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S FOREWORD' ' : ‘
The task group report-presehted in the followihg.paées is —
Ko .

|
|
|
|
|
one of a series prepared by eminent psychologists who have served |
- , e

|

|

|

|

|

|

as consultants in the U, S. Office ef Education sponsored grant,

study to conduct a Critical Appraisal o¥ the Personality-Emotions--

. Molivation'Domain. The study vas planned\%iﬁh the advice bf an

[} - ’
- advisory . commlttee including Professors Raymoqd B. Cattell and

+ Je McV. Hunt .(University ot Illln01s), Donald V. Machlnnon (Univer- T

.
51ty ef Callfanla, Berkeley), Warren T, Norman (UnlverSLty of »
: Mlchlganb, and Dr. Robert II, Beezer (UuOE) and. follows a topical
outllne included as an appendlx to the preeent .report. 1In, order RS
to achleve the goal of 1deht1fy1ng 1mportant problems and areas for
new research and methodologlcal iaspes related to‘them, an approach
was' followed ‘in which leading lnveetigatoré in speciallzedﬂareas
were enlisteé as,memberé gf task groups\ahh,asked to reflect'on.
L thelrrcurrent knowledge of ongoxng research and to, 1dent1fy ?he re-
search needq 1n their respectlve areas.. The general plan is.to .- ' B
) publlsh these reports as a colleutlon Qlth Aintegration contrlbuted
by the editors, It is hbped tha; these reports will prove to be

s valuable to research sc1ent15ts anu admlnistrators. > ~

. - S. B, Sells, Ph.D, ,
. ™ Robert G. Deparee, .Ph.d.
- Responsible Investigators .

* ’ M .
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I. Child Socializatioﬁ: An Overview _ .

*+

Richard L. Gorsuch

{he John E. Kennedy Center for Research '
,on Educatlon and lluman Development o
. George Peabody College for Teachers' ~
A}

+
?

Socialization is concerned with how a child develops the norms

.

ofnhis society. Dependlnq upon how- thls deflnltlon i interpreted,

- —

the afea can be seen as '‘broad or nérrov. In its broad form, it

-
<

becomes almost the equivalent of child development.in general sipce

s

. . o, s ' .. M

mankind is a social creature. From.a narrower perspective, the area
. x Al \ N

is concerned with norms in a strict sense, i, e., the internaliza-

-

tion of the ba51c values 'that a society seePs to transqlt tO)ltS

”

new members. The present appra;qai’has con51dered spcialization
A . '
) from the narrover perspective so that it would be man?geable within

AN

the limit® of our section of the report.‘ Adopting the more limited

T
Ve

perspective is not unduly restrlctlve since the processes are .

probably similar to those in, for example, the soc1a112atlon of

K

sex and occupatlonal roles. " ;

-

In being oonccrnod.with the development of internalized norqs,
tho ared of soc1a117atlon is confronted with a basic phllosoehlcal
problem.of child developmont dnd education: how is the process of
the ch11d adaptlng to society integrated with but distinct from the
way in which a‘chlld develops the skills and norms for remaking

ueociety?_ Research can help sharpen the<qyestion. ror example,

' Mead (1963) has dist%hguiéhed between sociazgzation and encultura-,
tion with tlHe former beihq the process by which a chiid‘becbmes
sufficiently humanized to be able to aqépt'tonsome society and

‘encurturation being the process by which the child comes to decide

]




" Gorsuch'

. N . - .

y

%hat society he wants to adapt’to. Kohlherq's (1969) canitive, SR

stage approach to socialization providee obne poséiblé operationali=-

—
.

: zatlon of the dlstlnctlon since the stages$ of moral reasonlng
iu . - s

fdevelqp re1at1vely 1ndependengiy of a chlld's moral content; the'

L d s .’

. stages are then equivalent to soclallzatlon and the content to

enculturatlon. The,content-orlented work of Gorsuch (1971) and

Scott,(l?GS) has also ggested that the, soclallzatlon process, may
. ' L)

be nore typical of th elenentary school, years wherea encu1tura-

tion may be more typical of the Dost-elementary schoq\.years

&
" {Gorsuch & Smita, in preparatlon). ThlS research, wh1ch might a110w

operatlonallzatlon of’ Méad's dlstlnctlon, tYleleS how a basic study

of socialeatlon may enlightén que 5tions faced in our society., But

the example also p01nts to the limited nature of 6ur research in
¥ R
the area, for the soc1a11zatlonnenculturatlon dlstxnctlon is not

-sufflclently ‘déveloped to 1den¢1fy which’ events in a child's life

v »

fall into wh1ch category, | ' . a .
Thls is not to say that no 1mportant research has been con-
"ducted on soc1a111£t10n, for that would be a false statement.

o

Goslin" 8 Handbook (1969) prov1dcs weighty. evadence »- in both senses

- N N -

- to the. contrary. But in any research area, there is a perlod of |

prellmlnary study that serves to sharpen the\outllnes of the d1rec-

{s

tlons 1n Wthh research shduld;proceed. Vlith fuwther study, the

' data begln to revealethelr secrets and a new, more effectlve para-
. .

digm can be establlshed. The papers contributed for this report

.

- - Y [

1

suggest that the area of socialization has reached a "sharpened

” . . : . '/7 A ’
outline" p01nt. T

\“‘
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RS

.' Research on soq}allzatlon has” been eoncerned w1th two dlfferent

phases of the problem.

!

1Y

4

‘On the one hand, 1nvest1gators such as -

I

Plaget (1965), Bandura (1959), and Arénfreed (1968) have been con-

{

cerned vith the pIOCEJS‘by~Uthh norms are 1nternallzed.. The re-

v

‘'séarch has often used laboratory approaches or has examined.the o

- * x p ' ’ : ’ S
thought processes ‘of children at different ageg. In this repQrg,
. . N i

Parke examines thé state of social learning theory's contributigns

- ..

to process, oriented theories.of socialization while Turiel and

Kohlberg perform the sarle service for the:éognitivé.stage appreach

-
kS

- - 1 -
to socialization.

{

.

P

 J

. On the other hand, research has also been concerneéd with the o
. hd - ’
agents ofi socialization, Typical studies have examined the effects
df‘early childheood rearing practices (e.q., Sears, et al, 1957; _,

\J G M J
.

Hoffman & Sa;zstein, 1967).

Mussen\uses\this orientgtion in dis-

* “' - a"!"
cussing the' state of our research needs in ‘moral values and behav- -
. . ' t . ; ) . -
ior while Bronfenbrenner broadens the discudsion tos include other

! -

v

4

’

1

*

A Y

L4

(

' is llmlged ) Instead, the"child is viewed as enmeshed 3n-a set of

arcas Qf socialization as well.
. et . & )
Yhile the papers can_be roughly grouped as rnore concerned with

9

P L Y . -
}either the process of socialization or with sociallzlng agents,

every: contributor argues that the product1v1ty of such a d1v1s10n
—

i .
interacting systems. Each systen may have processes sim?lar to

thdse used by the other socialization systems as well as processes

'which Are only effective ‘with that part 1culaﬂ systen, Whlle the'

need to consider the ecological setting of- the child was stresded

- forty years ago by Hartshorne and May (1928, 1929, 1939) vihen they

. : ‘ W *

.

Faln)
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L] ' : 4 ¥
. - ) r i ’\\ ; . . e .- ,
poanted to the 1mportance nf the chr}d's c1assroom, it has b¢en /
e e~ 4,
S neglected, r{ not 1qnored ever since. A maJor p01nt of the present \
Yo - 1 3 » ~

papers 1s that the ccéloglcal settrng gan be, 1qnored no longer. - .,
, -~ A
. An example of the need, for a systems approach is the proli-
|

,feratlng research on television. Whyle some of it is laboratory ) “

L4 L

‘3 - 14

research and some naturallstlc, it'is usually characterlzzq by a

-~fa11ure to conslder telev1s1om ag a soclallzlnq agent whl h inter- .
. \‘ S . . L ‘

acts -with other soclallzlng systen" to produce the to;al effect. >

n

,~From a systems approach, one would expect it to have,a dlffement\ T
o effect- ﬁhen, for example, the parents systematlcally tralned ' ¢

*
<

ch11dren avay. from aqgres510n as.'compared to when the paaents vere

¢ M
- 1nt1mldated by the Chlld's aqqreSSlon. If the child 1m1tates the
" i : . vt

aggre551ve TV models in the former ,case, the parental reactions

™ .

,woufd leadd to the Chlld reqe1V1ng valuable lessons increasing the . *
. . . " 7 .

. child's resistance ‘to aggressive models. In the latter case, the . ° .

chlld would become, more aggressrye than if.no "IV were available. ) . *
How:often do elther‘of these two cases occur? We won't kn'w untiil ‘
™'s 1mpact on sociallzatlom.is.1nvest1qated as one part. “of a.set. ‘
-~ of ongoing, 1nteract1ng,systems within whlch the child is soclallzeg;. ‘
|
|

. An often overlooked aspect af‘the set of systens 1nf1uenc1nq "Biéfg
sociallzatlor is the chil@& himself. Each ¢hild brings to a glven ,'.;?t
P 51tuat;on a relnforcement hi¥story and level of devel@pnent whlch .
may caLse him to respond dlfferently than. another chlld’ r"hls is "
‘ partlcularly true mlth sex dlfferences 51nce1the norms in onr
society are‘partlall a function of differehtial roles ror boys and
g{rls. “hile rost stndies have performed seoaraté analyses for boys'

and qlrls, few attempts have been made to integrate non-age dlffer-

@ ences among ch11dren into ,oclallzatlon theory. . .
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f'.

.
.

. looked ls the learnlnq of soc1alrzat10n Dractlces.

v,

g

*

. to trace complex 1uteract10ns. v . . o K

w}“’

¥

4

Gorsuch - ) ~ . Lo e \
‘ . - F3 ..

.ch11Qren? Certalnly, 1n1tat10n of pepple whom they have seen in -

o',

-~ 3

’Another aspect of SOClallaatlon that has been‘generallyﬁevex-

R e A AT : .
. How‘ﬂo parents, ,

teachers, and other adults learn norns for the1r behaV1ors toward -

[y » .
the role and 1earn1nq frem the chlldren with whom they work are B ?

; N < s .

two probable sources, bhut the varlous aqents wall a1so influence *
—
each”’ other. But sore’ addlts woula not seem to exist if our current .
“a . . v

research on soc1allzatlpn was used, to deflne existence., For exar~

p1e, mOat Chlld psychologlsts appear to .assume that teachers are
solely 'wlthln *the pur\ilew of school psycholoqlsts and need not be

considered in the.baslc proces es- of soc;allzation. AMa this 1s3

’r " - . .

in splte of the fac¢t thnt teachers diten spend-rore tine 1nteract1ng -

witl a Chlld than any other slngle adult, and may slganlcantly '

~ 3 Y
,affect the parent-chlld 1nteract10n.- ' . .

*

To exanine socialization as a_ transactional .process involving

4 — .
severalelnteractlng systems may requlre sone alteratlons.nn the -
. .\ F:
stwle of research. The total area is too cbmprex to assume that .
- 4 [

one 1nvestlgator can Lnow each of “the systems thoeroughly. Instead,
x-leﬁ niay need to move to ltfodel where, a laboratory of cooperatlve .
SClehtlstb is anolved in any given pro;ect In 11Pe manner, the .. .
area may need to use more of the available multLvarlate\statlstlcs |

m‘

Y -

-
of Y °

'%' fhe analysls of an on901nq}set of systems also requlres data .

Fes

collectéd/from severa10p01nts Iﬁitlne. Tlhile this* creatés strateglc o

proﬁlens agaln rcqulrlnq a team approach, it also suggests that !

folloW1hg chlidren across tlme‘wlll be necessary to persuade some "
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N

. ¢ .
oy hd .

*
£ the more 1mportant developmental processes ta qive up their

2
-

\ secrets. But a pure longltudlnal study has serlous dlfflcultles.

" ~
™ IR

F1rst the changes noted could be explained egther as a’ functlon

.
3 ’

of new soclallzatlon prbcesses,,as a result of a general sh1ft

’ >
‘tinual test1ng and observatlon. Second, to fplLow the chlldren

-

+ for ten to. twenty years and then to~publish one's results neans
R 6 I

N

that’ \he chlld rearing: conditions may hhve changed.suftltlently s6

. xthat the same situations could be no lonqer found
3 . bp R , ' S
* The* problens 1nherent in a 1ong1tud;nal deslgn a;e reduced in

a cross-sectlonal,ﬂlonqltudlnal design,’ Chlldren at several age’
d

1evels are studied and each group of childreh £ollowed unt11 they

. ™ »

are "the ‘ane age- us were the next older group of chlldren when the

tudy.pegan. This desxgn hac the advantages of the traditional
‘e < HERY ’

longitudinal study w1thout its dlsadvantagés, and is the preferred

.

-

. g
approach for the necessary svstems analys13 of soclallzatlon.

L iand

affectlng all nenbe!; of the culture, or .as a funct‘on of the con—_

gy -
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II. A Social Learning Perspective'’
Ross D, Parke .

Fels Research Institute G

Ve . . ]

Social learning theory kc.f. Bandura and Walters, 1963) has
f

been hlghly productlve of hypotheses concerning the soc1allzat10n .

¥

progess, and the empirical studies that have enerqed from the
tradition are imortant contributions to an analysis ‘of the pro-

v ., . .
césses that may underlie socialization. In this brief overview of
% iy

N,
the current ‘status of social learnlng theory s contribution to '

A [

chlldhood soc1alnzat10n, tbe three - nmain p’@cesses postulated by
soc1a1 1earn1ng-—soc1a1 reinforcement, punlshnent, and imitation

will be examlned. It will be sugqested that a number of changes in

research strategy and in basic assumptions concerning social devel-
. » . . ' *
opment are necessary in order to fully exploit the potential”contri-

bution of social learning theory to the problem of socialization.
Three main changes in social learning research are required. First,

social Zearning redearch must become more developmentally-oriented.

Second, the ecoloq1ca1 valldlty of the findings must be given greater '

L1

conslderataon. Thlrd, the aluost exclusive reliance on the experi-
‘mental nethod must give way to alternative nethodoloq1ca1 approaches.
The need for a more develogmental orientation ,

.

Due' to the assumption that social lédarning processes operated

in a qualitatibely similar manner at various age points, little
developmentally oriented research has emerged from this traditian.
Typlcally, only one age ig employed, and it is assumed that s1m1bﬁ ¢
effects hold at other age levels as well. for purposes of building ) .

a technology of behavior modification, it is probably possibIQ,to

- %

.
+
L




understanding of 1anguége development. Such a theory, of course,

. plays'in‘mainthininq contact between parent and infant is clearly

Parke ) . . 2 -

ignore age effects. If the aim is to illuminate the socialization ’ ‘

process, However, social learning theory must give full recognition
.

to the developmental status of the organisn and demonstrate the

changing role of social learning processes at. different age levels.

-

Recent research, such as Hartup -and Coates' (1969) demonstration

that verbalization had different effects on the observational learn-

*

'ing of children of various ages, has clearly challenged the assump-

tion of age independence of social learning thebry principles. It

"is not surpris 1ng, therefcre, that there has been little attempt to

bUlld a developmental theory of imitation, dlthough Piaget's sug-
4

gestlons will probably be useful, as will recent advances in our

%

requires that the dhild's changing cognitive and linguistic capaci-

¢

ties Be taken into account. An issue that a comprehensive develop- :

)

" mental theory of imitation must face is the origin' of imitative

beﬁavior in infancy. 1Is it prewired and/or dependent on certain

kinds of social 1earninq conditions for.its emergence? If so, what

»h

‘are these conditions? An examination of this issue may lead us to

recon51der the- function that 1m1tat10n serves at various develop-

mental lévels. Social learning theory has concentrated on the role
that imitation plays in the acquis;tion and modificatién of social
behavior. quever,,imitatiqn may play a very different function in
infancy than in later childhood and.gdulthood. In infancy, imita-

tion méy be a form of social interchange hetween infant and care-

taker, and research aimed at deterrfining the role that ipitation

requié%d. It is clear that -many new questions emerge whep imitation

N
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is v;ewed'as a mutually reciprocal process; the kind .of function

that social learnlnq theorlsts have assigned to.imjtation in the |,

socialization process needs to be .expanded.

In the area of soc1a1-re1nforcement (cf. Stevenson, 1965) a -
. ' 1Y R

number of experiments have indicated the importance of the child's
developmenta; status in»determlnlng the effectlveness ofxsoelal
reinforcement. ~*Similarly, different types of relnforcement (approval
_i- information conoerning cdrrectness) have been found to be dif-

ferentially effective with the child's age. However, the age range

that hae.neen employed has typlcally been rather small, and not much -

attention has been pald to the specific origins of soc1a1 reinforcer
effectlvenes&. It is likely that recent studies of the develoﬁﬁent
of social attachmept (shaffer and Emerson, 1964; Maccobv and Masters,
1970) in tombination with developmental studies of infant-leaxning

' L
(Papousek, 1967; Lewis, 1969) could yield valuable insights concern-

ing the child's capacity to learn through social reinforcement at

different ages. Specifically, developmentally-o:iented research
’ ¢ ¢ . .
aimed at determining the types of socializing agents that are effec-

a

tive at different ages is necessary; the form of social reinforcement

v

also (tactual, auditory, visual: etc.l requires more attentjon. [Co

infants, for example, respond more to social stimulation in one

-

)

sensory modality than another? Do these patterns change with age;
[ )
and if so, what are the determinants of these shifts?

’« In the area of punishment, sdcial learning theorists have un-

L

covered a wide vatiety of parameteriﬂﬁgat alter the impact of punish-

ment; in addition, sophisticated analyses of the mechanisms that may
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underlie different disciplina:y techniques have been offered (e.d.,

is developmentally-oriented daté\\‘However, it is’extrenely uplikely .
L 4

that all punishment parameters will have similar effects-at all ,

.developmental levels, This is particularly true in light of ‘bcent

\

I

|

|

Aronfféede 1965; Yalters and Parke, 1967). Uhat is clearly laéking N ‘

|
trends in_this area which have streésed the role o%/pognitive factors

*  as s}gnificant nodifiere of puéishment. The work of Luria cad\pro- ‘

vide a useful theoretical guide in this’ area. _In adcition to systemﬁ

atic analyses of the cffectivéness of differeﬁt types of punishment

and different disciplinary techniques at different ages, closer .

attention to the origins of punishment effectiveness are necessary.

-

t

An examinaf}on of theories of fear ?evelbpment in infancy'would

probably be useful in understanding the effectiveness of differen’

types of é;scipline and puni;hment. . : d
In addition to the need for a de;ailed analysis of the variables

that alter the effectiveness of different social learning processes

at various age points, an understanding of the compérative effectiva-
ness of different training techniques as a function of age and type

of behavior is necessary. Once an analysis has been done of the

'
L

'cogniti&h and linguistic requirghents that Are necessary to bengfit
frem a particuiar type of techniqﬁe, a classification of behavior
change techaiques that are most suitable to the child's Qevelopmenfal‘
status will be possible. Ihitation, fér aexample, ma§ play 9§ less
important role ihan direct reinforcement in infancy, since a more
highly devélopéd representational cdpacity 'is requifed for imitative

| learning..
f
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One f1na1 _point: to argue for a developmental orlentatlon does
not 1nva11date a soc1a1 learning analysis, nor is it inconsistent. '

w1th a comnltment to soc1h1 learning principles. Rather, 1t merely
' ]

reflects an acﬂnowledgment of the fact thaJ social principles may

Operate dlffere?tly at different points in the child's development,

-

Social learning Fheoxy has given a central place to cognitive pro-=

cesses as ev1denced by Bandura's a-S theory of 1m1tatlon, in advo-
cating a developmental orlentatlon, the child's’ chanqlng cognitive .
-\

and 11ngu1st1c capéc1t1es are givenytheir proper recognltlon.

The hcoloqlcal Validity of a Social Leégnznq Analysis of Socializa=-
tion \

\ . ' v

The main thrust\Pf recent research conducteéd within a social
A

learning theory frameﬁerk has been the 1nvestigation‘of the vari-

3 . ’
ables affecting the 0p§ration of social learning principles. What /(
his been 1ack1ng 1s a d%monstratxon of the ecologlcal valldlty,of ‘,j

these prlnciples. Soc1a% learning theorists have fa11ed to demons

Fy

strate empirically how thelr principles apply to na* urallstlc soc1a1-;

ization. 1In fact, soc1a1\1earn1ng theorlsts have been guilty. of |
A §

\
building "a mythology of cl 11dhood"--to borrow Baldw1n s (1967)
Bprase-~1n Wthh a set of e fects demonstrated in the 1aboratory is

assumed tqf;ctually take place in naturalistic socialization cop=

texts and be an accuraﬁe accqunt of how the child is soc1a112ed
As a result) there has heen a confu51on between necessary and suffi-

‘cient causality; -the 1aboratory experimentv tell us only that imita=

tion, social reinforcement, and punlshnent are possible contrlbutOrs

. to childhood learning of societal norms. However, the extent to

which these hypothesized processas ere, in’ fact, necessary techniqnes‘
‘T‘ .
a )

. 1
« B L]
»
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for adequate socialization is clearly, left unanswered. Two sets!bf
13 - .

issues are involved here. Eirst, is it'possible to demonstrate the
operation of these principles in naturalistic settings? Success¥it
tﬁis level will make a much more persuasive argument for the rele-

vance of social léarning principles to naturalistic socialization.
This type of research is partitularly important in ligat of the

N

criticisms that social learning théory principles hajpe been derived
from contrive. and artificial laboratory settings. e.secoﬁd issue
. - ] . .. .

is a more Qifficult one, narmely to Jdetermine the extent)tb which -
these principles are actually necessary’ for an'adequaté'e;élanation
of naturalistic socializatiqﬁ. This.invoives two aspectéi (a) to
what deqgree soaial‘learning processes, such as social reinforcement,

{ imitation, and punishment actually occur. in real-life contexts, and

(b) to what extent these processes produce the powe;ful chanqes in

.
'

behaVior that social yearning theorists assune. . !

Let me take each’issue in turn. 2 number of recent manipulativs

studies, have degyvstrated thaé!gdult and peer social reinforisméht

can modify the focial behavior of children in natuéalistic contexts.
:)such as nursexry schools, elementary school classrooms,.and.home
situations.(e.g., Harris,rWolf anﬁ Ba;;, 1967; Uahler,‘iéG?); Simi=- f

. iar types of studies ar; required ta determine the effects of dif-

ferent types of pqnishmeﬁt on children's bhehavior in naturalistic
s

LY

P

contexts., Up to the present time, the majority of résearch has

* . s

been of two type5° gross interviey studies, of diSCiplinary teqhniques

‘'which do ‘not permit the specification of the impact of the operation

of different social learning principles on children's social behavior

or more closely controlled laboratory studies which are of
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" been useful for parametric examination of the effects. of punishment,

L;

~

-Similarly, few studdes have exéhined the .effect of exposure to

. “f B
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, IS A - - . -
questionable ecological validity. Although studies of punishment

[4 .
involving the.irpact of loud noises,on children's beiiavior haye.

[gl . .

it is'questionable Zpether these<kinds-9f results can be easily

generalized. to"realtlife ' contex S, Clearly, better experimental

analogues of the parental disCiplinary process are ne?cssary as well

o

'

¥l
as more studies of the impact of punishmenxvin naturalistic contexts.

v
[

models on children's social behavior in naturalistic settings. -

G . ) : - 0
Typically, the-éituation and the dependent indices are of rather

[l

questionable eEological validity. There have been some exceptions'

» ‘

for example, o' Conner (1969) exposed children to a film 1nvolVing .

<

peer-éeer interaction and then evaluated the effect on the child

N

viewer's subsequent social participation in a nurs€ry school play

setting, However, in ‘this case and in the vast majority of studies -

of imitation, the stimﬁlus.materials were either especially con-

- A

Structed for cxperinental purposes or were heavily edited versions
of” commerc1al TV or film raterials. An extenSive Qeries ‘of studies ‘
is urgently required in which children of various ages are exposed
to commercially ageilable £ilms oryTG and.then observed in natufel- . (9

istic settings. This type of investigation permits more meanianul

cohjectures concerning the pOSSlble role that film and TV mediated

LA

models and, more generally, imitation pliys in naturalistic social-

N .
‘ization. ‘ .

»

Let us turn to' the second part of this issue, namely the need

“to document the extent to which social learning processes actually

-

occur in naturalistic soc1alization contexts, and secondly, the

»

1l
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degree to which these p;oceéses have the impact that they are as- , ‘
| - '

A s . . . N . o L, . /., .. )
sumed to have in modifying social behavior in naturalistic situa-

-
-

tions, S ‘ . '
If we are to achieve an understanding of the role playeé‘by , -

social learning principles.fn childhood socialization, we firét-nged

a detailed descriptive picture of the extent to which, parents use

-

different types of direct réinfoncement techniques. wﬁét k?nds oﬁ
freinforcqrs" and "punishers" are used? How often ié punispmeﬁg,
for e*ample, used relative to bther techniques avai}able toiﬁhe
pafent for controlling the child's ‘behavior? F;om this'type of
analysis will emerge information qoncerning the types of Eveﬁ;s;that

function as positibe and negative reinforcers for children of dif=-

+

ferent ages. Investigations of this kind are particularly necesgsary
1

. . . ;
in light of recent studies, such as Harris, Wolf and Baer. (1967).,
on the role of adult attention in naintaining children's social

behavior. Many of the events, such as social disapproval, which have

&

. J
been found to be such potent inhibitors. in laboratory studies, appear

to function quite differently in natural settings-~and in some cases

in a para&oxicaIly opposifé manner--by increasing rather than de-

creasing the probability of occurrence of the behavior.
‘ -

.. A parallel problem exists in the imitation area. Little work

"" * . . . . . *
has’'been carried out so far which would enable an identification of
L] [N -,
an imitative response .in naturalistic settings. 1In other words,"

riles are required thqﬁ would réliably permit an assessment of when

(%] .

observed similarity between two individuals is, in fact, due to

E

imitation. Previous writers (e.q., Gilmore, 1966) have discussed

L « : .
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" %his issue, but little systematic effort to aggt; their suggestions
ma

to a study,of naturalistic initation nas been e. In addi tion to

'documenting the frequency -of imitative behavior .on the part of

children, we need to.determine the excent to which inftation is a

Iy

form of incidental 1earninq and to wvhat extént imitation is used by

parents as an explicit socialiZinq ¥gphnique.' In other words! tp
what extent do parents expliCitly direct their children to imitate
particular behavior? For uhat types of hehavior is this approach‘\
used?. Does imigation of the nondirect type vs. theAAireCt\type vary
with the age of the child?‘ How much direct reinforcement or punish-
Tent do parents dispehseyfor difgereut types of‘imitative behavior?
Answers to these questions would, of course, not.enly urovide useful

information concerhing the actual role that imitation plays in

'socialization, but it would also ‘aid ip the resolutioh of certain

»
theoretical controversies within the imitation area. ° . .

*

A descriptive analysis of the frequency of occurxence of dif-
ferent types, of soc1alization techniques in naturalfstic contexts
provides, hdwever, only a partial answer. One of the central con-

cerns of socialization research has been to determine ‘the factcrs

v

that govern the use of different sOCialiZinq techniques. Illowever,

these studies'have typically involved a classification of child~

N

rearing tactics as a function of social class or parental character-
’ - [} yl ’ .

istics. This type of study provides only qross description of
parental values and preferences for certain types of child-rearing
practices, There is another level of analysis that from a social=-

1earning Vieprint is necessary for a fu11 understandinq of childs

hood socialization, namely an_analysis of the eliciting stimulus

¥ ¢
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cnndltlons in the 1mned1ate anv1ronnent that deternlne a socializing

agent s ch01ce of technlque. For 'exanple, what cdhaitions determine

4 -

whether punxspment, rather than aﬁother disciplinary tactic will be
used?. Are theré‘certain classes of hehavior such as agqgression that

] ‘ » - .
are likely to elicit punishment? Or,  are high-intensity versions of

4

an undesirable response more likely to be punished? that role does
L] -

the ch}ld play in determining the choice of disciplinary.technique?

Another class of factors which has not réceived sufficient attention

in discussions of the determinants of choice of socializing* tactlcs
‘ - %
are structural factors, such as family organization and 51ze and the

" .

phy51ca1 chatacterlstlcs of different socialization settlnqs. It
/

_is suggested that a detailed analys.s of the physical features of

different‘sqcialization settings is necessary in ofder to assess the’
extent to which thesa factors share both the social behavior of
children and the socializing activities of aduits. Recent work by
Sommer (1970)\and by Proshansky,‘Ittelson and Riulin (1970) are
suggestive of the kinds ,of dimenaioﬁs that might be éxamiped. Aﬁ;
dressing our attention to these tyées f iééues and questidns is
necessary if we are .to fully understand the conditions‘determ;ning -
the‘selecfion and utiliza}ion.ot different types of socializing .

‘17 N

The second part of the ecological validity issue still remains,

techniques, .
namely to what extent social learnlng processes are responsible for
changes in social behavior in naturallstic settings. To answer this

issue’'requires that we turn to methodological considerations.

.
] ~ 3D

t td‘, ‘
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What is required methodologically? )

-¢ ’ \ »
"7 1In llght of these aims and problens, what methodological ;f‘\

‘st{%tegles are requlred? Social learnlng theory's contrlbuclon to

an understandlng of childhood soclallzatfgn has been ‘limited d?e
S *

to a reliance on the experlmental m\thod as the preferred methodo-
!
logy._ It*is true that alternatlve/strateglcs have been employed,
. . . : -.
such ‘as retrospective interview approaches, but tﬁese pa&é beent
b VI . ’ M . - R

?

»

¢ fraoqht fiith methodoloqical difficulties. Moreover; tﬁey have )

“

|
famled to provide ‘the klnd of detax}ed descrlptive aralysis that

Y

could be treated in soclal;learpinq terns. Only gross descriptions )

of broad categories of behavxor have been provxded. Rather, a firm .

~ . .

commltment to an observatlonal methodologyrls necessary whlch.pro- b

»3

vides a detalled molecular descrlptlon of 1nteraction patterns . .

-

between the chlld and different -socialization agents in a wide

variety of natqralistic settings such as the home,'schools and play-

‘ grounds. ° The settings. that are"%ampled‘should involve the main

agents in the socialization rocess: hence, fathers and peers as

well as the movher need fXo bealncluded. The obpervations should

fication of the participants' behaviors in social learning terms;

PR . . J .
this is critical if the rxole of reinforcement and punishment as

. .well as imitatioo in childhood socialization are to ba'ﬁroperly

\
assessed., .

Second, in additiop to cross-sectional studies, longitudinal
.~ !
investigations within a social learning framework are necessary.

4
. AT
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It is argued that only with a lonbitudinal approach will it.be POS= " e
A .
sible to denonstrateuthe extent to whnch changes in behavior over

* - . S

- . . e = .
" \age are due to specific social learnmng processes--as these are

manifested in the behaviors,of varioug socializing_agents. ‘Past ‘

longitudinal studies have yielded'important iﬂfo:mation, but the

molar nature of the variables and ratlnq categorles have preCluded .

N v -

¢ an 1dent1f1catxon of social learnlng processes anv An dssegsment of

1y

their contrabutlon. . ' ) ' )

- ¢ ~ . v -

. From, th1s type ‘of 10nq1tud1na1 observatlonal analvs1s will ’
* > } -
\ . .
.*come “two types of data. First, t ays in which children's social

behavior shifts over age and context will he‘specified; 'This will.ft
provide a much needed normative description of the developmental
course of different social behavrors. Up to now, we have only a
fragmented plcture of only a few behaviors. Qecond, the kind§ of
) beha%}or exhibited by dlfferent soclallzatlon agents in response
to dhlldren at dlfférent ajes, exhibiting different varietles of
soc1al hehgvior, will be 1dent1f1ed Adults as welkbas peer agents
change thelr bqhavxots across t;ne, sltuation and target. Some
;{ "ynormatlve ddxa concern1ng the nature of these changes is necessary
» to a full understanding of socialization. Finally and most impor-
tant, an analysis of the 1nteractlon patterns .between ch11dren and

the1r socializers w111 flow 'from this type of observatlonal approach

AV and permlt a gest of the hypothesis that the changes in children' 8
. S

-

behavior over time is, in part, due to'chanqing reinforcement con-

i tingencies and opportunitipsﬂgor exposure to differing nodels.,
| . '
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. Other observational studles Qre nécessary to deternlne the role of .
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A prototype of this klnn of rESéarcH is the nonoqraph by Patterson,‘

Littman and Bricker’ (196’) in which they, were able to shod thagr .

- ! .

peer reapti&ns are an 1nportant Class, of re1nforc1ng events, and -  * :

-

knowledge of these: events allow predlctlon of the development of .
At 2

aggressxon.\ *{iowever, this study oovers on1y ohe type of hechanlsm--

\ rexnforcementr-and dhly ©one type of behavxor, over one age period

-

o’ i »

response-contrngent feedback on other behav1ors, at.other ages and

4

‘in, other settlngs* Por example, the relétlve 1ﬁportance of peer

feedback, exposure to aggre381ve acts. dlsplayed by other chlldren, X N
and externally 1mpo$ed adult re1nforcers as deternlnants of aggres-

sxve°behav1or in chrldren.could be assessed by obseﬂvatlonal pro- -

4

cedures. This t?pe of study will provide inmportant clues concerning

the role of 1m1tatlon and relnforcenent in children' s naturallstic

-

socialization, By tracklng ch11dren longltudlually, it will be

possxble to determlne in 'a more exact fashion the contribution of

»

the chlld's prior social 1earn1ng experlences on his eubsequent

behavior. Too often soc1a1 learning theorlsts have relied upon’

inferred and hypothesxzed "hlstorles without any clear 1nd1catlon_

] -

of the\exact nature of the history in .social=- 1earn1nq terns. “The -

most important contribution of th1° the of. detailed observational

ana1y81s is the information provided concérning the role that the

~

nypothesized, but as yet untested, mechanisms offered by sccial

learning do, in fact, play in accounting for changes in the child's

social development. . L - .

N r/- ‘ -

One final note: Thls enphasis on observational approacherﬁnnuk\

not arque for a rejectlon ‘of experimental studies of nglal

hl

¢
. 2o

-
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development. Rather, observational studiés can provide valuable

% ' guidésﬁc?ncerning the kinds -of gxperiments and experimental ) y?

-

P analogdés qfléocialization practices that will be more relevant to
5 naturalistic socialization. 'Particdlarly“useful in future research

. ¥ ’ . . 3 ‘
will be a comblnétlon_of experipental and observational approaches,
- . )
~such as structured ﬁamily‘iq;eraétibn studies, .

-
» .

o v " ) AR 3
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A . ~-. -1II. Research Directions in the Study of
| » HMoral Development and Moral Education

. Elliot Turiel and Lawrence Kohlberg

Harvard University

In our researqp on moral development, we have worked within a
‘ﬁerspective géfgrfed toias "cognitive-deveiopmg:fal." lThe basis of'
this approach is: a) that the child generates his moral values and
judgﬁén£5a6ut of his own exéerienros, b) which are proéesseq by and
dependent upon the child's cognitive\stage, and ¢) that these valbes
and judgments have footé iﬁ universal ;ocial expé}ience.and so'are
culturally universal. The view that the child's moral develépment'

involives a construction of his own values is in contrast with the

'intgrnalizntion positions tiken by a number of sociologists and
psychologists. Internalization theories define moral development as

the learning to conform to rules that are defined by the culture or
\

smaller social groups., The source of the individual's morality, then,

is seen to be in the rules and norms definad by external social
agents. \ ‘

Y.
N

.- * - .
Our resdagch has indicated that children generate their own ways

of making moral judgmedts through their social experiences. Follow-

ing Piaget's meéhods, we have investigated moral development by

looking at how children make judgments about moral?conflicts -- i.e.,
¢ : o L A
the structure of their thought. From longitudinal and cross-cultural

research on children's responses to a number of hypothetical moral
dilemnmas, guch as whether to steal an expensive drug to save one's

dying wife"athe following six developmental stages have been derived:

!

Stage 1: Obedience and punishment orientation. ELgocentric deference
{

to superior power or prestige, or a trouble-avoiding set. Objective
responsibility.,

‘)
Au'}. v 1
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Stage 2: Naively egoistic orientation. Right action is that instru--

mentally satisfying the self's needs and occasionally others"'.

-

Awareness of relativism of value to each actor's needs and perspec-

tive. Naive egalitarianism and orientation to exchange and recipro-
>

>

Stage 3: Good boy, orientation. Orientation to approval and to
pleasing and helping others. Cohformity to stereotypical images of °
majority or‘natural role behavibr, and judgment by intentions.

Stage 4: Authgiity aﬁa social order maintaining orientation. Orien-
tation to "doing dut&“ and’to showiﬁg respect for authority and ’

mdintaini?g the given social order for its own sake. Regard for

earned expectations of others.,

Stage 5: Cont{actual legalistic orientation. Recognition of an

arbitrary elemfnt or starting point in rules or expectations for';he

sake of agreement. Duty defined in terms of contract, general avoid-

4
-

ance of violation of the will or rights'of otheré, and majority ®ill
and welfare. .
Stage 6@ Conscience or principle orientation. Orientation not
stage © 1 ‘ 2on.
only to actually ordained social rules but to principles of choice

4

involving appeal tp logical universality and consistency. Orienta-

———

L

tion to conscience as a Qirecting agent aﬁd to mutual respect and
tru;t.
Vhile the original research was with boys, recent research has
found the stages to be useful with Qirls'as vell.
Our cross-culture studies (in Taiwan, Yucatan, Tﬁrkey, Great

.

Britain, Canada and Israel) have shown that the same basic moral

an

g

N
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concepts are used in eve;y culture and that the stages of their
development are the same in every culture. Our experimental wor£
has demonstrated that children move through the stages one at a time
and aiways in the same order, we have\experimentglly validated the
proposition that children éass through the stages in.the prescribed
order and that change occhfg in small steps at a time. |

The basic notion of the stage concept is tﬁet a series ef stages

form an invariant developmental sequence. The sequence is invariant

because each stage stems from Fhe previous stage and prepares the

A way for the subsequent stage. However, children may meye thtough the
sta;ee at sarying speeds and may be foupd-helf kﬁ and half out of a
particular ;tage. Consistent with the,nqtion of invariance fs our

’

" finding that the most effective way of stimulating change is to

[y

induce "cognitive conflict" by providing reasoning at tHe staée

above the child's own stage,
"} while the stages of mofel development are definee in tetms of‘
verbal moral Judgment, we have hypothesxzed that stages are also
related to behavmor. Both naturalistic and experlmental research has
demopstrated that an indivggual'é moral stage predicts his actual
moral behavior and that judgment and action intersect in thé!r
influence upon development..- ‘

Research into aspects of‘staées of moral development has been
more extensive in some areas than in others. We see the following
problems as requiring further attention: ‘1) how change from stage to ,

stage occurs, 2) how the social structure inFluences indfvxdual

development, 3) how the structure of moral reasoning relates to its

‘4
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. :
ccntent, 4) the relation of judgment and action, 5) a need to

{
specify the relations of moral development to (a) cognitive devel4p—.'

' ment, and (b) ego, _development. Finally, including all the others is:

)

6) the application of moral development theory to moral education.,

l. Stage Transition ’

Our current knowledge of the stdqes of moral development is more

_extensive than\ourwﬁnowledge of principles of movement from stage to

stage. Experiments done thus fax demonstrate that the child's. stage
and the d1rection of his natural development place significant limigs
on the tyne of change that can he stimulated and form the basis from

whichqghange occurs, We have found that children move through the

[

~ stages in a step-wise sequential fashion,*so that no stages can be

< -~ . - {
skipped. We haye also found that there is a resistance to backward

shifts,

The conditions related to change are those of what we call "cog-

nitive conflict" or disequilibrium, This means that stage change is

‘ a process cf generating new ways of thinking stemming from prev1ous

ways that were “experienced“ as inadequate. Our understanding of this
quilibration“ process is still quite limited. Ve need to specify

the organisriic principles of conflict or disequilibrium requlating

transition tetween each stage. fk direct relation to such princip}es,

we need to more clearly specify the environmental conditions or types

of experiences that stimulate or(inhibit the process at eegh stage

2. How'the Social Structure Influences Individual Development

Educational and naturalistic research indicates that all of the

‘ ’
following effect moral stage development in a positive direction:

S
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, a) complexity of the total national or tribal culture
b) higher socioeconomic status and participation

c). peer, group participation - . -

@f "democratic' family environment and practices

e) participation 1n_§pen, Socratic ortde;ocrhtic moral
"discussion groups . ' ‘

f) participation in programs in which adolescents "counsel"

and empathize with the feelings of other adolescent

e counselors, ' N _\f

*

We "have said that all these environmental effects represent
enhanced role-taking 3pportunities, and experiences of taking'the
point -of view of others in ‘the course o fornulating opinions and

decisions. e do not, .however, understand much about the quality T

or structure of role-taking experiences which is critical for posi-

" tive effects on development. Work ie_requireo to relate the analysis

’

of natural qpportunities for role-taking to the mechanisms of transi-

tion from stage to stage. 'As an example, wé believe that the criti-

cal feature of social strugture relevant to moral development is its
justice structure, its roles for allocating principles, ‘duties, or
responsibilities, awvards and punishments. tVle believe some ‘social

o
concepts; others, Stage 2 1nstrumental exchange concepts; others,

structures operate on or support Stage 1 punishﬁent asd obedience

Stage 3 interpetsonal loyalty concepts, etc. It remains, however,

C ’
a task to define variations in family, school, and community environ-
ments in these terms in relation to the children's moral level in

these environments.

™y
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- 3. The Relation of Content “and Structure

. < o
Our research strategy has been to concentrate on the underlying

- structure of the individual's moral judgments. That is, we have

looked gt the way children reason about'conflicts. In dping S0, we
\

have assumed that a given structure or stage can be assccieted with
. . ) i "

Rl

different (and opposing) content chnié;s in & dilemma. However, the
\ .

_choices an individual makes are, of coursb,.not unimportant: We do

ﬁlnd;’in fact, that there is some association between the stages of
reasoningyaqd choices on the dilemmas. It would be important to
h§vé a bétterrunderstanéinq of how an individual's stage relates to
the cohtent €hoices of his decisiong. This should include specifica-
tioﬁ of thé nSndstage‘factors that influende éontent (e.gi, iﬁfof@a—-
tion) and, of the logical connections between st;ucture ang content.

4. The Relation of Judgment and Action

The problem of the relation of content to structure becomés
critical in relating moral judgment structure to action. A problem
requiring a major program 9f research is the relation of moral  judg-
ment'and action, Thg evidence has substantiated th#t a relation .
between judgﬁent and action does exist. NAs examples: studies of
delinquents show that the majority, iﬁ compuriaon with aoin-4delinquent
controls, are at the pre-coanntiona1¢stagee /Ttages 1 and 2) of
judgﬁent; there is a negati&e correlation bgt&ean {he »3unt éf
cheating behavior and the level of moral jevelopment; in ﬁf?%xay's
experimegt 75% .0f the Staée 6 subjects rzfused to administer eiettric
;hOCks to another person as compared t. 13% of the Stage 3 and_sfage

4 subjects. -, »
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Although correlatioqal studies of this sort show that judéﬁent
and action are related, they do not serve to specify the nadture of
the relationship., First, we rust delineate the struceure o¥ rmoral ‘*
action in development. That.is, we need ways of deécribing develop- -
mental trends in‘batterns of acfion. Then it is necessafy to deter-

mine how an individual's reasoning relates to how he acts and how

. his actions relate to how he reasans. This should include" con51dera-‘.

tion of how judgment and action 1nf1uence development. That is, how
does the child's coordlnation of reasoning and actlon influence

developmental change? And does changing the stage also change .the -

4
-

behavior in time? N

o,

5. Relation of Moral Development to: a) éoqnitivg[Development and
: >

b) Ego Develqgment . : )

A

a): It has been found that attainment of a given Plaget 1oq1ca1

‘stage is a necessary but not sufficient condition for attainment of

the corresponding stages. Moral development requires intellectual

development but it requires social experience as well. Ve dé not yet

understand the relations.bet&een{the experiences which stimulate

intellectual development and tﬁose which stimulate moral deveiopment.

As an example, do decisiens stimulating development of ywral reason-

%Qg also stimﬁlete the development of logical reaéening and vice

versa? Furtheréore, research into the relatlon of coqn1t1ve and moral

deve10pment mafﬁhelp clarify the nature of development beyond Stage

4. The number ¢f subzects found in Stages 5 and 6 have been few.

b): Research indicates that moral.stages and iogical stages are both
— .

related to development of the self-concept and conceptions of inter-

personal relations and values. Whether mofal development is at all

'

it




-~ i . rz' .
S : o 1-‘
- A * ' % v — “A
s - . \\
uriel. a;mz‘ iohlberg ‘ 8 '
-

17’. . . . * *

3 .

Dy )
PR L y
. J

requp51b1e for ego development or social concept development is

un?igﬁr* To determine this requlres an extension of analysis of

.
,»s,

Lt e ~

‘:moral'atages natural to social concepts and values in areas not

A
~,

usually con51dered moral, e.g., concepts of family, work and school,

>

L of government and politics. This extension-is important for under=

o

’standlnq education and-change, as well as for understandlng relatlons

of Judgment to actlon. tlany moral decisions seem to be conflicts,

). RN

betweeq d%lfksgness and rorality. "Selfishness" or "self-interest"

is, however, ermlned by stages of self-concept. A child may

)

! 3

sélflshly \cnba %oﬁ a test in order to acRieve. The decision to,
. athebe 1s, itself the product of a more advidnced self-concept than
one s;mply coﬁcerﬁbd about tangible rewards and "fun. To vnderstand

mogal chotce we need to, understand the self-concept, as well as the
, 2, \\ ; >
moral&norms anVOIVed in an active interaction. ) . '
\(" ] A
6. Moral Edueatlon~.
- N, \ N * »

Viork in moral education, based on moral development theory, has

commenced. 'e have found that graduate,students,'thprouéﬂiy trained
in noral-deve10pment theory as applied to group discussions are able.
to conduct classroom discussions so as to‘stimulate_the oeveiopment
of about half the participants to the next-step of’ development.: ¢?15
effect has Leen achieved with black and white Junior High and-High
School students, with reformatory ingates, and with collggé under-

[ A

graduates.

4 * . . .
X

We still do not understand much about the process of moral
discussion. Practical work depends upon the induction of conflict i

|
I
and uncertainty by argument among peers, and upon use of mixed groups l
. ! ' ' |

in which students argue with other students at the next stage up.
I

»

:3“ ’ ) '

»
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‘

All the theoretical work previously discussed needs to be applied to
\S .

roral education practice, e.g., conflict and discussion process,

justice structure of the classroom and the school, loqicgl analysis

of discussion content in terms of issues critical for transition from

each stage to the next, and relations of cognitive and ego develop-

ment to'yoral developmen;. Finally, the relation of moral thought

to action must be studied in the context of strenqthening moral

development change in its relation to change in moral behavior. In

3

addition, a great deal of more applied research is needed in curricu-

lar deUélopment, teacher tréining, simplifying metﬁods of measurement

through more objective procedures, qtc.

-
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IV. Socialization of Moral Values and Behaviors”

Paul Musgeh )

University of California, Berkeley

. .
<
Research in this area of socialization has several 1nterre1ated,

[ L

but separable, goals. The foci of investigation must be on both the
*gognltlve and behavxoral'(ovért) aspects of morallty, that 1s, on
moralvconcepts, attitudes, judgments, and opinions, as well as moral

'y

actions. From the point of view of research in socialization, the

Basic question cotcerns the acquisition of moral velues énd moral = - ’
résgonses'related to these values, Iloreover, the relationships

between coqgnitive and behavioral aspects “Qf morallty have not‘yet

been examined close r what condltlons is moral behavxor con=

a

gruent with rmoral attitudes and opinions, and under what goﬁditions
are there inconsistencies between the coénitive and behavioral
aspects of morality? °'Related to this is the question of generality
of moral behavior, and there are two aspects to this qtestion. First,
are various kinds of moral behavior closely related, e.g. are
generosity and social respdnsibility positively eerrelated? Second,

are assessments of moral judgment related to broad or limited areas

(to many or few "targets") of mora} behavior=-to either or both?

For example, are high ‘scares on tests of motal judgment, such as '

Kohlberg's, associated with altruﬁvm toward one's family ot friends;
.w1th contributions to publlc\chari#les, or with both?

A number of avan lable technlques are invaluable in assessing
moral attitudes and Judgments, e.g., Piaget questions, the Kohlberg

test, stories such as those developed by Hoffman. iloral or prosocial

behavior is more difficult to study and there is a real need for more
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experimental tests’ of such variables as sympathy, coopexation, .

-{’ ) A LA
consxdergtlon of others, moral responsibility, “resistance to tempta-

. tlon, honesty, altgpism, and equalltarlanlsm. A number of promlslng N

.

technlques have been developed and described in the 1iterature, but

’

\

more are néeded. While it is very difficult to obtain rep:esentatlve
= e ? . -~ ’ .
or extensive samples of'spontaneous prosocial behavior in natural

-
1

settlngs, there may be some 51tuat10ns in which adequate observa- ~

tions could be made because sub]ects coulﬂ be observedgﬁbr fa1r1y long
periods of time--for example, in summer eamps, on playqrounds, in

.club_settlngsb . b . )

\

While numerous agents of socialization iﬁfluence moral develop=-

R
*

ment; common- sense--and Some psychelogicai andvsocio%ogicai litera-
‘ture--suggests that parents and peers areythe mos€ important. The
following parpéraphs\are essentially an outline of the kinds or vari-
ables which must be examined in investigations of the antecedents

of moral behavior and attitudes, together with some sugqestions:about

€

the  methods to be employed in Yhese investigations.

’

. 1. What are the consequences on chlldren s moral behavlor and
attitudes of dlfferent chlld-rearlng technxques’ More specifically,
do- warm, nurturant, affectional parent-child relationqhips fostet the
development of high levels of morality in the child? Does‘"genele"
child-rearing produce "gentle" attitudes and/or gentle, altruistic,
prosocial behavior? “ ‘ |
The followiTg aspects of child-rearing practices must be
studied: parentél disciplinary techniques (including physica% punish=-

ment, love withdrawal, reasoning, and explanation); warmth and

L] st -

') A . .

i / -
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affectlon, permlss1veness-restrlct1veness, parental agreement or

}

d1sagreementnon d1sc1p11nary procedures, cons1stency in d}sclpllnary
5 'procedures, democrdcy in the home, power asaertlon. Better methodsg

of-studying these antecedent vatriables are required. Antecedent L

.

varlables of this sort are qeneraliy evaluated by means of parental
interviews or home\vislts., The first of these methods has repeatedlyJ
been shown to yield unreliable 1nformatlon and the second is 11m1ted

and expensxve, prov1d1ng samples of behav1or of questionable valldity -

”

*and generallty. Pdrent-child relatlons must be stud1ed by’ innova-
kY

tive, more fruitful techniques.’ The use of 1lfe11ke structured -
. observations offers a good deal of promise. .Investigators must
devise 1ngenlous situations in wh1ch parents and children can be

)

observed ;nteractlng in° spontaneous, unrehearsed ways--51tuatlons in

'.@ which parents must resort to their "natural™ ways of handling the1r

chiidren and children must react in’ therr usual ways. These.might

Include having the mother "teach" the child to do something, solv1ng

a problem w1th the chlld, motlvatlng him to do a new task, etc.

2. Under what condlt;ons 1% the parent a d1rect model\for moral

behavior and attitudes? To study this question requires evaluation

of the relatlonshlp between the child's moral attltudeqheng behaviors

and those of h1s parents. Do children who are highly identified

.

with their parents (1dentification must of course be assessed by

means of independent criteria) emulate their parents® moral ehav1or

. more closely than the children who have only relatlvely weak 1dent1-

fication with their parents? Aré,parents who are highly comnmitted

to ‘their moral values and standards better models fur moral behavior

than parents who have less strong moral commi tments?
¢ .

- N -

ER&C
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‘.':3. Does direct tuition:(training) By\parents affect the child's
‘ level of morality?’ If so, under what conditions?, E&sentiaily, this
is the-questlon of how effectively parents co?mun;cate" their own
values and standards.. "Values commun}catlon" is a very conplex
varlable and includes such behavior as moralizing and preeching; the_

.

Lse of exanples, i.e, parent's oun behavior; rewards and punishment
for fiood" and "bad" behav;or° parental 1nterpretat10ns to the

child of the effect of his behav1or on others~ encouragement of‘
moral respon51b111ty and c00per tlon- helplng the child to Aistin-
gulsh between acc? iental eventﬂ and preneditated. ;cts; enceuragement
Qf‘lndependence in moral judgnent; emphasis on external punishment

b

or internalized standards; discudsions of moral issues and confMicts;

€
.

- emphesis on conventional compliance with "law and erder."
. 4, 1In what wavs are the child's personality characteristics
and level of enotlonal adjustment (obviously related to the fam111a1
variables discussed in the questions above) related to moral values

and behavior? Are ﬂigh levels of conscience associated with feelings

of general adequacy, emotional security, self-confidence, and posi-
tive self=-concepts? And is conqruedge between moral judgments and
behavior related to status witk respec% to emotional adﬁﬁstments? X

Are the attitudes and beharior of emotionally stable individuals,

more likely to be self-consistent? .

v

5. At what ages, and in what waysf do peer influences on moral
development becgme_prominent? The gquestion seems particularly rele=

vant for the periods of alolescence and youth ,\but peer infldences
S, > . - .

may be powerful beforg these times. The critical questions to be
’ . « »

examined arg these: Do attitudes and behavior change as a result

| .
‘ \‘l‘ ' .4L
- ERIC - .
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of increasing contact with peers? 1If so, in what directions?‘ Are
youngsters who are strongly identifiedwith their parents more|
resistant to peer influences if their peers h;ve moral values that
differ from their p;rents'? Are these same youngsters more likely:,
to establish firmer moral commitments if their peers reinforce the
'3 values that they have already acquired at home? Are good social
adjqigments and strong attachments to peers as::Eiated with radical

changes in values? If,so,lunder what social conditions, and with

respect to what dimensioﬁs\of morality?

|
|
| i
Another note on meth6d seenms app;opriate here. Ideally, many
_ of 5hese pr?r;ems should be |investigated longitudinally. The re-
search plan would involve the same group of subjects, intensively
« studied from early chiiéhood to 'early‘ adulthood. Data would be
colleéted gn.their moral attitudes and behavior--as well as on their
relations to parents, personality a;d adjhstment, and relakions to 1
peers. Unfprtunately{ th%s kind of study i;.prohably impossible from
the practical point of view. But a mofe lipited longitudinal study
, might be feasible, ‘Supposé}.fo} example, a group of 12-year-old .
subiects was:intensively studied ahd then reexamined at two-year
;ntervais until they reached éo}lége age, The'initial study at age

12 would be the most eernsiVe, focusing on the full range of famil-

ial antecedent variables and. variables related to personality and .
adjustment. Assessment of ‘social aqjustmenf and relations to peers

|
|
_ I .
~ would also be made at this time. In subsequent sessions, at two- . .

year ‘intervals, the research could center on moral attitudes and ‘

¥

.- behaviors and on changing interrela;ionships with peers.. If this

plan were followed, certain critical familial and personal
* )
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antecedents of high and low levels "of morality wo;id be investigated

only once, while peer influences would be studied over a longer

.

period of time.

'S

/\ ’ | \'1
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* V. A New Theoretical Perspectlve fo;}Research on
‘ T ‘ Human Development!

r

, Cornell University

prie Bronfenbrenner . . .

This is a éresumptuoué paper. In the space of.e few pages, it
purports to demonstrate.that the scientific model typically e@ployed
for research on human development is critically impeverished -
both theoretically and e@pirically -- and theny proceeds to present
a new theoretical model alleged to be more adequa;e to the taskr

I contend that the much-prizedsmodel of the experimental psycho-
logist, as it is ueuaily_agplied, is/i&@ovetiehed in at least feer
major respects: |

First, it is ordinarily limited to-a'two-parsen system involv-
ing, or ae leastlconfining;attention‘to one expéfimenter and one
child -- the latter typically -- and significantly -- referred to
as a "subject.” ' ’

The term *subject' is significanf because it reflecte thetsecond.

major regtriction. The process takinq place between experlmenter

and child is ordinarily conceived of as un;directional: that is, one
ik'“ is concerned with the effect of tﬁg experimenter's behavior on the

o

N 'child, and not the reverse.

l - +
Third,-this second participant in the system, the experimenter,

. is usually a stranger, nine times out of ten a qradu‘ie student,
whose prior relatlonship to the child is non-existent, or if éxis-

--tent;-trivial -in -characteri— - — — -

v -

T 'A more extended version of this paper is in pgeparation;
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By ruling out of consideration the very phenomena that we most need

, to study,, the model commits us to a science that is puny and trivial

Fourth, and most important of ‘il the two-pers'on system )
exists, or is treated as if it existed, in tsolation from any other )
social context that could impinge on or encompass it,

ghese four features so common in our experiments are hardly
characteristic of the situations in which children actually develop,
Thus in the tamily, the day care c:ntér, prbscHoolfgplay group, or ‘.
school classroom: 4 ) :

l. There are usually nore thnn two people,

2. The child invariably influences those w;o'influences him, " '

3.‘*T5é other participants are not strangers but personé who. :'

have enduring and differing relationshipg with the child.

4. Finally, the behavior of all these persons is profoundly

affecteo by other social systems, in ﬁhich'these.same' ' ’
_ persons participate'in significant roles and”relationships, - °
| vis-a-vis the child and each other. .
© "If all this be true, then much of our research is off the mark. =

We are using a theoretical model which is ecologicalix invalid.
[ T L

~

in comparison with the true nature of the phenomena which it pure
ports to study. _And‘ve continue to employ this model in the mistaken
belief that it constitutes our only hope for scientific legitimacy.

v

But, as we all know, times are changing, and, at least in child

development, illegitimacy is on Ehe riﬁé“‘ﬁé‘a*r_iﬁlt there is

k
some hope of a new theoretical perspective.

»
-

What properties must the new research model have if it is to

meet the major requirements we have already outlined?’




.adequate rnodel for the socialization process has been ;gc&gnized

; » ' .
‘in theoretical iiscussions, but in research practice the principle

Bronfenbrenner g -

+ 1. Reciprocality. Flrst and foremost, the model rust be con-

ceived as a,tf’-way system, in which the behav1or of each partlclpant
both affects and is affected by the hehavior of the others. Thus,

in a laborﬁger experlnent, one would have to he concerned not only
with changes in the child's response as a functlon of the behavior

of an experlmenter but also with the reverse; that is, the effects

on the experimenter of the behavior‘of the child., The same con-

. sideration would apply to studies of other socializatiod systems

such as parent and child, teacher and child, the child in the group,
etc.

The importance of reciprocality as a defining property of any

/

has been more honored in the breach than.in the obserwvance.

The property of reciprocalfty implies two important corollary

principles, w

-

a. The child as stiﬁulus. The child is to be viewed not

merely as a reactive agent but dq\an instigator of behavior in

”~

others. To use the language of Kurt‘Lewin, the child has "demand

characteristics" which tend to evoke certain’patterns of response %

in others. Thus a young baby's "cuteness," and even more clearly

its cry, invite’, indeed, almost compel a reaction from persons in

its immediate environment. An adequate research model must take -

into account the almost inevitable impact of such demand character-

istics on others, including the experimenter. . . . .

b. The child as socializing agent. The_potengy of the child

as a stimulus takes on added significance in any situation involving
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} protracted interaction between the child and another person. For,
\ over a period of time, not only does the adult produce lasting
changes in the behavior of the child, but vice versa. 1In other

. : —— e l
N ]

words, not only does the mother, or other consistent caregiver,

s

train the child, but the child also trains the mother.

2: Role Specification. A second reduirement of an ecologically
N
" valid model 1s tha€X¢he roles of other part1c1pants be51des the -

child be 5pec1f1ed and systenatlcally exgmined as 1ndependent vari-

ables. Two tvpes of roles are usefully distinguished. First, t@ere‘ ;
are the persons who play specific and enduring roles in the child's

life, such as mother, father, older brother, teacher, friend, etc.

G. I, Heéd coined the term sanlflcant other" to desxgnate this

special kind of spec;gl relationship, and we shall follow his usage.

A second type, presumably derived from the first, involves more
; .

geheralized roles, such as male adult, fenale adult, older child,

younger child, etc, >
Vd ( <,

\ Significant others. It is. d sobering fact, whether from the

\
\
\
|
point of view of scienbeﬁor‘social policy, that, in terms.of direct ‘
observation andnsgstematic study, we know mo?e about the impact on Y
. the chfianof an -unidentified\strangel, who hapeenek@o serve as an :
experiﬁEn r, than of the phit;)s oun parents, fam@ly meﬁbers, and

other clgse\ associates.

d;fferentially and significantly responsive to persons not only as

particular individuals but as possessors of more generalized charac-
teristics such as sex, age, or social backqground, has also been

largely overlooked. Part of the reason derives from a scientific

. . ) x|
Generaljzed roles. The possibility that the young child may be iﬁf ‘
¢}
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tra%ition:which defines the;experidenter as a neatral nonentity
excluded from substahtive considefation in the experimentai design.
S%gnificantly referred to only as E, bereft of age, sex, or social
identity, he is treated as if he were an interchangeablé;part of thel

research apparatus, like a light bulb, In point of facﬁ, of course,

~

the experimenter is not just anybody, but alvays someone of a parti=- {

cular age, sex, and social background.

3. Two-Perspn vs {-Person Svstems. Expanding the socialization

~

system to include more than two people.bf course increases oppor-
. . “

tunity for ‘both role differentiation and reciprocal respbnse. «To

-

take the classical example of a fhreemperson system. -Z the nuclear
famlly, ve have within it the poéglbfalty of dlfferentlal allocation
of parental roles between father and mother and, now, instead of

only one dyadic relationship, a total of tﬁree ~- mother vith child,

'father w;th chxld .and’ mother with father, - - o .

T Another 1mportant three-person socialization system is repre~

sented by thqﬁmother in simultan%ous intérag{ian with a‘fir?t and

seconZ?child. Inclusion of the father, o% course,«proéuces a four-

persbn system. Frqm.an ecological point of view{/imporfant partici-
O

, .
pants areé not limited to parents and cQ}ldren. Conceivably they

mngt also include a granayaréht, babysitter, teachef, etc. In terms

of research strategy, however, it would probably be wise to assess"

the role of such ancillary partié}pants first in triadic situations
. : : . Y
inpolving mother, chiild, and third party.

4, Second-Order Cffects. Ordinarily, research on socialization

is confined Eo‘what might be called first order effects -- the direct

impact of one person on the behavior of another. But the pattern of

~

7

# . . ‘e

!

e S

A
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interaction between two people, such as mother and child, can also\
\
be profounde affected by third parties. Thus, both mother and
.Chlld may act dlfferently toward each other in the presence of the
father, younger Chlld, or stranger, This is what is meant by a

second~order effect.

.

What is needed are observational and experimental studies of

the changes that occur in patterns of interaction as a function of

[2aY

.the presence or participation of the third party -- be it father,
. - -, .
mother, grandmother, babysitter—=-= or, perhaps more important in

contemporary society -- the television set.

5. Intexaction between Systemsﬁ The most powerful second-
S—

order effects in soclallzatlon, howeVer, are not those exerted by

an 1nd1v1dua1 but by other social structures, and institutions. For
exaﬁple, this authgr has argued elsewhere that the key'ha an under-

standing of socialization in contemporary Amerigan society, and the
-~ B

Western world generally, lieS in the phenomenon of segregation by\L

’

.gge, and the alienation which such segregation'produces) This

’

v ' '
segregation, in turn, is the unintended consequence of developments

in many diffefeht;segments of society. A host of fackors conspire

—

to isodate children from the rest of society. The fragmentation of

\ébe extended f?mii?? the separation of resié;Ltial and business
/" ’ ‘ L4

areas, the disappearance of neighborhoods, zoning ordinances, occu-

»

n P . ,
pational mobility, child lahcr laws,: the abolishment of the appren-
’ /
tice system, consolidated schools, television, separate patterns of -
)

social 11fe for different age groups, thé worklng mother¢ the dele-

- gation of ch11d care to specialists -- all these manifestations of

progress operate to decrease opportunity and incentive for meaningfnl

‘ Ay

&

omttapn
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contact betyeen children and persons older, or younger, than them-
' - . \
selves., ‘ :

'

" These ecciogiqal changes, ere crucial not only for the under-
standing and solution of urgent social problems. They ete eleo
critical for the further development of“édeqdate theory and research
on the eqcialization process, 1It. is . the central thesis of this

b ef papé;\that most of the,envitonmental variance in humen'capaci-
ties, motivation, and behavior derives not from first-ordey sociali-»
zation effects within fanily, classroon, or peer group, but from

the eecond-order impact ot other institutions in the society such

as ‘the world of.work, public transportation, or the structure of
neighborhoods. Moreover, instead of attempting to study these in-
the scgentlflcally confounded ‘and, nowadays often socially dlSlnte-
grated form in which nature, or soc1ety, gives, theﬁ to us, we should
endeavor to create new ecological arrancements de51gned simul-~
taﬁlouely both to eolve pressing secial problems and to test impor-

tant theoretical hypotheses, *

I close with a few exampies of possible research desigms for

L
v -~

such an experimental human ecoloqy. -

*

. 1. A study currently under way is based on an adaptation of

.
L]

a Soviet pattern in whieh business organizations "adopt" groups of °
scﬁool chi%dren and establish relationships of mutual viéiting, help,

and_interest in each others' work. Such a progran has been intro-

>

dﬁced in a New England coﬁmunity. The parents of the children axe

not dlrectly 1nv01ved, but chandes are being agsessed in the attltudes

of parents toward 'theix children and childrer’ toward their parents.

R
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2, A related design involves older children in responsibility
for the young in the primafy grades. :%hdy are to} escort the yourger
children to and from school, teach them games, help them with schgol-

4 -

work, etcd., Dependent variables might include changes ;E'the older

. -, . * L |
children’s school performance, career plans; reading interests,
L)

\

views on childrearing, and behavior at home as perceived by their

1
¢

»

parents,

2. An educational program is set up for couples expecting their

first child., Both husband and wife must volunteer to be included »

but only ¢ne spouse is selgfted (on a random baéis). Afier comp.e=-

- tion of the program and arrival of the child, observations are made
of mother~infant interaction. Higher frequencf of reciprocal re-

‘sponse is predicted for mothers whose husbands attended the program
. . 3 -
than, for the mothers who attended themselves.

-

4. Two comparable low=-cost housing pfoiecté are selected which .

l

'diffeq in that one of them has shops and services within-easy walk-
ing distance, the other involves a trip by‘car or bus, The dependent

variable is the arount of time parents spend in interaction with

.

school age children and the conséquenéﬁeffects on the children's >

performance in school. vl " v
' ) “
Hopéfully such investigations would have a, beneficial effect ,
) v =~ .
+ simultaneous in two domains,. They would contribute to makiny human . , -

LS

beings more human both in research and in_reality. ) A
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Outline for PEM Study Adopted for Planning Purposes

(Detailed changes have been made by Task Groups at the
. discretion of group members.)

»

1000. PENM Aspects of Child Development

1100, Spec1al Problems in Infancy and Early Cblldhood irth to
5 years) ) . - ;

1101. Group care

l. Effects of orphanage rearing, multiple mothering vs
one~-to-one mother-child (or surrogate, mother)

S v
. relations - -
2. Related effects of environmental” complexity ,
1102:. Separation anxiety: fear of the strange
1103. . Readiness
l. General concept . ) .
2, Special application to disadvantaged chlldren\
1104. Forced training ("puSh;ng”) . .
l. 1In relation to- "natural" 1ntellectual limits
2. In relation to readiness i
1105. Segquential organization of learning
1. 1In infancy
‘2, In early childhood
1106. Parental involvement and influence on early development
- , l. .Effects of home environment, of implicit theories
and practices of parents ' ‘
2., HManipulation of parental bellefs and practlces, in
- enrichment programs
1107. Modes of learnirig apd experience that affect early
behavioral development
l. Differential effects on anatomlcal maturation and -
behavioral development o ‘
-2, Correspondence between rates of anatomlcal and .
behavioral development °* ' ‘
3. Effects of environmental lexperiential) enrichment .
and impoverishment, and cumulative effacts qlth
1ncrea51ngly complex circumstances .
4, Hierarchical conceptlons of 1ntellectua1 development
(Piaget)
5. Development. of learnlng setseand thelr implications
for intellectual, motivational, and persondlity
. devg}opment, resistance of resultant behaviors to
P . extinction
. 6. Crltxcal periods R \~J/«
1200 Child Socialization — g

1201. Conceptualization of the socialization process
l. Socialization pressures ;
2. Learning paradigms: e.g., dependeqcy.relatlons and
“adult control of "effects" (reinforcement), reference
group formatlon

“v) *




' 1202,

1203,

1304.

Appendix

>
[ 4

Internalization of beliefs and values .

1. Conceptualization of attitude, bellef, and value

, systems . -

2, Identification processes - " . .

3. Impulse control (Sﬁlf control)

4, Effects of env1xonnental resources

Cognitive socialization -

l. Psycholinguistic structures, language development:
effects on - thought, beliefs, attitudes, interests;
patterns of expression, values : (e

2. Uncertainty and.information-seeking

3. Development of expectancies; category accessibility;

‘ ssimilation; effects on perceptlon, cognltlon, action

4, ynbollsm, symbollc behavior

Personality Development
Developmental theories (Freud, Erlkson, Piaget, Sears)
Developmental sequenceg, stagés
l. Critical periods
2. Fluid.and crystallized patterns of .intelligence
(Cattell)

Development of self~identity * )
l. Self concept, ego thecories, self theories
2. Relations to social class, rac1al-ethn1c factors,

- region, sex, family characteristics Co
Effects of age, sex, culture, and other environmental

-

factors A
, 1305.\\Developmen+ af mecnanlsms of-ébplng and adaptatlon .

1400,
1401.
1402,
1403,
1404.

2000.

AT

2102.

i
|
‘and psychological growth _ N o
|

hégav1or Change . N oot T . .
Personality, learning ) N ' |
Susceptibility to change of personallty tra;tg, attltudes,
interests, beliefs, values ’ N .

Measurement of change ' ‘ t .
Genetic, maturation, and learning factors in phy31cal

Personélity\ .. ‘ .
4 . - . . |
Conceptual and Theoretical Approaches
Criteria for a viable theory - ‘
Development of unified, integrated theoretical formula—
tions , TN
1. Cross-level comparisons and correlations o 4 -
2. Developmental histories of stable traits ‘
3. Relations among tralt patterns at various develop-
mental levels ' .
4. Relations of traits to perceptual responses person ' |
. perceptlon and 1nterpersonaL-1ntgractloﬁ/f/(

Cognitive Conceptions e ) .

»

-
-

BAS S
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2201,
2202,
2203,

2300,
2400,

2500,

12600,

2700.

2701.

2702,

o

2705,

2800,
2801.

Cogniéﬁve style, complexity-
Balance theories :

Cybernetic formulations . .
l, 'Computer simulation of personality
2. Mathematical models

Developmental Approaches (see 1300)
Dynamic Approaches (see 1303, 4000)
Morphologic Approaches ) f‘

Physiologic, Psychophysiological, and Biochemical
Approaches (see 2102.1) .

.Trait Structure, Multivariate Approach - Taxonomy of

Trait-Explanatory Concepts of Stylistic and Temperament
Aspects of Personality ' ’ '
-Methodological problems: definition of universes of
behaviors for self-report, observation-rating, and
objective test studies, ~ross-media matching of stable
structures, design paradigms, including multi-modality.
designs and trait x treatment designs; "construct vali-
dation of traits; effects of age, sex, sample, culture,.
and other .environmental effects, and relations of these
to resulting trait patterns; the range of roles and sets
in relation to diversity of response pattérns obtained
(social desirability, acquiescence, and other specific
sets), their similarities in terms of effects on self-
description, ahd the relations of traits to moderator
variables representing such sets '
Observational, rating methods: rater and "ratee" sot.rces
of effects in peer and "other" ratings, in observational
tralt-assessment, and in interpersonal interaction;
explicit concern with task, stimulus presertation,
response format, socio-environmental setting,, and demo-.
graphic characteristics of participants; conceptual and
empirical relationships among similar and related trait
descriptors within observational-rating subdomain and
in other subdomains (self-report)"

Self-report methcds: item pools; format; item vs cluster
factorization; measurement of and correction for response
bias or distortion; development of a unified, consistent
conceptual framework for concepts of personality style
and temperament . .

Objective test, misperceptive, indirect assessment, and
development of fresh, new approaches to personality mea-
surement and description

»

Creativity ) N
Conceptualization of creativity; relations to intelligence,
personality factors



Appendix \ \\\ * 4,

280%, CHZZSbteristics of the creative person

2803, Analysis of the creative process 1

2804. Characteristics of the creative product

2805, Characteristics of the creative situation, short- and
long-term; situational factors contributing to creative s
performance y ’

2806. Measurement of creativity

3

3000, Emotions

3100, State Patterns: Physiological, Cognitive, Behavioral

3101. Arousal stimuli -

3102, Response dimensions

3103, Unigqueness ‘

3104. .Learned-unlearned dimensions . :

3105. Affective learning; autonomic and physiologicai/learning

3200. Relations to Traits, Roles

3300. IModeration of Expression by Learning
l. Culture patterns :

.. 2. Age, sex, group norms

3400. Drug'Effects on Emotional Patterns

3500. Differentiation of States, Reflecting Situational,
Orgahismic, and Stimulus Variations, from Traits,
Represented as Long~Term Individual Dispositions

3600, Arousal States: Adrenergic Response, Stress .

3700. Dysphoric States: Anxiety, Depression, Guilt, Shame, |,
Remorse (see 4300) .

\ .

3800. Duphoric States: Happiness, Elation, Joy, Hope, Confidence

4000. Motivation * .

4100. Conceptualization and-Theory (human motivation)

4101, Homeostatic systems, physiological need

4 .. Need-press system (Murray), subsystems (n Ach)

41y3. Dynawic systems (Freud, Cattell)

4104, Cognitive and cybernetic approaches: motivation inherent
in information-processing functions (Hunt), cognitive
dissonance theory, incongruity, collative variables

. (Berlyne), balance theories, exchange theory ‘

4105.  ifotivation inherent in individual performance, competence

B motivation {White)

4106. Trait systems and patterns (Guilford, Cattell)

4107. Values systems, moral character _

4108, Conceptpalization of interest, attitude, need, belief,

value, ideal .

H
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‘ |

4200, Process and Trait Formulations
) 4201, Relations and differences in conception dnd approach
4202. Process theories and gormulatlons
' I. Balance theories N
2. Exchange theory -
4203. Trait formulations: motives, values, character traits
1. Methodology of measurenment: Strong paradigm,
Thurstone scales, Likert scales, Cattell's and
Campbell's indirect approaches: self-report, objec-
tive, misperception, observation, rating, content
analysis, unobtrusive measures |
26 Analytlc approaches: factor analysis, multidimen- |
sional scaling, profile clustering
3. Factored patterns of sentiments, attitudes, interests, ,\
beliefs, values

4, Variations’'related to age, sex, sample, culture,
and. other environmental factors

4300, Frustration, Stress, and Anxiety
4301. Frustration thepry and research ewvidence
» 4302, Conceptualization of stress . ‘
? 1. Relation to frustration (Selye)
‘2. Utility of stress concept in interpretation of
behavior
3. Relatlonshlps among physiological and psychological
aspects
4., Stress and coping. adaptation
4303, Adaptation-Level Theory (llelson) (see 5100) ‘ .

4400, Conflict
4401, Conceptualization of conflict (M1ller, Murphy, Cattelll
1. Types of conflict: role, value, internal
.. 2. Approach and avoidance relations
4402. Conflict measurement and calculus
4403, Conflict in relation to interpretation and predigtion
. of action

4500. Interests and Vocationzl Guidance

4501. Incremental valué of interest measurement over ability
and aptltude measures 1in predlctlons of various crlterla‘
on various populations (Thorndike, 10,000 Occupations;
Clark, llinnesota study) ' . ’

»

'5000, Env1ronmental Variables '

5100, Conceptuallzatlon of Environmental Variables and Thelr s
Effects on Behavior; Human Ecology

5200. Methodologies for Encoding Environmental Factors

5300. Taxonomic Systems of Environmental Variables
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5400.

6000,
6100.

620C.

7000.
7100:

7200.

7201.

7202.

-

Normative Studleslof Selected Behaviors in Relation to
Defined Patterns of Dnv1ronmenta1 Setting: Sampling

Problems in Relation to Populations, Behaviors, Macrc
and HMicro~Environrmental Settings SN

Interpersonal Behavior ‘Processes
Group Theory, Roleymheory, Interpersonal Settings

Interpersonal Perception, Attraction, Influence; Social
Acumty, Empathy .

Varlatlons in Psychological Processes

Paradigms for such Research, Taking ‘Account of Persons,
Tasks, Environmental Settlngs, and Occasions (Cattell

~covariation chart, Campbell~Fiske model, longitudinal

replication)

-

_Paradigmatic Studies of Selected Learning, Motivation,

Perception, and Other Psychological Processes to Investi-
gate Variations Attributable to Shifts in Subject, Task,,
Setting, and Occasion Dimensions

Analyses to estimate magnitudes of varlance conponents

in standard.dependent variables accounted for by trait,
treatment, and trait by treatment sources and their
specific constltuents

Analysis of total interaction parameter estlmates into
principal components or other dimensions in order to
compare results by such methods with conventional R,

P, Q analysis, both with single dependent varlables

and vectors (multiple dependent variables)




