helping select an effective and ethical model of college-
level moral education, This criteripn draws upon the general, histor-
ical amalysis of the overarching aims and purposes of 1fheral educa-

tion--as developed in chapter 2.

Liberal Education: The Defining Tradition

Runntng through the entire 1iberal arts tradition has been a com-
cern for intellectual and ethical vision; a rejection of 2 narrgw,

specialized or technical education; and 2 firm belief in the need to
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develep the ability to understand details and facts in Tight of princi-
ples and theories. In an ideal sense, the 1iberal studies educator
introduces the student to the ongoing concerns of human culture and
clvilization, engages the student in the intellectual examination of
our cormon heritage, and frees him/her from the fetters of ignorance,
prejudice, and societal conformity. Moreover, the search for truth
and the creatlon of an ethical individual bhave served as ultimate aims
for liberal education in a manner untike that embraced by the large
modern university (which has tended to emphasize the advancement of
knowledge, professignalism, and service to soclety) or the community
college {which has tended to emphasize social egalitarianism, voca-
tionalism, and direct service to the community}.

Besides this continuing concern for the integration of intellect
and ethical vision, there has teen a strong focus on educating the
whole person--as a person--and not s¢lely in one, or more, of our many
assumed or imposed roles. These two alms of 11beral education, es-
pectally, work together to give this form of higher education a dis-
tinctly ethical context, The “family resemblance” of 1iberal educa-
tion, in large part, 1ies in this push to have individuals grapple with
the ethical problems and meaning{s) of human existence, The liberal
educator believes that ultimately this is a personal, fndividualistic
task and that it is, in itself, a moral endeavor which heips create
and nurture autonomous, frea-thinking {ndividuals, To re-cite Murch-
land:

Historicaily, liberal education has addressed itself

ta the task of determining and clarifying humar needs
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ang values. It was from the beginning a per-
fective process, a shaping of human sensibii{ity
toward desirable and rationally justified patterns
of action. It was quite frankly an ethical enter-
prise. (1976, p. 22)

In the contemporary overview of liberal education, reference was
made to the writings of Paul Hirst and Charles Wegener; each of them
describes liberal education as an initlation inte the process of
intellectual) activity. Essentially they both contend that 1fberal
education must be concerned with the comprehensive development of the
mind. This emphasis moves wel] beyond the acguisition of factual
knowledge to an understanding of experience from many perspectives,
the abi1ity to understand complex conceptuat schemes, and a familiar-
ity with the "arts and technigues of different types of reasoning and
Judgment® (Hirst, 1574, p. 47)--incTuding moral reasoning. How, then,
does each contemporary mode] of moral education fit into this, the
tradition of Cardinal Newm2n and "The Yale Report," of Alfred North
Whitehead, and of contemporary 1iberal studies educators and phileso-
phers?

The techniques and goals of the values clarification model as well
as those of the wholistic model do point to certain aspects of human
morality which, undoubtedly, are significant. However, thelr role in
the formal undergraduate curricylum should be negligible when ohe con-
siders the historical focus and mission of Tiberal education as briefly
puttined above. This level and type of eduycation is grounded in a

view of the older student as autornomous and rational. Actual mora)l



-187-
behavior 1s not taught 1n such a setting; rather, a capacity for
principled thinking and critica? moral analysis 1s developed as free
as pessible from the influences of unacknowledged or dogmatic moral
instruction. Each individual must be free to question and choose his
own substantive goals and values. A model for moral education 1n the
liberal arts curriculum should provide the individual with the ration-
ally develeped criteria and intellectual heritage necessary to under-
stand and analyze ethical action and principles, to systematize and
examine his own selected moral values, and to understand, and to some
degree tolerate, the ambiguity and differences that inevitably arise
within his own schema as well as others'.

Neither the wholistic nor the values clarification approeches as
mpdels of college-level moral education accompl{sh this, There are
very clear dangers of indoctrination with values clariffcation and
far too much emphasis on behavioral change in both models, Utilizing
the contemporary goals af liheral education as criteria, the values
clarification model falls far short of any acceptable standard. The
wholistic mede] {5 more ambiguous. Although the struggle against
provincialism is an important objective and although the aim of the
entire model 1s, after all, education of the whole persan, there is
little direct emphasis on clear thinking and writing in moral decision-
making, on in-depth learning in morality as a legftimate field of
study, or on a more critical, analytic appreciation of knowledge.

At first glance, 1t may seem that the humanities model of moral
education should fit quite well 1nto the 11beral education tradition,

and, indeed 1t is a far more acceptabie alternmative than either of the
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two aforementioned models. The humanities model so richly draws
uvpon the humanistic classics of {at least) Western civilization, and
1t does claim "the teaching of ethical vision" as one important objec-
tive. However, although this model does not dwell upon behavioral
cbjectives or techniques, it does, oddly enpugh, risk indoctrination
{at Teast to a smal) degree), As indicated earlier, if the humanities
or "human" were defined narrowly (perhaps solely in terms of white
male, upper class, Judeg=Christian tradition) then this may lead to
a2 narrow, blind form of inculcation. An unlikely occurrence in
practice perhaps, yet this essentially is one of the major 20th cen-
tury criticisms leveled at the entire 1iberal arts tradition. In
short, to the extent that 1iberal education {and especially the human-
ities} has embraced "idealism" as its philosophy, Western classics as
1ts primary learning resources, and the didactic lecture as its peda-
gogical method, it has become inteltectually and soctally elitist,
closed to innovation, and nmarrowly doctrinnaire. As pointed out in
chapter 2, the liberal education philosophy has moved well beyond these
criticisms, yet the humanities-as-a-model-for moral educaticn remains
suspect on this account, An equally serious congcern lies with this
modet's lack of focus on moral reasoning. In using the 1iberal edu-
cation objective of "depth in & field of knowledge,” it became clear
that the humanfties form of moral education typically does not empha-
size depth or cumulative knowledge in morality. Instead, moral educa-
tion is subsumed under the traditional disciplines,topicaliy oriented
interdisciplinary programs, or the classics of Western culture;

students are expected to become aware of the moral dimension and
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implications rather than concentration on ethies 1tself as a flald of
knowledge and on morality as a framework for decision-making.

This leaves both the nurmative ethics and cognitive developmental
models for more extensive consideration. MWith their focus on linking
intellectual and ethica) growth, developing ski11: in moral reasoning,
and encouraging the making of value commitments and decisigns, these
two models closely connect with the contemporary geals and the histors
fcal tradition of liberai education, This does net exclude considera-
tion of all aspects of other modelis of moral education. The humanities
are "turned down" not in themselves but rather as a specific, con-
certed means of re-establishing the undergraduate curricular focus on
moral development and reasening. The values clarification approach
is soundly rejected as a comprehensive model; yet in arother context--
with a strorng, ethical underpinning--socme values clarification tech-
nigues may be effective and worthwhile. In this sense, then, an inte-
grated model may draw upon many different aspects of several existing
models .

The fifth, finai chapter 1s primarily focused an the normative
ethics and cognitive-developmental models of moral educatfon in a
11beral studies setting. These tws approaches are described in great-
ar detail, reasons for thefr integration are developed, pedagegical
methods and resources which emerge from the synthesis are outlined,
and a summary of this approach to selecting and developing an accept-
able cocilege-level model of moral education 15 offered in the con-

clusfon.



Chapter 5: An Integrated Model of Moral Education

NRormative Ethics and Cognitive-Developmental

These two models have best met the minimal criteria for inclusion
as components of a2 1iberal education. Each has already been described
and evaluated; this chapter, then, begins with a mere detailed over-
view of pach model's underiying theoretical base and re-explication of
the major objectives. The connection with the goals and 1deals of
iiberal education are identified and analyzed and from this analysis
the possibility of integrating these two approaches to moral education
emerges. It s argued that the cognitive-developmental and normative
ethics models are complementary; that, in combination, these two
approaches most effectively contribute to the broader aims and goals
of contemporary 11beral education,

Again, in order toc avoid a sense of absolute exclusivity, it is
important to explain the context in which the humanities, wholistic,
and values clarification approaches to moral education have been ex-
¢luded from further consideration. Each of these three has some
distinctive weaknesses or shortcomings as models that provide connec-
tions with liberal education azims aud purposes, supplement the curricu-
lar goals of liberal studies, and, in general, abide by the basic
logicat ¢criteria for 1iberal education. There may be aspects or
components of each approach to college-level moral education that are
helpful, pedagogically effective, and ethically appropriate within
the framework of an integrated model of moral education. For example,

-170-
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the focus on teaching moral wisjon and stimulating the moral imagina-
tion are important and worthwhile geals of the humanitfes model; more-
over, the immense wealth af literary, and artistic works could serve
as powerful resources for instruction in morality.

The cognitive-developmental model, as has already been described,
consists of numercus positions or hierarchical stapes of growth., The
particular scheme of William Perry has been selected since, un)ike
cther developmental schemes, 1t {s focused onm college education as
the context for understanding and encouraging individual growth and
change. There are, of course, other developmental theories which do
parallel Perry's stage designations. Both Lawrence Kohlberg (1975,
1981) and Jane Loevinger (1976) have created theories and concepts
which come close to matching Perry's stages of "dualism," "multi-
plicity," "reTativism,” and "commitment in relativism,”" Dualism
seryes as a description for students who experience and understand
the world in polar terms of "us and them," "right and wrona," "good
and bad." Diversity of knowledge and values 15 barely percelved, but
if 1t {s experienced, such students attribute the diversity to con-
fusion or some artificial "test" established by an authority figure.
This beginning stage for many college freshmen is paralleled by
Kohlberg's "punishment-obedience" and "instrumental-relativist"
orientations and by Loevinger's “impulsive" and "self-protective"
stages of eqo development. Both "multiplicity" and "relativism" have
closely connected concepts as well. At the stage of multiplicity a
student beqgins to accept some diversity and uncertainty as legitimate

and may even decide that "anyone has a right to his own opinion" and
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set this attitude over and acainst a perceived authority dictating
"right and wrong" or "good and bad.” Loevinger's "self-aware" and
"consclentious"” stages and Kohlberg's conventional levels of "inter-
personal concordance" and "law and order" at least partially match
Perry's multiplicity stage. At the level of relativism students per-
ceive 211 knowledge and values, including any authority's (be he or
she & meral or intellectual "authority"} as relativistic and dependent
upon circumstance and cantext. PRelatfivism sometimes results in the
existential experience of fealing lost and alone in a4 meaningless
world, seemingly with no standards and no certainty, Laevinger's
"tndividuaiistic” stage is equivalent, and to a lesser degree,
Kohlberg's post-conventional stage of "spcial contract, legalist
orientation” is equivalent {an individual who sees no certainty may
need to ¢reate order and structure with his/her collerogues). This
third basic stage points to a strong personal awareness af the rela-
tivity of others' opinions and values, the circumstantial nature of
one's own existence and identity, and a movement awey from concrete
and specific rule-griented thinking toward a more abstract, "higher
principtes" form of reasoning, Moving the student toward a relativ-
istic concept of him/herself and of the world of knowledge and values
is an essential prerequisite toward the firmal position. In this sense,
the earlier stages, then, are not terminal {or teleological) goals,
but rather instrumental goals, pointing the way toward moral and in-
tellectual commitment and maturity. In other words, "dualism,” "multi-
plicity" and "relativism” {or thelr Loevinger/Kohlbergian equivalents)

are not ends in themselves; rather, they serve as useful descripters
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and intermediary objectives, providing the educator with a conceptual
framework to both understand students and help move them beyond
simplistic and dogmatic ways-of-knowing and valuing,

Perry's final and highest stage, "commitment in relativism,“
describes an individual who recognizes that despite the circumstantial
nature of identity and inteliect and the sometimes overwhelming divers-
1ty of moral values, he/she must be willing to accept responsibility
for develeping his/her own personal conmitments. In Perry's words,
"{an individual) experience: the affirmation of 1dentity among multiple
responsibilities and realizes commitment as his ongoing, unfolding
activity through which he expresses his life styie" {1970, p. 10).
Loavinger's "autonomous and integrated” level and Kohlberg's sixth
stage, the "universal-ethical principle orientatfon,” are also char-
acterized by advanced conceptual complexity, & strong ability to tolar-
2te, and even value, diversity and ambiguity, and a breadth of objac-
tivity of understanding grounded in a strong sense of self. This
finai position does, indeed, serve as a teleplogical aim, an end-goal.
Although all stages in such developmental schemes are more than mere
psychologically-descriptive terms, it fs especially clear that the
highest or final stages are normative; that "commitment in relatiyism"
i5 a statement of value, of intended educational outcome,

Perry's own discussion on the philosophical context and assump-

ttons of his scheme 1§ instructional; he does not at all deny that the
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highest developmental stages embody specific va]ues:l

We would argue, for example, that the final structures

of our scheme express an optimally congruent and re-

sponsible address to the present state of man's pre-

dicament. These are statements of opinion, Even

with the strength of convictions, they remain opinions

and thelr explicit statement may relieve them of sus=-

picion of pretension of the absclute. (1970, p. 45}
Although he does not attempt to develop an extended philosophical just-
ification for these higher stages as educaticnal objectives, Perry is
careful to stipulate that, despite these implicit values, on angther
level the scheme is quite objective and fnsists on individual choice.
The structural generalizations of the scheme do not allow for approval
or disapproval of individual actions nor of specific values. Perry
points out that

a student at an advanced position of develop-

ment in our scheme might commit himself to a faith 1n

a religion which incTudes a fafth in an absolute order

manifest in human affairs fn Natural Law. Even 1f we

surselves disagreed at concrete levels, we would stil1

be free to hanor his values, since, in our context, he

IThis is an honest admission, which helps open the door for phile-
sophical analysis and a comparison with similar psychological schemes
which measure many of the same characteristics but utilize a different
conceptual framewerk to do so. In this chapter the comparisons with
Kohlhkerg and Loevinger's schemes helped establish this point.
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has elected them in a world which he has learned to

consider from another pgint of view, as relativistic,

If he continues te respect the Tegitimacy of relativ-

istic valuing 1n others and also others' faiths 1in

other absolutes, his Commitment to an abspolute repre-

sents, for us, not & fallure of logic . . . but a

considered and courageous acceptance of an unavoid-

able stress. ({1970, p, 202)
Indeed, the implicit values in Perry’s scheme arise out of a specific
ethical and epistemological view of the worid--of humanity's understand-
ing of knowledge and experience as relativistic. Obvlously, Perry is
very much aware of and concerned with the individual's understanding of
relativism {n many forms. It {s his contention that for the college
student, especially, confrontation with pluralism in values, Tife
styles, and ways-of-knowing is a neariy inescapable experience {n the
20th century--present in the classroom and cut of ft. He points to
cultural diversity as a deliberate policy of 1iberal arts colleges as
also contributing to the development of relativistic knowing (1970,
p. 6}. However, Perry critiques education which then falls to lead
the student to grapple witn this existent diversity and to make per-
sonal choices;

Modern pluralistic education, with all 1ts pros and

cons in every subject, is criticized for not teach-

ing commitment, indeed for leading students away from

it. What we have been saying from our understanding

of our records is that: (1) without a clear view of
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pluratism, commitment as we define 1t fs impossible;

and [?} commitment can be provided for and given

recognition, but it can never be brought aboyt or

forced, (1970, p. 37)
The Vinks with the traditional aims and goals of 1iberal education be-
come more explicit as Perry identifies distinctive features of an edu-
cated person, including the ability to think relatively and contin-
gentiy and the ability to think about thinking itself {1970, p. 37].
He contends that in cantrast to the anti-intellectual, the
"iberally educated marn . . . is one who has learned to think about
even his own thoughts, t0 examine the way he orders his data and the
assumptions he 1s making, and t0 compare these with other thoughts
that other men might have" {1970, p. 33).

Dualism &nd multiplicity are, then, untenzble positions for a
1iberally educated person, and according to Perry, the diffuse rela-
tivism of posftion five is impossible to maintain for a long period of
time.’ An individual truly fmmersed in this way-of-knowing must meve
toward elther commftment fn some form or toward the detached and de-
structive alienation of "Escape.“3 Although Perry claims that the

educator cannot and should not explicitly "bring about" or force

2The overt implication is that it is psychologically impossibie,
but the tacit {mplication is that it is ethically lacking,

3F‘El'*r‘y defines "escape” a2s the exploitation of the opportunity
for detachment offered by the structures of positions four and five
Fn deny responsibility through passive or opportunistic allenation
197G, p. 9).
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commitment, he also contends that this developmental crisis (the move
forward toward commitment or retreat into simpler medes of knowing and

" a profound responsibility on the educator, a

belieying) imposes
responsibiiity which is no Yonger a separable moral task Tike "build-
ing character" which wes once somehow 'tacked on' to regular teaching"
(1970, p, 212). Thus, the development of personal identity and mean-
ing becomes intertwined with the accumulation of knowledge and practice
in intellectual skills. This pedagogical push toward commitment-making
calts for "an act of faith, the affirmation of personal choices,
after the long and stressful period of detachment, doubt, and awareness
of alternatives. Enrduring commitments to moral positions, political
ideologles, 1ife and career goals, and interpersonal values may be
achieved during the college years, but more often than not, crystal-
lization of commitments does not occur until well into one's twenties
or thirties" {Goldberger, Marwine, & Paskus, n.d., p. 3). Perry be-
lieves that this 1s also an act of courage:

since each step in the development presents

a challenge to a person's previous assumptions and

requires that he redefine and extend his responsi-

bilities 1n the midst of increased complexity and

uncertainty, his growth does indeed involve his

¢courage. In short, the development resembies what

used to be calied an adventure of the spirit,

{1670, p. 44)

Drawing from this more hetailed review of the philasgphical prem-

tses of this cognitive-developmental model, these specific educaticnatl
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qgoals emerge:

- moving the student away from dualistic and muitiplistic forms of
knowing into a full recognition of relativism in a pluraiistic
universe,

- daveloping the student's ability to orient Himberself in a relativistic
world through perscnal commitment.

- developing the student's ability to think relatively and contingently
and to critically reflect on his/her own modes of reaspning and
Judgment,

- promoting individual, and perscmal, meaning-making, free from efther
simplistic adoption of or automatic rebellion against anm authority's
power, and grounded in critical awareness of many legitimate ways of
making meaning.

- encouraging the intellectuyal risk-taking and the courage necessary
to progress to the highest stage in the scheme.

The edycationai goals and philosophical premises of the normative
ethics model are more direct and In Jittle need of explication beyond
that offered in the third chapter, Two of this model's goals--"recog-
nizing ethical issues" and "developing analytical skills“--are straignt-
forward and relatively non-controversial since they dwel) upon tradi-
tional rational skills. "Eliciting a sense of moral cbligation,"
“stimulating the moral imagination," and "tolerating--and reducing--
maral disagreement and ambigufty" are somewhat more problematic since
each moves beyond a nzrrow, analytic definitfon of reason, "Stimulat-
ing the moral imagination" is not uniike a humanities cbjective for

moral education, perhaps an objective subsumed under “developing moral
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vision," This goal does, indeed, serve as an antidote to a narrowly
analytic focus on moral reasoning; ¥t acknowledoes that imagination fs
also part of human intellect, and serves to reinforce the notion that
there can be a "mora) point of view" (distinct and different from le-
gal, psychological, or religious points-of-view, for example). Pro-
viding case studies and specific examples of moral dilemmas helps
stimulate the personal feelings, emotions, and imagination necessary
{(although not fully sufficient) for moral reasoning and discourse, In

the Hastings Center volume, The Teaching of Ethics in Higher Education

(1980, pp. 80-81), the curricular objectives of "introducing students
to a broad range of contemporary moral problems facing soclety and the
ind1vidual” and providing students with "the ppportunity to wrestle
with the prablems of applied ethics, personal or profaessional,”
directly contribute to a more vivid sense of maral imagination and a
heightened awarepess of a moral point aof view.

"Eliciting a sense ¢of moral obligation" arises out of the basic
question, “Why ought I to be morai?" and follows with each individual's
structured attempt to answer that gquestion. Daniel Callahan believes
that in an ethics course the relationship between reasoning, human
will, and resulting action must be examined, “To elicit & sense of
moral obiligation,” according to Caliahan, "is only to highlight with
students an internal requirement of ethical thinking: that 1t calls
us to act in the 1ight of what we perceive to be right and qood"
{1980, p. 66). Since this model assumes intellectual freedom and per-
sonal responsibility as the basis for moral action and belief, there

is no attempt to impose or enforce an attitude of "moral obltgation,”
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Rather, the focus is on the pedagegical use of reflective reading,
group discussion, and case-study analyses as a means for helping each
individual student recognize the possible, personal implications of
accepttng the intellectual notion that there i1s a mpral “domain" and
that one can choose to develop and understand one's own moral obliga-
tion. 3Such a task 1s closely related to ancther sub-objective, "help-
ing students formulate their own personal and moral ideals" {Hastings
Center, 1980, p, 80), The crucial aspect is that the instructor
and course materials and participants provide the structure and tools
for the fndividual student to take on this task (1f he/she chooses
to do so). Of all the normative ethics® goals, this truly is the
least analytic, the one goal which plays a tacit role 1n 2 course or
program and does not serve as a basis for student evaluation. How-
ever, although no student is actually evaluated on the nature or
degree of their "sense of moral obligation,” this goal helps establish
a special tone for the normative ethics course, It is in une sense
& statement of faith (not uncommon to most disciplines and instructors)
that 1n the long run, beyand the college experience and graduation,
individuals will recognize the necessity of a moral peint of view and
of perzonal responsibility to bring thefr 1ife styies and actions in
accord with their most deeply felt and examined maral walues and
beliefs,

The remaining normative ethics goal, "tolerating--and reducing--
moral disagreement and ambiguity," arises in part out of the recogni-
tjon of significant existing differences, both theoretically and

practically, in a pluralistic soclety and {n an increasingly inter-



=181~
connected and interdependent world, In short, there are many different
kinds of people with many different traditions and 11fe histories, and
there are also many competing and conflicting moral values and ways of
Justifying and arriving at those values, HNeither moral discourse and
reasening as daily practices nor "ethics" as the intellectuzl examina-
tion of moral values and reasoning rest on the same type of firm 1n-
teltectual foundation that provides high degrees of exactness, certain-
ty, and predictability, as in the natural sciences or mathematics.
Nevertheless, the normative ethics model rests on the fundamenta) {and
philosophically defensible) position that morality is not totally
relativistic or subjective, nor 1s its Tanguage empty or meaningless.
The various contributors to this approach {Bok, Callahan, Murchland,
Rosen} philosophically affirm that there are common denominators,
shared experiences and vocabuiary, that allow for progress toward
greater certainty and systemization in meral reasoning and belief. In
this view, we cannot, should not, remain satisfied with existing ambi-
guity and misunderstanding 1n mora} dialogue and judgment,

Rosen proposes @ closely retated goal that has to do with the re-
duction of ambiguity and disagreement: "providing a general means for
each person to arrive at justified meral judgments" {in Callahan & Bok,
1980, p. 68), When an instructor offers critical descriptions of com-
peting ethical theories and noymative models for moral decision-making,
he/she 15 asking students to recognize that (as a matter of practical-
ity} they are continuously engaged in moral reasoning--whether or nat
they intellectualiy adhere to any specific ethicai pasition, Students

also come to recognize the critical distinction between “"pluralism,”
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a social phenomenon that can lead to tolerati{on of differences, and
"ethical relativism," the belief that all moral values have equa)
legitimacy. Although an individual student may arrive at an intellec-
tually cefensible position of ethical ralativism, it obviously 15 not
the assumption of the normative ethics model {and, amn instructor
utilizing this model will push and challenge a student ta intellec-
tually Justify and defend his/her position}. In summary, these goals
of the normative ethics model, unlike those delineated 1n the cognitive-
develppmental scheme, are more focused on skills in moral reasoning,
and they directly flow from the established discipline of ethics,
Yet, the cognitive-developmental scheme does espouse "“increased
cagnitive complexity" as an objective, and the similarities between
"commitment in the face of relativism” and “eliciting a sense aof moral
obligation" and "overcoming ambiguity and reducing disagreesment” are
strixing., Also, both the normative ethics and cognitive-developmental
models do much to stretch our traditional notions of {ntellect and
the role of reason in human values and moral decision-making, This
analysis now turns to an examination of the<e and other similarfties
and the ways in which these two models complement each ather and in

combination meet the broader aims and geals of 1iberal education.

tonnections with Libera! Education: Possibilities for Inteqration

The cognitive-develepmental approach to college-level moral edu-
cation provides the liberal educator with a set of objectives that

personally apply to the individual’s ability to gqrow intellectually
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and ethically, while the normative ethics mpdel provides a somewhat
more imperscnal set of cbjectives that revolve around reasoning skflls
grounded in ethics as a subdiscipliine of philosophy., The developmental
appreach tends to emphasize the ongoing process of moral education,
while adherents to the normatfve ethics model pay more attention to at
least some measurable, obJective accomplishments (for example, under-
stand{ng ethical concepts, developed skills in moral reasoning, an
intellectual awareness of a moral dimensfon ). Each model complements
the other in a powerful manner that conceptually fits into the broad
mission of 1iberal education and very effectively contributes to the
goal of ndividual ethical development, Specifically, 1n what ways
do these models strengthen each cther, and why does their integration
match the 1iberal arts ideal so well?

In the previous chapter, connections were drawn between the
1iberal education goal of developing broadly educated indfviduals who
are not provincial {through their ignorance of other cultures and
times), Or, in a more positive sense, such individuals view their
jdentity and 11fe experiences in a wide context. This goal moves
well beyond a factual famillarity with times, culTtures, and peoples
other than one's own to embrace the ethical cobjective of tolerance
and respect., These attitudes follow from an education that teaches
an awareness and understanding of secial and cultural pluralism and
athical relativism. Indeed, this important goal of the 1979 Harvard
core curriculum best 11Tustrates the similarfties and possibilfties

for connecting the cognitive-developmental and normative ethics models.
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In one model, the educator irsists that the student move from dualistic
and multiplistic forms of knowing Tnto a full recognition of relativism
in a pluralistic world, Tolerance, respect for differences, and abil-
1ty to cope with ambiguity ard uncertainty are implicit objectives
built into the advanced-level ability to make commitments in the face
of relativism. The normative ethics mode] has two explicit objectives
which also parallel the acquisition of a broad, tolerant view: the
"stimulation of the maral Imagination” and the "toleration--and reduc-
tion--of disagreement and ambiquity." [n combination, these obiec-
tives {with the appropriate pedagogical methads) help teach individ-
wals to overcome provincial and dogmatic ways-of-knowing and valuing,

The 11berally educated person iz alspo distinguished by the abi#l]-
ity to develop and combine ethical and intellectual vislon, and the
willingness and ability to struggle with the fundamental questians of
existence and meamng.4 Again, both models of moral education,
directly and indirectly, propose abjectives that center on devaloping
these characteristics, The cognitive-developmental scheme insists
that the student make sense and meaningout of Ms/her personal existence
and promptes the intellectual risk taking and courage necessary to do
s0. The stimulaticn aof a moral point of view and the eliciting of a

sense of moral obligation are normative-ethics ocbjectives that point

4These are the perennial "undergraduate” guestions that arise in
different ways in different times and cultures, e.g., "Why should I
think/question?"; "Who am I?"; "What can I know for sure?"; "What ought
I to do?"; "To who or what may I give myself ultimately and complete-
1¥?": and "What does human life, and my 1ife, meani"
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toward the individual formulation of moral beliefs and patterns of
reasoning,

One of the clearest and least controversial goals of liberal edu-
cation 1s the development of ratiopal and analytic thought. Therefore,
such moral education objectives as thinking carefully and rigorously
about ethical issues, developing an ethical parspective {in the same
sense one can deveigp a legalistic, psychological, or historical per-
spective) and learning how to rationatly evaluate apd justify moral
positions are frequently cited. The normative ethics objectives of
learning how to recognize ethical issues and developing relative and
contingent thinking as well as the ability to critically reflect on
one's own models of reasoning and judgment are all closely related.

Undoubtediy, the most grandiose and controversial aim of 1iberal
education is the development of an ethical fndividual. The trans-
latton of this Tong term "mission" into particular curricular cbjec-
tives has been and continues to be troublesome, not with those
phjectives centered on acquiring rational skills, but with those
focused on "11beral" attitudes and qualities of mind--and certainly
wWwith goals that focus on bhehavicral change in any sense. As out?}ined
earlier, ohjectives requiring specific behavioral alteration raise
the very serious concern of 1nductr1nat10n.5 and two contemporary

models of moral educaticn have been rejected in large part because

EMSD see "Doubtful Goals in the Teaching of Ethics" by Danilel
Caliahan{in Callahan & Bok, 1980, pp. 69-72).
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they dwell far too directly on behavioral change {values clar{ification
and wholistic), Yet, without some behavioral dimension the moral edu-
cator in a 1iberal education text runs the risk of teaching abstract
sk111s 1n the analysis of principles and moral language without ever
encouraging students to personally adopt a mora2l stance or to con-
sistently act upon thelr values and belfefs. Again, both of these
selected models attempt to come to grips with this dilemma. In Perry's
scheme, the student is encouraged to adopt reasonad, tolerant commit-
ments (a lapse into relativism, or lower, is viewed as "retreat" or
"escape"), In the normative ethics model the "eliciting of a sense
of moral ohligation" calls for an intellectual examination of the
11nks between reason, will, and action, Moral obligation doss,
eventually, require the will power (equivalant te Perry's “courage")
and the concrete action necessary to fulfill the belief; and, this
practical connection can be examined and encouraged through class
discussiepn and reflection., In this way both models introduce objec-
tives that avoid the naive and dangerous tendency to Insist on the
direct training of moral character and behavior,

Thus far, simiiarities between the normative ethics and cognitive-
developmental models and the aims and goals of liberal education have
been discussed. Each model consclously avoids behavioral objectives,
yet neither entirely rejects some focus on personal, moral decision-
making and an examination of the links between thought and action;
both models focus on intellectual skil1s and processes and scrupulous-

1y avoid the Inculcation of specific, substantive beliefs; and both
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seek to integrate and develop ethical and intellectual growth., What,
then, are their differences? Or, more accurately, in what ways are
the normative ethics and cognitive developmental models complementary?
And how does thelir integraticn contribute to a 11beral education? The
answer to the initial question 15 direct and simple: The cognitive-
developmental approach is grounded in psychological research and as a
form of moral education ts objectives and pedagogical methods are
roated in a developmental understanding of human change and growth.
The normative ethics model, however, has a much more traditional set
of educational assumptions, and 1ts objectives tend to center on
reasening ski11s, The individual person2l role in making meaning
and assuming respensibility foy making commitments is integral to the
cognitive-develapmental approach, hut alse recognized is the common
"developmental path” which all students fallow., The normatfve ethics
mode]l emphasizes the individual rple in selecting and analyzing moral
values and ways of evaluating various forms of moral reasoning, yet
this madel, too, emphasizes a common demominator: our acquired, in-
tellectual tools for developing a discerning moral judgment., In
other words, one approach focuses on the common deveiopmental pro-
gressicn of combined intellectual and ethical growth, while the other
centers upon commonly-held, well-developed and defined philtosophical
tanquage and methods. Anfmportant ideal for the advocates of the norma-

tive ethics model 15 the development of moral principles and values

that are widely accepted, publicly verifiable, and rationally de-
fensible. An important ideal for the cognitive developmental moral

educator 1s the development of persons who can move beyond the earlier
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stages of knowing and valuing to the advanced stage of moral and intel-
lectual commitment making. Although each model uses a very different
vocabulary and draws upon different aspects of our Western inteliectual
traditions and disciplines, both absolutely insist on the critical,
metaphysical assumption that every {ndividual s free to choose his/her
owh moral values and decision-making style. These two approaches to
moral education do provide very different educational frameworks; yet
advocates of both models affirm the essential, autonomous role that
the iIndividual student plays im his/her personal moral development.

Why and how, then, do the combined objectives of the cognitive
developmental and normative ethics models meet the overall aims of
11bera? education? An answer to this guestion arises through an exam-
ination of the 1deal of 1iberal education as first conceived by the
classical Greeks, and then refnvigorated 1n the writings of A. N,
Whitehead and most recently in writings from Botstein (1979a; 1979h),
Murchiand{1376; 1978}, and Thomas Hearn {1975), As outlfned in the
second chapter, the classfcal Greeks embraced arete as the uitimate
educational alm: excellence, defined as Tiving one's life well, Edu-
cation, in this context, was found neither in the accumulation of
factual knowledge nor in the “mechanics" of class attendance (nor,
for modern times, in the awarding of grades and degrees); rather, the
authentic educational experience involved a continuing willingness to
saarch for meaning; a2 search demanding free choice, courage, and
commitment {(famiilar concepts to the proponents of either 2 cognitive-

developmental or normative ethics approach to moral education). More-
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aver, the Greek concepticn of reason was a broad one, embracing hoth
theoretical and practical intelligence, abstract knowledge and specific
fact, as well as anmalytic and synthetic reasoning. These emphases on
the individual's search for meaning, the process of acquiring and
effectively using knowledge, and an human 1ntellect as something far
more than impartial Jogical method or analysis have, once again,
come to the forefront of liberal educaticn philosophy. The cognitive-
developmental model, especially as presented by William Perry, begins
by emphasizing the "“individual-as-learner,” concrete and experiential
aspects of learning, and the development of humane attitudes and
qualities of 1ntellect. The normative approach beqins by dwelling
upon theoretical and abstract learning, knowledge as the critical as-
pect of education, and the development of broadly rational intellectual
abilities. Yet, neither model is so dogmatic as to entirely exclude
other impartant aspects of moral education. Together, they work to
meet the challenge to move beyond teaching abgut ethical theory or
moral reasoning to alsc teaching students why morality and ethical
decision=making are a crucial part of 1ife and teaching how an indiv=

fdual can mzke the intellectual commitment necessary to act ethically.

Pedagogical and Curricular Implicaticns

Teaching Methods The inteliectual cement that binds together

these two models of moral education consists of, at least, four major,
shared epistemological and ethical assumptions: first, neither factual

knowledge nor moral values is considered absoiute in nature; second,
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recognition of human free will and respect for the autonomy of the
individual are 1n themseives primary moral imperatives; third, effec-
tive teaching and learning cannot be entirely abstract, theoretical,
and impersonzl; and, fourth, some learning is (and probably should be)
tacit and, at least in the short term, unobservable and unmeasurable,
With these common assumptions and their equally effective match with
the traditions and contemporary goals of liberal education, the norma-
tive ethics and cognitive developmental models are not simply patched
together; rather, they are, in a sense, an interlocking pair--differ-
ent enough to complement and, n combipation, to strengthen each other
and yet similar enough to effectively integrate. This should become
especialiy clear in even this relatively brief review of the practical
curricular implications of & combined integrated model. What, then,
are the appropriate effective teaching methods, learning resources,
forms of evaluation, and quaTificatians criteria for instructors using
this approach to college-level moral education? And, 1n what way will,
or can, this model fit into existing curricular structures?

The range of appropriate teaching methods 1s guite large. Beyond
the more traditional lecture, readings, structured discussions, and
written assigmments..case study analysis, group debates, and some
limited forms of role playing, and even selected values clarification

exarcises® can be considered effective means of achieving both sets of

6Hhen used as one possible teaching component of this synthesis
model, these exercises occur 1n an entirely different context. In the
values clarification model, individual "clarification® is an end in
and of itself.
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objectives, Clearly excluded would he pedagogical exercises exclu-
§1vely focused on the trafning of specific behavicrs or the manipula-
tion of emotian, The teaching methods of this combined model would
not in themselves be radically new or different; yet the sheer range
of posstbilities is expanded widely. Although didactic lecture in
combination with required critical readinrg and writing may be adequate
to meet such cbjectives as "developing & student's analytic and logical
ski11s" or in “encouraging a student to critically reflect on his own
mode of reasoning and judgment," {t seems unlikely that such objectives
as "eliciting a sense of moral obligation" or "encouraging the intel-
lectual risk-taking and courage necessary to progress to the highest
developmental stage" can be successfully met with the more traditional
teaching methods., As in many humanities classes {especially in studies
of music and art}, there 1s an appeal to the imagination, to elements
of human intellect that are not strictly logical., For example, even
in a classroom setting, experiencing and understanding art often in-
volves special visual or audio presentations, self-examination of
emotional response, participation in the art form {especially with
modern art}, and, perhaps, creative generation of one's awn work of
art. In similar manner, 2n effective course fn moral education must
be willing to use wmany different pedagogical techniques in order to
stretch beyond a puraely analytical understanding of morality and moral
decisjon-making. This stretching, however, does not extend beyand the
ethical and epistemological guidelines of 1iberal education, clearly
prohibiting the use of pedagogical technigues that appea? exclusively

to behavioral or ather nonintellectual dimensions of human development,



-1592-

In a sense, then, it 1s a firm, clear grasp of the defined goals of
11beral education and the specified objectives of this synthesis model
of moral education that allow a program and an instructor greater
pedagogical freadom. If the goals are clear {and this, of course, is
especlally unusual 1n college-level moral education}, then there exists
a solid basis for selecting the teaching methods that most effectively
kring about, or gradually help implement, those goals and ocbjectives,

The relatively unusual aspect of this model's teaching methods,
then, Ties not so much in the methods themselves nor even in the wide
range of possibilitiaes, as in the basis for selecting and applying
them. Drawing upen cognitive-developmental theory, an instructer
designs a course of study that takes Into account his/her knowledge of
students' responses to varying degrees of course structure as well as
student scurces of intellectual suppert ard challenge, views on
authority and sources of knowledge, and need for personalism {a warm,
encouraging atmosphere}. As pointed out earlier in this chapter {as
well as in chapter 3), 1ndividual students stand along varying steps
in cognitive-gethical devalopment, and an instructor can teach students
more effectively {f he/she has some understanding of an individual's
age, class standing, and developmental stage of growth. The mechanics
(and very probably the politics) of implementing such a scheme could
be very awkward, indeed. Are students tested and then divided into
separate classes or groups on the basis of theiv "developmental test
scares"? Although some form of developmental stage evaluation will be &
necessary pedagogical component of this model, 1t need not translate

into & system of “developmental tracking" for moral education. It



-193-
coyld instead, for example. lead to a radically designed class with
designated weeks of lecture and structured discussion {ntended for
all these enrclled; while other weeks would consist of individualized
learning activities appropriate to a particular individual's develop-
mental stage. Perhaps all students would be required to write a
learning contract in conjunction with the course fnstructor; and,
although there wouid be wide varfation in the types of learping
activities, the course objectives and actual "guantity" of material
to be completed would be egquivalent.

For example, students identified as gperating on dualistic
assumptions about the nature of knowledge and learning (generaily
freshmen and beginning college students) would need high levels of
structure and guidence, frecuent pevsonal reassurance, ¢learly defined
means af evaluation, and, in general, intellectual challenges that
match their abilities and developmental stage. Therefore, “dualistic”
students would have many more structured classes to attend, 2 greater
emphasis on the relatively mechanical aspects of learning and memor-
1zing definitfons and theories, and many more concrete learning
activities, HNaturally, since one major objective is 1o move such
students up this hierarchy of developmental positions, more challeng-
tng educational methods and resources wil) be introduced as the class
progresses. Challenge, to these students, is presented in the form
of increased diversity of content, an increasing emphasis on the
student taking responsibility for his/her own learning, and the use

of teacher-led dialogue and discussion. The imstructor would begin
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to introduce multiple ideas, theories, and perspectives and move
beyond the straightforward presentation of facts and vocahbulary,

Teaching methods, then, would evolve with students at different
developmental levels, Students at a multiplistic position no longer
believe that they must accept a teacher's (or authority's) knowledge.
Certainty and right/wrong, black/white categories of knowledge and
morality sti11) exist, but side-by-side with, as yet, undiscovered
knowledge and moral values. Such students will belleve that every-
one has a right to their own opinion in those areas that are unknown
or uncertain. Pedagogical methods that challenge students at this
position include continuing withdrawal of the teacher as authority
figure and provider of knowledge, an emphasis on providing models of
relativistic reasoning, and continuing increase in the diversity of
viewpaints presented, in the diversity of in-class {instructional
methods, and in the level of abstract thinking.

Relativistic students view structure as a springboard, rather
than a 1imit, to inguiry and personal growth, For the relativistic
student, development involves recognition of the need for commitment
and the ability to make such commitments 1n the face of uncertainty
and multiplicity. Only a very low degree of such teacher-provided
structures as lectures, syllabd, and reguired attendance {5 necessary.
The instructional process should challenge these students with models
of individuals who have managed to make infarmed, reasoned moratl
cormitments, Also, activities which require intellectual decision-

making--which ask the student to "choose azmong competing ethica!l
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theories” {Rosen & Caplan, 1980, p. $8}--need to be pramoted. The
need for concrete sxamples, specific applications, and experiential
learning as means for inspiring interest and maintaining motivation
(necessary at dualistic and multiplistic stages)! is very low for "rela-
tivistic" students. In essence, teaching methods are arrived at through
an understanding and determination of the individual student's position
of functioning, followed by an arocusal of genuine cognitive conflict
and disagreement through exposure t¢ modes ot thought that are 2 step

beyond the fndividua) student's stage of developmental growth.

Learning Resources The college teacher using this approach to

moral education has a fairly well-defined and growing set of resources
to draw upon. OFf the two combined models, it 1s the normztive ethics
approach that provides the bulk of college level texts and other mater-
1ats specifically focused on teaching concepts and theories in ethics
as well as on skills in moral decision making, while the cognitive-
developmental approach in 1tself has had Tittle to offer in terms of
texts, essays, films, or Journals, Its "literature" 1s oriented for
the practitioner, the teacher who wishes to {incorporate this theory
intc his/her teaching,

In part, the challenge for all undergraduate teachers of ethics
is discovering a sensible balance of the theoretical and abstract, as
exemplified by Western culture's most insigntful and critical thinking
about morality, with the congcrete and specific, as exempiified by the
use of the contemporary case studizs and individualized moral decisian-

making readings and exercises. The literature of the former 13, of
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course, well defined {at least within the Western tradition), includ-
ing the relevant classical writings of Plato, Aristotle, Epicurus,
Epictetus, and St. Augqustine; the essays and books by Renaissance amd
Enlightenment philoscphers ranging from Montaigne, Gescartes, and
Spinoza to Hume, Hegel and Kant; aml the doctrines of various twentieth
century schogls of philosophical thought including logical positivism,
structuralism, pragmatism, and existentialism. The Titerature of
normative ethics s of current vintage, far more focused on the con-
temporary and real-life implicaticns of ethical theory and providing
numerous texts and anthelpgies to the teacher of ethics. Such academic

Journals as Teaching Philosophy and Philosophy in Context offer a continu-

ing series of reviews of avallable texts in this area. In addition,
publications of the Hastings Center offer comprehensive 1istings of
available resources, primarily readings. Moregver, as mentioned pre-
viously, several other m2jor academic research centers focused on
value and ethical concerns of society have been formed in the past
two decades. Their publications and research and teacher training
seminars offar another, at jeast indirect, resource.

In the search for effective learning resources, the arts and
humanitias, in general--as well as the humanities model of moral edu-
cation, specifically--also have obvious potential. The classics of
world 1iterature, drama, art, and film often have powerful moral
content, Night, a semi-fictional 17terary werk on the holocaust by

Elie Wiesel, for example, may not be a direct moral a2nalysis of the
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Naz1 death camps or of German society, nor, in itself, {s 1t intended
to promcte the ethical and intellectual growth of the 1ndividual. Yet,
1t can have a profound morad influence on the reader, evoking emtions
that generate interest in moral reasening and lending real-1{fe shape
to an otherwise abstract set of theorles and circumstances., In the
examples developed previously on the humanitfes approach to moral edu-

cation, such Titerary works as 1984, Mative Son, and On Lies, Secrets,

and 51lence are recommended for their portrayal of deep moral con-
victions on the part of the author and the fictional protagonists
alike., The possibility of moving beyond the written word and incor-
porating such f1lms with high moral impact as Peter Glenville's
“Becket” [1964); Stanley Kramer's "Judgment of Muremberg" (1961); or
more recently John Badham's "Whose Life Is It Anyway?" {1981) may not
be gquite matched by similar possibilities with classical or modernistic
paintings or works of music simply because art and music tend to be
less didactic, far less direct in their mora) significance for human
thought and behavior. HNevertheless, within the structured context of
a course designed with a combined normative ethics and a cognitive-
developmenta? basis, ap instructor would feel free to tramscend dis-
ciplinary bounds and use resources from the arts and humanities. In
particular, literary and artistic works could help stimulate and
broaden the moral imagination, helping students recognize that there
is an ethical dimension to 11fe, that value choices are constantly
being made. Their use could also provide examples of indivyidual and

personal meaning-making, portrayals of individuals who have learned
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to function in a pluralistic and relativistic world through making
personal commitments.
The teacher s often considered the key "resource," As in many
undergraduate curricular areas, the instructor serves as a personal
role madel as well 25 a professional educator skilled in his/her

7 For students at dualistic or multiplistic

discipline or subject.
levels of development especially, this personal aspect of the faculty
member as a role modet is important. Perry points ocut that educators
must be open and visible in thelr own thinking, doubts, and styles of
comitment and that they must recognize and, in some manner, reward
students’ afforts to make meaning, take risks, and eventually exhibit
courage in commitment {1970, p. 213). Teachers become important as
role models in the process of intellectual and ethical development,
not in the character-development sense of exhibiting specific correct
behavicrs. One minimal criterion, then, in the selection of teachers
is that they are sensitive to the personal subtleties of teacher-
student exchanges and are willing to appropriately and honestly por-
tray their own individual efforts at ethical reasoning, at formulating
moral commitments and making value choices. Clearly, the attempt to

serve elther as an absplute moral authority or as an exemplary "moral”

person would stand in contradiction to the ideals of 17beral education

?At the very least teachers serve as role models in the sense
that they continuously pertray the ethics of thelr own career and
discipline through their classroom manner and style.
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as well as to those of both the cognitive-developmental and normative
ethics medels of moral education, On the other hand, absolutely ne
attempt to become personally engaged with the subject material--no
effort to show students that he/she (the instructor} also 1s involved
in the 1ifelong process of making value decisions, coping with moral
ambfguity, and reevaluating self-adopted ethical principles may lead
to an arid, removed teaching style and learning environment-=the antij-
thesis of an atmosphere designed to encourage persoral meaning-making,
ethical and intellectual risk-taking, and development of the moral
imagination,

Enthusfasm, a high degree of interest for students and the sub-
Jjoct matter, effective teaching skills are among the relevant criteria
for teachers of most subjects at most levels; there remains, however,
the question of academic background and credentials. Must all under-
qraduate teachers of moral education using the combined normative
ethics-cognitive-developmental approach possess a doctorate in phil-
osophy or, perhaps, in theclogical ethics? Is a master's degree in
develapmental counseling & necessity? Definitive answers to such
questfons are well outside the scope of this thesis; rather, several
considerations and possible directions follow.

For reasons outlined in greater detail in The Teaching of Ethics

in Higher Education study (1980}, primary emphasis is placed on

advanced graduvate work in ethics. Familiarity with the language,
concepts, and methodology of the discipline is important for both
political and pedagogical reasons. Politically, such courses or pro-

grams of study may be found umacceptable if they are taught entirely
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by trdividuals without advanced graduate training in philosophy, par-
ticularly ethics. Pedagogically, it would be very difficult for the
prospective teacher {although certainly not impossible) to immerse
nim/hersel¥ ip a thovrough and necessary understanding of ethical can-
cepts and analysis and the history of ethical thought without the
structured format and support of a university graduate program. The
instructor of a combined ethics appreoach would also need a theorati-
cal background and practical training 1n the cognitive-developmental
approach to understanding students' intellectual and ethical growth,
Worksheps, summer classes, conferences imparting a theoretical under-
standing as well as a pedagngica! grasp of the partfcular classroom
and student-teacher dynamics are 1ikely means of instruction. Since,
after all, the primary role 1s that of "college teacher," using the
theory and skills of developmental counseling--and not "developmental
counselor” teaching in the area of ethics--minimal emphasis is placed
on sustained graduate training 1n clinical psychology or counseling.
In short, the qualified teacher of this combipation model should be
libarally educated, possess extensive graduate-level education in
ethics, and have undergone practical training in the cognitive-

developmental approach to college teaching and student advising.

Evaluation On what basis are students to be evaluated in a
coliege=leval course or program of study jointly focused on moral
theory and student devetopment? Again, drawing upon the philosophical
criteria far liberal education {as defined in chapter 2), certain

evaluation criteria are clearly excluded., Students would obviously
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not be evaluated on the basis of either their behavior or an actual
content of thelr personal moral principles and beliefs, This fs
apparent since the proposed model of moral education so definitively
gxcludes behavioral goals as well as goals centered on the inculca-
tion or manipulation of substantive, personal maral vatues. Thera are,
howaever, o'her objectives which=-although thay are an important and
legftimate part of this integrated model--are not easily evaluated.
Such goals as movement from dualism to the higher stages of moral
development, willingness to make personal commitments, ski11s5 in 1n-
tellectual and ethical risk-taking, and possessing an attitude of
moral obligation are not only difficult to evaluate but are--in an
academic sense for individual students--morally 1nappropriate to eval-
uate. The abjectives themselvaes are certainly not tacit nor are many
of the pedagogical techniques and learping resources intended toc bring
about such changes (as has been discussed 1n previous sections}. Yet,
these are the less traditional objectives that embody some affective
and attitudinal elements that nc single course of study can realistic-
ally hope to change in a relatively brief period of time. These ¢objec-
tives especlally can force the instructor to pay heed to the hidden,
irmeasurable aspects of college education and to the lang-term affects
of college study as wel] as push the student to reslize the important
role of self-evaluation., A student may pose such guestions as: “Apart
from completing individual courses and receiving certain grades, what
does my college-learning experience, in its entirety, mean to me?"”
"Am [ taking the greatest advantage of this course to grow and deyvelop?'

"How can 1 use this knowledge and these skil1s later tn 1ife?" “What
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do thesa new concepts and theories mean tc me personally?” "Am T mak-
ing important connections between this new-found theory, my personal
values and principles., and my life experiences?" "Will I, or how
wiil I, act upon this knowledge?” The point is that these are gues-
tions that should not be academically evaluated by instructors in an
integrated moral education program; rather, a learning enviromment
should be created 1n which students themselves become capable of
posing such questians and dealing with them in a meaningful and sus-
tained manner, Tharefore, aTthough no student 1s evaluated and
assigped an academic grade for a "willingness to make a strong person-
al commitment to certain values,” "ability to tolerate moral ambiguity,"
or for "exhibiting courage and risk-taking in pursuit of moral know-
Tedge," for exampla, these are legitimate and critical objectives; and
the instructor operating within this approach to moral educaticn can
actively help individuals understand these goals and work toward them,

The remaining objectives of this mode?, 1ncluding "ability to
think relatively and contingently,”" "eritically reflecting on one's
own mode of reasoning and judgment,” "recognizing and fdentifying
ethical fssues," and "achieving Intellectuwal depth, coherence, and
consistency in the analysis of ethical propositions,” fall well within
the moral traditional realm of analytic reazson, Such commonplace
learning activities and resources as critically reading and discussing
classic works in ethics, participating 1n debates and case study
analyses, writing short essays and longer research papers, and taking

tests—-both "objective" tests focused on one's depth, breadth, and
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accuracy of factual knowledge and essay examinations which also test
tntegrative and synthetic intellectual skills--may all serve as legiti-
mate and ethical means for evaluating students' progress.

In summation, than, there are three different types of goals and
objectives, each with various forms of evaluation. There are behavior-
al ocbjectives and goals which center on changing the Individual's
moral values and beliefs, These have been excluded from the start as
have the learning resources and the methods of evaluaticn which would
follow., There are legitimate gbjectives which spring from an expanded
notion of reason, a greater sensitivity to the long-term ethical mis-
sion of the 1iberal arts, and a clearer commitment to the curricular
qoals of 11beral education. Success in achieving or working toward
such goals may be at least partially measured through using psycho-
logical tests of moral reasoning and long-term social scientific sur-
veys of individual moral growth and development. Such instrumentation
is used not to evaluate the degree of individual academic progress,
but rather to evaluate the overall effectiveness of the course of
study and provide informaticn to the instructers and other vesponsible
academic officlals on where and how to make revisions to tha program
or course, In some instances, students may have acces: to such evalu-
ation information to aid them in self-assessment, Finally, there are
the more traditional forms of academic evaluation: tests, papers,
debates, and discussion. These serve as the only appropriate means
of measuring individual achievement and ability in a college-level
program of study in moral education, Those cbjectives of moral

education which are ¢learly centered an analytic reasoning as well
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as the more cognitive aspects of such objectives as "developing an
expanded sense of moral imagination" or "ability to make connections
hetween ethical theory and concepts, one's own moral perceptions and
principles, and actual actions and Yifestyle" can be legitimately
evaluated, In short, these are the critical deciding guestions; ls
this an evalugtion of students' intellectual efforts, abilities, and
achievements? If so, 1t is pedagogically appropriate and ethical in
a liberal arts context, Is this an evaluation of students' ethical
character, will power, moral attitudes, self-identity, ¢r personal
development? I[f so, 1t i{s clearly unethical and an inappropriate

basls for student evaluation in & liberal arts curricular setting.

Curricular Placement This thesis has been an argument for why

goals focuted on ethical development should be an fmportant component
of a 1iberal arts, undergraduate curriculum. From that discussion
arose a specific model of maral education describing goals, pedagogi-
cal methods, learning resources, and evaluation, Although there may
be a tendency to assume that this entails developing & new and differ-
ent type of structured, semester or two-semester long course, this
may not necessariiy be the most effective method of introducing the
goals of ethical development to the curriculum or for reinvigorating
the overall ethical mission of the 1iberal arts coliege,

Exactly how and where should a "course" or "program of study"
emphasi1zing the goals and methods of this integrated medel of moral
education be "placed" in a coliege curriculum? There are numerous

and gften problematic cuestions that follow: Should these goals and



-205-
pedagogical strategies be formulated intec a single course, gr series
of courses? or, should they be integrated into existing courses in
the curriculum? Should this integrated approach to moral education
be considered interdisciplinary study? or, come under the rubric and
control of either philosephy or psychelogy, or both departments? Should
there be a major or minor in integrated moral education? Should alil
undergraduate students be required--in some manner--to study moral
decis{on-making and ethics in this proposed context? Should this
approach be incorporated into the degree reguirements of each available
major or should it be considered either a general education elective or
requirement? In some instances these are political and contextual
guestfons and the exact "answers" will depend upon the individual per-
sonalities and circumstances of the college in which the questions are
raised. Mevertheless, there are some general preferences based upon
beth philosophical and pragmetic considerations,

According to the Hasting's Center study of existing applied ethics
courses, many are issue-oriented, interdisciplinary, and team-taught,
while most fall under one of the following categories: "Science,
Technology, and Ethics," "Pre-professional Ethics" or "Ethics in Mon-
ethics Humanities and Social Science courses" {1980). In this thesis,
howevey, there has been a hroader consideration of the ethical mission
of liberal education and the appropriate objectives for moral education
within the liberal studies curriculum, The integrated model is ob-
viously not just another normative or applied ethics class; its
acceptance would represent an institutional commitment to partially

fulfi111ng the ethical mission of the college through affirming
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appropriate curricular goals and teaching methods, It undoubtedly
is unrealistic to expect any single semester-length course to meet
these brpader liberal education goals. Moreover, a case easily could
be made that because moral concerps and questions are pervasive--
occurring, for example, in science and technolegy, business, communica-
tions, 25 well as in the methodologies and research practices af all
the discipiines themselves--that the ethically-oriented goais of
Tiberal education shovld be spread throughout the entire curriculum.
Desplte these considerations, a very strong arqgument can be made for
the develgpment of a concentrated course format, First, it is un-
Tikely that many instructors in many different disciplines would
chonse to develop competence and expertise in this area, Second, the
crucial personazl and developmental aspects of this integrated approach
could easily be lost in curriculums that are 5ti11%-by and large=-
identified and divided an a disciplinary and topical basis. Third«-
whether an accurate perception or not--many collene faculty believe
that no serious subject can be taught “pervasively" or "acrpss the
curriculum" (Hastings Center, 1980, p, 74). And fourth, to directly

ctte The Teaching of Fthics in Higher Education,

the diffusion aof ad hoc ethical anmalyses among
a wide varfety of courses deprives students of the
opportunity to focus systematfcally on ethical
problems for their own sake, and alsoc of a context
for giving them a coherent means of developing

broader views on the nature of ethics.{1980, p. 75)
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Perhaps it would be possible to essent{ially do both: create at least
one course exclusively focused on ethical and meral judgment goals
while also designating certain courses as "ethics intensive," just as
spme €Olleges now identify "writing intensive" courses. Such courses
would rely upon the faculty member's expertise in his/her own disci-
pline coupled with a commitment to identifying and teaching ethical
isgues and some degree of familiarity with and application of the
cognitive-developmental approach to education,

Although this approach certainly allews for ethical analyses and
the identification of moral 1ssues within any major, it seems fairly
clear that this integrated medel is not & major in itself, (Although
it may Serve a5 a component of a student's chosen area of speclaiiza-
tion.] This model of moral education 1s certainly not a new discipline,
nor is 1t founded on a specific subject area (environmental studies
or East Asian studies, for example) or a career area [education oar
business management, for example). [f implemented it would help ful-
f111 the undergraduate commitment to a general or liberal education.
Az for a disciplinary or interdisciplinary designation, this again
may largely depend on specific circumstances. A strong philosophy
department with a broad-based commitment to humanistic learning (as
opposed to the analytic school of philoscphy or any particular school
of thought) may serve as a secure and invigorating disciplinary home.
On the other hand, if a college has a well-defined 1iberal education
program with committed faculty from many disciplines, an interdisci-
plinary status may be preferzble, Again, there has been no attempt

in this chapter to design a specific program of study; instead, the
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objective has been to draw out at least the major curricular and
pedagogical implications and challenges that would follow from a

serious commitment to this mode] of moral education.

Conclusion

lnderlying this proposal for a specific, reasonable model of
college-level moral education s the critical assertion that there
is a moral dimension to human life and community and that society is
replete with many obvious moral guandaries, ethical challenges, and
value-based conflicts., Whether they are the almost overwhelming
global issues of imminent nuclear destruction, just economic distri-
bution of wealth, or racial and sexual equality or the more personal,
individualistic issues of self-identity, retfgious faith,and truth-
telling--all invelve a degree of moral choice, of moral risk and

commitment. Is the examination of such issues as moral probjems in

a structured coliege-learning environment ethically appropriate? lIs
it pedagogically possibie? The advocates of Tiberal education have,
over the centurles, stressed the jmportant role that college education
can and should play in preparing individuals to meet such challenges.
The overarching missfon of creating people who wilil "live their Tives
well," who will become free-thinking ind{ividuals capable of beth
ethical commitment and intellectual vision, is certainly as lofty an
ideal today as ever, Relatlively few American educators (Sidney Hook,
asfde) seem to reject the jdeal, at least as an abstract societal aim.

However, it has been institutions committed to 11beral education that
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have taken these missfon statements most serfously and translated
them into such contemporary curt i~ular goals as: "an educated person
15 expected to have some understanding of and experience in thinking
about moral and ethical preoblems" and "(the educated person) cannot
be pravincial in the sense of being ignorant of other cultures and
other times"--with the farmer goasl centering on the development of an
informed judyment and the ability to make discriminating moral choices
and the latter on the need to develop a tolerant, open-minded attitude
or perspective. The translation, in turn, of these curricular goals
into specific objectives and Tearning methods has been even more
difficult and more controversial. This "translation” has been the
task of this thesis.

Besides the historic commitment of liberal education to the
ethical development of the individual and the very existence of a
sepemingly overwheiming number of moral challenges--whether within
socfety or the self--there is a third, perhaps major, reascn to more
clearly and explicitly emphasize the goals and objectives of moral
education: to undermine the notion that educatfon itself can be
value-free, {mparting totally objective knowledge and skills. A sus-
tained encounter with moral reascning--with the proposed integrated
mode] or moral education--would help divest students and faculty
alike of the dry, technique-oriented, ski1l approach to teaching
and learning. A stronger commitment to the goals of moral develop-
ment would help students understand both the strengths and Jimits
of objectivity and analytic reason and help them hecome sensitive

to the underlying value assumptions in learning skills and disciplinary
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methodelogies, in the selection and arrangement of factual knowledge,
in the dynamics of interperscnal and professional relatianships, and
in the structure of individual courses and the curriculum as 2 whole.

In chapter 1 a rationale was presented for analyzing the educa-
tional goals of moral development and for proposing a specific
phiiosophicaily-defensible model of moral education. A brief review
of these reasons is alse in order. There is a desperate need to
clarify concepts or at least to use language consistently., As pointed
cut, "morals,” “"values,” and "ethics" themselves, the central concepts
in this study, are often used interchangeably, and each possesses mis-

leading popular connctations. In this thesis integrated model of

moral education has a specific amd consistent meaning. "Education"

implies fnstruction and learning occurring within a structured, goal-
ariented context., "Moral" is used as opposed to "ethics" in that

this approach wmoves well beyond the traditional philosophical examina-
tion of ethical theories and patterns of reasoning. Also, "moral" is
emphasized rather than "value" to avoid the connotaticn of a skili-
oriented, experiential model and to emphasize the philosophical
meaning of moral values as distinguished from aesthetic, customary,

or trivial values. "Integrated," in this thesis, refers to the
conceptual integration or connection of two existing models of moral
educatfon and also impiies an integration of fact and value, character
and knowledge, and conscience and intellect; while am educational
"model™ moves heyond an explication of underlying assumptions and

goals and objectives to also identify the teaching methods, learning



Z211-
resources, methods of evaluation, and curricular fit that logically
or practically follows, It was alsc pointed out that the prolifera-
tion of seclal scientific research on individual moral development
holds both promise and danger: promise {n the sense that the new
knowledge could help Tn creating an effective approach te teaching
moral educztion, danger in the sense that the theories and data
colTected could be critically and nailvely accepted as worthwhile
educational goals and objectives, The integrated model s an attempt
to sensibly draw upon at least some of the psychological research, to
recognize the scope and limitations of a curricular approach to moral
development, and yet still develop a reasoned, philosophical case for
the proposed model's goals and objectives., Finally, an important
rationale 1s that the absence of any firm philosophical grounding for
a course or program on ¢ollege=level moral instruction would Tnevitably
lead efther to such a program'’s early demise or to its manipulation
and distortion, The clear connection with the aims and goals of
Jiberal education is Intended to insure that neither fate befalls
the integrated model of moral education.

To return to one of the central assumptions of this thesis:
broad mission statements regarding moral character and development of
the student can be translated into Tegitimate and meaningful curricu-
Jar goals and objectives, This thesis has been an ethical and histori-
cal justification of college-level moral education and a specific
i1lustration of how mission statements and broad curriculum goal
statemants focused on morality can, indeed, be translated into

specific learning objectives im & structured learning setting. If one
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accepts such sweeping statements as those identified by Bowen 1n his
1977 study of more than crne-thousand colieqe goal statements, then
coileges are ultimately aiming to create individuals with 1ntellectual
tolerance and integrity, wisdom, human sympathy and moral sensitivity
and courage--and for a spciety that is maving toward human equality,
freedom and autonomy and a general “{mprovement in the motives,
values, aspirations, attitudes and behavior of members of the general
population® (1977, p. 55-59). It s recognized that these ultimate
ideals serve as "guides," as distant "beacons on a journey" {(to again
cite Karl Jaspers). The {deals, the long-term aims, find expression
at various levels of abstraction and concreteness and in many differ=-
ent structures~-other than curricuium and structured learning. In
this thesis these ultimate aims take some specific shape, they become
instrumental objectives within the college curriculum, Educational
alms involving “morality," "ethical character," and "moral develop-
ment" are restricted nelther to a high level of abstraction nor to
the extracurricular aspects of college education,

The question “At a college or university, what should be our
educationgl goals in the realm of morality?" was also posed as was the
closely related question: "What curricular or instructional model is
most logically consistent and ethically acceptable with the mission and
philosophy of J1iberal education?" It was argued that the goals of
moral education do not need to be linked to a specific ideology or
religicus faith, that morality 1s an overarching concern of the human

community, A moral point of view is a breoadly humane perspective that
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views humar value considerations as important. Moreover, the
philosaphy and goals of the 1iberal education tradition--first de-
scribed and analyzed and then actually used to evaluate various
models for college-level morazl education--serve as & healthy guard
against elther kecoming epmeshed in the moral values and princi-
ples ef a particular group or becoming over-enamored with a "content-
free” technique ar skills approach to valuing,

“What should be the more specific goals and objectives of moral
educatian?” To answer this question, five existing models of moral
education were identified and described in some detail; these models
were critiqued and evaluated by using the philosaphy and goals of
T11beral education as the criteria. Thus, this thesis 1s, in {tself,
a form of normative analysis, presenting a case, arguing for a
systematic view of the principles hy which colleges gught to con-
struct a program of moral education 2nd then rationally defending
a specific, proposed wmodel of moral educaticn., The integrated model
of maral education, a combination of the ohjectives of the cognitive-
developmental and normative ethics models and a blending of teaching
methods, Tearning resources, and avaluation methods, most adequately
meets the Tpgical and ethical criteria for 1iberal education,

Certainly ethics courses cannot try to teach
particular moral behaviors; that would be in-
doctrination, but if the movement to teach
ethics is serious about developing nat oniy the
capacity ta think ethically but also the com-
mitment to act ethically, then it will have to
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find ways to fire the will as well as the in-
tellect, to engage the heart as deeply as the
mind, and to put will, 1intellect, and feeling
to the test of behavior. ({(Lickoma {n Callahan
L Bek, 1980, p. 132}

The unique aspect of the integrated model 1tself Tlies in jts
success in partially bridging the gap described by Lickona and fn its
explicit assertion that the teaching of ethics and movality {not
simply about ethics and morality] is neither an appeal for the affec-
tive or emotional education of callege students nor 2 strict 1imita-
tion to moral reasoning as a form of analysis or mora) knowledge as
a nhew discipline, but rather an effort to seek a broader understanding
of human reason, of 1ntellectual growth. The anaiytic goals of the
normative ethics model focus on moral reasoning and knowledge; the
integrative and synthetic goals of the cognitive-developmental model
focus on moral character and develgpment., Together they farm an
effective approach to college-level moral education that truly meets
the aims and standards of 1iberal education, Indeed, many supposed
apposites--affaction and cognition, theory and practice, fact and
value, curricular specialization and integration, absolutism and
relativism, and intellect and conscience--are reynited in this pro-
posed model. !n particular the distinctions between ethical absolut-
1sm and relativism as well as between intellect and moral conscience
are examined and eventually reconnected by the student instructed

in the inteprated model,
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This proposed approach rests on the arguments that indoctrina-
tioen 1s not a logical inevitability in moral education, that moral
phenomena and principles are rational and can be intellectually dis-
cussed and tested, and that a strong, well-defined concept of 1iberal
education can help develop clear goals and cbjectives in moral edyca-
tion. However, the scope of the thesis is limited; for a number of
reasons, no claim can be made that any one curricular model can
entirely achleve the important ethical aims and goals of iikeral
educatfon--whether in actual practice or in a theoretical sense.
First, there are moral learning experiences external to the curricu-
Tum as well as outside the entire college envivonment, Second, at
least some of the goals of the integrated model are both instrumental
and tong term. 5uch a goal as "developing the student's ability to
orient himself 1n a relativistic world through personal commitment"
cannot be definitively achieved within four years--nor, probably,
should 1t be. Ard, third,this model 15 one reasonable approach to
moral educatton in keeping with the traditions, aims and curricular
goats of 1iberal educatien. It 1s proposed as plausible, ethically
acceptable, and logically connected to the ideals of liberal educa-
tion=-but not an absolute quideline in itself,

In ctosing, college students can be legitimately taught to re-
flect on moral roles, to use moral reasoning, to be commtted to ana-
lyzing and selecting moral values and life styles and to act 1n
accordance with their convictions, The connections between passion
and intellect and between maral theory, personal conscience, and con-

crete action can be made legitimate and effective components of a
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college-level 1iberal studies curriculum,
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Abstract

L IBERAL EDUCATION AND MORAL DEVELOPMENT: AN INTEGRATED MODEL
OF MORAL EDUCATICN

Roderic Lewis Owen, Ed.D.
The College of WiT1iam and Mary in ¥irqinie, April) 1985
Chairman: Professor William F. Losito

Two central questions are raised; At a college level,what shauld
be our educationa] goals and methods in the realm of moral development?
and, what curricular or instructiona? model 1s most logically consis-
tent and ethically aceeptable with the mission and philosophy of 1iber-
al education? The major purpose of this study is to answer these
questions and develop one reasonable, clearly defined model of college-
level moral education, The provisfon of a framework of clear defini-
tigns and carefully delineated conceptual boundartes 1s a necessary
first step.

A number of reasons for sustafned philosophical analysis of alter-
native goals and methods of mora? educaticn are developed: reducing
semantic confusion, understanding how to use the growing body of social
scient{fic research on moral development, identifying the dangers 1in-
herent in maral education without clear guidelfnes and gqoals, under-
mining the belief that education can be value-free, and reasserting
the important roie that the philoscphy of liberal education can play
in determining curvicular goals and methods.

This study 1s a phiTosophical 1ngquiry consisting of analysis and
clarificatien of concepts, Meore specifically, it 1s a normative in-
quiry into the various goals of morzl education, leading te a proposal
for onre justifiable model of college-level education. This normative
study rests on the philosophical zssumption that value statements can
be ratiorally understood and debated and is guided by an awareness of
the major findings fn social scientific research on moral development
and education, an understanding of the history and philoscphy of
11beral education, and familfarity with the conceptual analysis of
educaticnal terminology.

In order to answer the central questions 1t is argued that the
ideal of liberal education {1ts inherent logical apd ethical criteria
as well as a developed set of explicit curricular goals) can help
determine legitimate curricular gozls and methods that are focused
on moral develepment. An extended definition of liberal education is
developed through reference to widely sccepted historical statements
and examination of contemperary principles and goals.



Five contemporary models of undergraduate moral education are
next jdentified and described in deta$l: values clarification,
wholistic, humanities, normative ethics, and cognitive-developmental,
The specific criteria for liberal education are then critically
applied, evaluating the respective strengths and weaknesses of each
model. It 1s argued that the normative ethics and cognitive-develop-
mental medels are most clesely connected with the historical aims and
contemporary goals of Jjberal education,

The study conctudes with a detailed analysis of the two selected
models. Reasons for thelr integration are developed, pedagogtcal
methods and resources which emerge from their combination are qutlined,
and a summary of this approach tc selecting and developing an accept-
able model of college-level moral education is offered, In closing,
it is stated that college students can legitimately be taught to
reflect on moral roles and use moral reasoning, to be committed to
analyzing and selecting moral values and lifestyles, and tn act 1n
accordance with their convictions,
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