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ABSTRACT 
 
 

Conflicts are integral part of our lives. Most conflicts are so morally 

enmeshed that it requires moral sensitivity to resolve them fairly. In an age 

of increased violence it is imperative to orient young minds to appreciate 

peace as a value for life. Students must thus be offered opportunities for 

critical and reflective thinking , analyse and discuss day-to-day problems to 

find workable solutions and practice skills.  
 
 

The present study addressed two issues. First it elicited information on the 

current approach to moral education in selected representative schools of 

Bangalore city. The data obtained from the survey revealed that schools do 

not go beyond story  telling and sermonizing to teach values and skills. Also 

no deliberate effort was found to teach students to resolve conflicts.  
 
 

Second and fundamental aim of the present study was to assess the 

effectiveness of a moral education program in facilitating peaceful conflict 

negotiations among early adolescents when offered through a process 

curriculum approach. A field experiment with quasi-experimental pretest-

posttest control group design was carried out. The experimental group 

participants were exposed to the activity based interactive modules 

developed on the principles of experiential learning, situated learning and 

constructivism, for a period of one academic year. Analysis of the pre-post 

test data obtained indicated a very large effect on the participants. 

 

 

 



 
 

 
CHAPTER I 

 
INTRODUCTION 

 

There is, today, an extraordinary disconnect between the education we offer, 

our young people and what they need in order to cope with an increasingly 

violent, materialistic and selfish world. Despite the recent "rediscovery" of 

our society's crisis in moral and spiritual values, few voices can be heard 

questioning whether the education we provide our children offers them the 

knowledge, attitudes, and understanding that might really enable them to 

deal with the toxic values that increasingly distort their lives. We need, in 

short, a new bottom line for education i.e our education needs a new sense of 

balance (Shapiro,2005). 

Dr.Kalam (2010) emphatically stated in an interview to the Times of India 

“There must be education along with moral values. Students must not only 

be taught academic subjects in school, but moral values and ethics as well”.  

The UN Declaration on a Culture of Peace (1999) states that "progress in 

the development of a culture of peace comes through values, attitudes, 

modes of behaviour and ways of life conducive to the promotion of peace 

among individuals, groups and nations". The Declaration also recommends 

that a culture of peace be fostered through education by "ensuring that 



 
 

children benefit from education on the values, attitudes, modes of behaviour 

and ways of life enabling them to resolve disputes peacefully.... instilling in 

them the values and goals of a culture of peace”. 

The 1993 Kuala Lumpur Declaration of the Ministers of Education of 

the Asia-Pacific Region (MINEDAP V1), expressed the profound 

conviction that ‘the only path to the restoration of a balance in its value 

system in a world increasingly shaped by materialism was to assign a 

significant place for the teaching of ethics, values and culture in the school 

curriculum’. The Declaration called upon the countries of the region, upon 

UNESCO and upon the international community to ‘formulate appropriate 

values education within the curriculum at all levels of the education system’ 

and ‘promote the use of effective pedagogical strategies and curriculum to 

inculcate ethical, cultural, and moral values’ (p.31). 

 The National Policy on Education (1986) also emphatically states, that 

“The growing concern over the erosion of essential values and an increasing 

cynicism in the society has brought to focus the need for readjustment in the 

curriculum in order  to make education a forceful tool for the cultivation of 

social and moral values".  



 
 

The Indian educational structure is complex, consisting of various curricula 

(National, consisting of two Boards of Education and State) and types of 

schools (private, state, private but state-aided, recognised and unrecognised). 

Regardless of these differences, a major commonality between them is the 

absence of structured (or inadequate) plans for imparting personal, social 

and moral education (Probe Report, 1999). This lack of enthusiasm derives 

from certain special characteristics of the educational system: emphasis on 

traditional academic subjects, didactic teaching methods, hierarchical 

relations, unquestioned obedience to authority, focus on preparation for 

exams and so forth. Even though the 1986 National Policy on Education 

deems initiatives in this area of personal, social and moral education 

important, in practice it is accorded very low status and priority (Nanda, 

1997). 

Moral values by definition refer to rules of “right conduct reflecting the 

cherished ideals that guide our behaviour in the groups to which we belong 

and in our interpersonal relationships”. Moral values are therefore, learned, 

internalized, and expressed within groups and relationships within a larger 

community and society context (Johnson & Johnson, 2008). 



 
 

Morality, on the other hand, refers to a doctrine or system of beliefs, values, 

or principles that govern human conduct in two ways: by prescribing 

positive behaviors that benefit others and by proscribing negative actions 

that harm others. The former set of behaviors, often called prosocial 

behaviors, include sharing, helping, and comforting. In terms of moral 

judgment, these actions are viewed as good and ought to be carried out. The 

latter type of actions, often referred to as inhibitory or negative morality, 

include violations of others' rights and welfare, such as hitting, harming, and 

otherwise injuring others physically or psychologically, actions viewed as 

bad which one ought not to do (stephens,2009).  

Evidences from theories and research on the development of children’s 

moral understanding reflect that morality begins in early childhood with a 

focus upon issues of harm to the self and others. By age 10 nearly all 

children have constructed an understanding of fairness as reciprocity but 

have difficulty in coordinating their sense of fairness as equality with 

notions of equity. Expanding the sense of fairness to include compassion, 

and not raw justice and to tie that sense of compassionate justice to a 

conceptually compelling obligation to all people and not just the members of 

one’s community is the developmental task of adolescent and adulthood 

(Nucci, 1997). 



 
 

Successful and constructive moral socialization and education depends on 

the presence of many overlapping and interdependent components of which 

resolution of conflicts is one, in which ones interests are in conflict with the 

interests of other member. These conflicts need to be resolved justly, so that 

all members believe that justice prevails and they have been treated fairly. 

Conflicts resolution procedures, therefore, should reflect concern for each 

other and the common good (Johnson & Johnson, 2008). 

Interpersonal conflicts in everyday life relate to morality whenever they 

involve the evaluation of self’s and others’ behaviors, motives, and feelings 

with regard to rules and principles about both what is right and reasonable in 

terms of justice or fairness and what is good in terms of ideals of self and 

relationships. Thus, within interpersonal relationships, ethics deal with how 

interests and claims “should be pursued and whether they sometimes should 

not be pursued, remembering always their pursuit in a world of 

relationships” (Emmet, 1966, p.53). 

Adolescence is a time of discovery, when young people begin to ask the big 

questions about their own selves, morality, religion, and the meaning of their 

life. Adolescents begin to judge themselves in line with the standards and 

beliefs they themselves subscribe to, and less emphasis is given to social 

comparison (Steinberg & Morris, 2001).  



 
 

Adolescence has been marked as a period in which young people become 

passionately interested in moral questions (Gilligan, 1987). Their 

developing cognitive sophistication enhances their ability to question 

mightily in the moral domain (Byrnes, 2003). 

During adolescence, perhaps more so than at any other time within the 

developmental life cycle, young people are actively involved in creating 

their identity, and discarding values and behaviours that they determine to be 

incongruent with the picture of themselves they are creating (Dembo & 

Eaton, 2000). 

Children and adolescents are very often involved in or exposed to situations 

of  interpersonal conflict (Jones & Brinkman, 1994; Johnson & Johnson, 

1996), whether with close friends, classmates, siblings, or with parents and 

other adults 

Studies on conflict has most often, but not universally (Laursen & Collins, 

1994), been reported to be at its highest levels in early adolescence and at its 

lowest levels in late adolescence. 

 Research in the area of assessment and enhancement of thinking skills in 

general and socio-moral reasoning and conflict resolutions in particular has 

gained momentum in recent years in the UK, Europe and the USA. 



 
 

However, in the Indian educational context, it has not yet acquired the same 

level of research interest. This concern is expressed in the report on the 5
th 

All India Educational Survey (1992) conducted by the National Council 

for Educational Research and Training (NCERT, India). According to the 

report, “More research is being done in the area of moral development than 

in the area of moral education…existing value patterns have been surveyed 

but research on the inculcation of values through educational intervention is 

limited. Our suggestion is that while doing research work, more stress 

should be given to formulation of educational objectives, preparation of 

instructional material and trying out the materials through experimental 

design research” (pp.403).  

This report has much relevance even today, where we are thinking of 

society’s development and welfare in terms of economic growth, scientific 

revolutions and technological advancements. Education is so influenced by 

this notion that schools are geared up to prepare students for this. In this rush 

the core aspect of education to develop moral citizens is neglected or it is 

simply left to chance. 

This thought has also been echoed by the United Nations (1998), which has 

proclaimed the period 2001-2010 as the “International Decade for a 



 
 

culture of peace and non-violence for the children of the world” 

(A/RES/53/25). 

 In this scenario, the present study was taken up to attempt to design a moral 

education program, which would facilitate peaceful conflict negotiations in 

early adolescents through a process curriculum approach. It is hoped that if 

focused research took place in this field within the Indian context, then it 

may persuade schools to adopt a more serious stance towards imparting 

moral education.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 
 

CHAPTER II 
 

REVIEW OF LITERATURE 

 

The literature review is based on the assumption that knowledge 

accumulates, and that we learn from and build on what others have done. 

Goals: 
 

 To demonstrate a familiarity with a body of knowledge and establish 

credibility. A good review increases the reader's confidence in the 

researcher's professional competence, ability, and background.  

 To show the path of prior research and how a current project is linked 

to it.  

 To integrate and summarize what is known in an area. Pulls together 

and synthesizes different results. Provides taxonomy and indicates 

directions for future research.  

 To learn from others and stimulate new ideas. Suggests hypotheses for 

testing. Helps other and future researchers to not "reinvent the wheel."  

 

 



 
 

In this chapter Specific studies related to the present study are discussed 

under the following dimensions: 

1. Cognitive aspects of morality 
2. Emotional aspects of morality 
3. Behavioural aspects of morality 
4. Conflict resolution styles in adolescents 
5. Effect of educational intervention on adolescent Conflict resolution 

 
1. COGNITIVE ASPECTS OF MORALITY 

 

Van Goethem  , Van Hoof, Van Aken, Raaijmakers, Boom, de Castro     

(2011) through their study aimed  to explain adolescents’ volunteering in 

terms of their morality and identity and to examine the moderation effect of 

gender and age in this process. Data were collected among 698 Dutch 

adolescents aged 12 to 20 (M = 15.19; SD = 1.43). Adolescents’ moral 

reasoning was positively associated with understanding moral issues and 

thinking about public responsibility towards these issues. In turn, moral 

understandings, along with being personally committed to act upon moral 

issues, were positively associated with identity. Extending the number of 

identity contexts tended to be related to being more likely to volunteer and to 

more volunteering involvement. Adolescents’ identity integration was not 

related to how likely they were to volunteer, and was negatively related to 



 
 

their volunteering involvement. Clearer effects were found when 

differentiating between adolescent gender and age groups.  

Dymnicki, Antônio, & Henry (2011) examined the levels and growth of 

specific and general normative beliefs about nonviolence (called norms for 

nonviolence). The sample consisted of 1254 middle school students from 

four metropolitan areas who participated in the control condition of the 

Multisite Violence Prevention Project. They predicted that the association 

and endorsement of specific and general norms for nonviolence would 

strengthen over time, levels and growth of norms for nonviolence would be 

moderated by gender and ethnicity, and norms for nonviolence would be 

related to youths’ behaviors. Linear mixed models found that levels and 

direction of growth in specific and general norms varied as a function of 

gender, age, and ethnicity, providing partial support for their hypotheses. 

Specific and general norms for nonviolence were also consistently positively 

related to students’ social skills and negatively related to students’ 

aggressive behavior.  

Thornberg (2010) investigated 202 elementary school children's 

judgements and reasoning about transgressions when school rules regulating 

these transgressions have been removed in hypothetical school situations. As 



 
 

expected, moral transgressions were judged as more wrong and less accepted 

than structuring, protecting and etiquette transgressions. In turn, etiquette 

transgressions were judged as less wrong and more accepted than moral, 

structuring and protecting transgressions. Structuring transgressions were 

judged beyond expectations as more wrong and less accepted than protecting 

transgressions. Judgements and justifications made by the children showed 

that they discriminated between transgressions as a function of school-rule 

category (relational/moral rules, structuring rules, protecting rules and 

etiquette rules).  

As there is debate regarding the roles of sociomoral cognitions and emotions 

in understanding moral development Carlo, Mestre, Samper, Tur, & 

Armenta (2010) examined short-term longitudinal relations among 

perspective taking, sympathy, prosocial moral reasoning, prosocial 

behaviors and aggression in adolescents . Participants were 489 students (M 

age = 12.28 years, SD = .48; 232 boys) in public and private schools from 

predominantly middle class families in Valencia, Spain. Students completed 

measures of perspective taking, sympathy, prosocial moral reasoning, 

prosocial behaviors, and aggressive behaviors. Overall, structural equation 

modeling analyses showed that moral reasoning and emotions were 

interrelated and predicted both prosocial behaviors and aggression. 



 
 

Gasser & Keller (2009) studied perspective taking and moral motivation of 

children involved in bullying. Their study tested the hypothesis of the 

cognitively competent but morally insensitive bully. On the basis of teacher 

and peer ratings, 212 young elementary school children were selected and 

categorized as bullies, bully-victims, victims, and prosocial children. 

Children's perspective-taking skills were assessed using theory-of-mind 

tasks, and moral motivation was assessed with a task about moral emotion 

attributions after moral rule transgressions. Analyses at the group level 

revealed that only bully-victims, but not bullies, were characterized by a 

deficit in perspective taking, while both aggressive groups showed a deficit 

in moral motivation. Analyses at the individual level, however, revealed that 

bullies were a more heterogeneous group, including children with an 

asymmetry between perspective taking and moral motivation, as well as 

children scoring consistently low or high on both measures. The findings 

highlight the importance of distinguishing between (1) strategic social-

cognitive and moral competencies and (2) different subgroups of bullies. 

Murray-Close, Crick, & Galotti (2006) explored elementary school 

children's moral reasoning concerning physical and relational aggression. 

Fourth and fifth graders rated physical aggression as more wrong and 

harmful than relational aggression but tended to adopt a moral orientation 



 
 

about both forms of aggression. Gender differences in moral judgments of 

aggression were observed, with girls rating physical and relational 

aggression as more wrong and relational aggression as more harmful than 

boys. In addition, girls were more likely to adopt a moral orientation when 

judging physical and relational aggression and girls more often judged 

relational aggression than physical aggression from the moral domain. 

Finally, moral reasoning about aggression was associated with physically 

and relationally aggressive behavior. Considered together, the results 

indicate that children tend to adopt a moral orientation about aggression, but 

that they nonetheless differentiate between physical and relational 

aggression in their moral judgments. 

Gomberg, Zadzora, Walter & Narvaez (2005) in their study aimed to test 

a modified version of the existing scale (RECS-K) for use by children in 

order to determine whether children can recognize ethical elements in a 

story. Participants were 93 middle school students, 36 undergraduates and 

15 adults who read two moral stories, generated a theme and rated the 

ethical sensitivity, ethical judgment, ethical motivation and ethical action 

represented in the story. There were age trends on the ability to generate the 

intended theme of the story (story 1: 85% of children, 97% of undergrads 

and 93% of adults; story 2: 67% of children, 87% of undergrads, 93% of 



 
 

adults were correct). Story ratings were similar across type of rating 

(sensitivity, judgment, focus, action) and for each story except for age trends 

in story 2 sensitivity and action--adults outperformed both younger groups. 

Adults were more consistent in their moral comprehension across tasks and 

stories. 

Calvate & cardenoso (2005) assessed gender differences in cognitive 

variables as an explanation for gender differences in depression and 

behaviour problems; 856 adolescents (491 females and 365 males), aged 14-

17, completed the irrational beliefs scale for adolescents, the social problem 

solving inventory-Revised short form, the adolescents version of the  Brunett 

self talk Inventory, and the Youth self report. Female adolescents’ lower 

levels of positive thinking and higher scores on negative problem orientation 

need for approval and success and self reported negative cognitions partially 

mediated gender differences in depression symptoms. Males higher scores 

on justification of violence, beliefs and the impulsivity/carelessness style of 

problem solving partially accounted for differences in delinquent behaviour.  

In a study Jacob (2004) explored the effects of moral orientation (moral 

versus conventional) and of three situational variables on attitudes toward 

two types of cheating in school exams--copying from others ('active') and 



 
 

letting others copy ('passive'). Participants were one hundred and ninety-six 

Israeli middle-school students .Several vignettes that were comprised of 

different combinations of the three situational variables--exam importance, 

supervision level and peers' norms--were used as the main instrument. It was 

found that amorally oriented students approved significantly more of 

cheating than morally oriented students. Importance of exam had marginally 

significant effects on active copying. Level of supervision during exam and 

classmates' norms had significant effects on both active and passive cheating 

attitude. 

McGillicuddy-De Lisi , Sullivan & Hughes (2003) conducted an 

experimental study using two forms of the Defining Issues Test [Rest, J. R. 

(1979). Revised manual for the Defining Issues Test. Minneapolis: Moral 

Research Project, University of Minnesota.], modified to present either a 

high degree of relationship among characters or a low degree of relationship 

among characters, was conducted with 114 college students. The gender of 

the characters in the dilemmas was also systematically varied. Both male 

and female students evidenced principled (Stages 5 and 6) reasoning more 

often when dilemma characters were male than when story characters were 

female. Participant gender and relationship condition were significant factors 

in the frequency of Stage 4 reasoning. Male students in the low-relationship 



 
 

condition evidenced Stage 4 (“Law and order”) reasoning most often when 

story characters were male, while male students, like female students in all 

conditions, showed Stage 4 reasoning more often when female characters 

were presented in the high-relationship condition. The degree to which 

moral decisions were supportive of an affected character revealed more 

support when story characters were female than when they were male. 

Results indicate that even in hypothetical situations, moral judgments vary 

with the gender of the person being judged and to some degree with the 

relationships among those involved in the dilemma. These findings are 

consistent with a view that multiple, equally valid approaches to moral 

judgment might exist and affect the development of male and female 

students differently. 

In a study by Saltzstein, Roazzi & Dias, (2003) thirty-six children (half 6-8 

years old and half 10-12) in Northeast Brazil heard three hypothetical 

dilemmas featuring a choice between telling the truth and keeping a promise. 

Each dilemma was initiated by a different kind of lie: an exculpable pro -

social lie (teasing), a lie in the personal domain (hiding) and a lie in the 

service of an anti-social act (cheating). They were asked to choose between 

truth and promise, and to attribute choices to adults and to peers. More 

younger than older children chose truth on all three dilemmas. Both 



 
 

regression and SSA analysis showed that "peer-judgments" predicted own 

judgments on all three dilemmas, but "adult-judgments" did so only on the 

dilemma, which featured an exculpable lie and involved no adults. The 

findings may be interpreted as supporting either (a) a constructivist account 

of development or (b) a learning account that features implicit processes 

Flieller (1999) administered five standard piagetian tests to 180 adolescents 

between the ages of 10-15 years. The results were compared with those 

obtained in 1967 and in 1972 for similar participant samples. At equal ages 

today’s adolescents exhibited a higher level of cognitive development than 

the adolescents of 20-30 years ago. The amount of gain observed varied 

across tasks, being very large for combinatory thought but mixed for 

conservation. This acceleration of cognitive development can partially 

explain rise in intelligence test performance 

 Carlo, Koller, Eisenberg, Da Silva & Frohlich (1996) in their research 

examined the correlates of prosocial moral reasoning (PMR) in 2 studies. 

Study 1 investigated age, gender, and culture group differences in PMR in 

Brazilian children and adolescents (n = 265) and U.S. adolescents (n = 67). 

Relations between PMR and both prosocial behaviors and gender role 

orientations in Brazilian adolescents (n = 136) were explored in Study 2. 

Self-reflective, internalized reasoning was positively related, and hedonistic 



 
 

reasoning was negatively related, to peer ratings of prosocial behaviors. 

Femininity was associated with more self-reflective, internalized concerns 

and with less concerns regarding gaining others' approval. In general, age 

and gender differences in PMR were similar for both Brazilian and U.S. 

adolescents. However, U.S. adolescents scored higher on internalized moral 

reasoning than Brazilian adolescents. 

2. EMOTIONAL ASPECTS OF MORALITY 

Derntl , Finkelmeyer , Eickhoff , Kellermann , Falkenberg , Schneider  

& Habel (2010) performed a functional MRI study with 12 females (6 

during their follicular phase, 6 during their luteal phase) and 12 males, 

measuring these tasks as well as self-report empathy questionnaires. Data 

analyses revealed no significant gender differences in behavioral 

performance, but females rated themselves as more empathic than males in 

the self-report questionnaires. Analyses of functional data revealed distinct 

neural networks in females and males, and females showed stronger neural 

activation across all three empathy tasks in emotion-related areas, including 

the amygdala. Exploratory analysis of possible hormonal effects indicated 

stronger amygdala activation in females during their follicular phase 

supporting previous data suggesting higher social sensitivity and thus 



 
 

facilitated socio-emotional behavior. Hence, their data support the 

assumption that females and males rely on divergent processing strategies 

when solving emotional tasks: while females seem to recruit more emotion 

and self-related regions, males activate more cortical, rather cognitive-

related areas. 

 Schulte-Rüther , Markowitsch , Shah , Fink & Piefke (2008) 

investigated gender differences in an emotion attribution task using 

functional magnetic resonance imaging. Subjects either focused on their own 

emotional response to emotion expressing faces (SELF-task) or evaluated 

the emotional state expressed by the faces (OTHER-task). Behaviorally, 

females rated SELF-related emotions significantly stronger than males. 

Across the sexes, SELF- and OTHER-related processing of facial 

expressions activated a network of medial and lateral prefrontal, temporal, 

and parietal brain regions involved in emotional perspective taking. During 

SELF-related processing, females recruited the right inferior frontal cortex 

and superior temporal sulcus stronger than males. In contrast, there was 

increased neural activity in the left temporoparietal junction in males 

(relative to females). When performing the OTHER-task, females showed 

increased activation of the right inferior frontal cortex while there were no 

differential activations in males. The data suggest that females recruit areas 



 
 

containing mirror neurons to a higher degree than males during both SELF- 

and OTHER-related processing in empathic face-to-face interactions. This 

may underlie facilitated emotional "contagion" in females. Together with the 

observation that males differentially rely on the left temporoparietal junction 

(an area mediating the distinction between the SELF and OTHERS) the data 

suggest that females and males rely on different strategies when assessing 

their own emotions in response to other people. 

McMahon , Wernsman & Parnes (2006) in their study examined empathy 

and gender as predictors of prosocial behavior among African American 

early adolescents. Results revealed a significant main effect for empathy, as 

well as an interaction between empathy and gender in predicting prosocial 

behavior. In general, youth with more empathy reported more prosocial 

behavior, and this effect was more pronounced for males than females. 

These findings suggest that the ability to understand another’s perspective 

may be important in the development and expression of prosocial behaviors, 

particularly among males. 

Wied ,  Branje, & Meeus (2006)  studied the role of empathy  in conflict 

resolution within the context of adolescent same-sex friendship relations. 

Self-report questionnaires were used to assess dispositional affective 

empathy and conflict resolution styles (problem solving, conflict 



 
 

engagement, withdrawal and compliance). The data of 307 adolescents (149 

boys, 158 girls) were included in a multigroup path analysis with sex as a 

moderator variable. In agreement with the hypothesis that higher levels of 

dispositional empathy are associated with more successful conflict 

management, dispositional affective empathy was found to be positively 

linked to problem solving and negatively linked to conflict engagement 

among adolescent boys and girls. Dispositional affective empathy was not 

related to the two more passive strategies (withdrawal and compliance). Sex 

differences were demonstrated in empathic tendencies, with girls being more 

empathic than boys. Sex differences were also established in conflict 

resolution strategies, with girls using problem solving, withdrawal and 

compliance more frequently than boys. Both sexes scored equally low on 

conflict engagement, however, and were found to prefer problem solving to 

all other conflict resolution strategies.  

Stuewig, Tangney, Heigel, Harty & McCloskey (2010) examined 

mediators for the link between moral emotions and aggression in four 

samples. They theorized that negative feelings associated with shame lead to 

externalization of blame, which in turn leads shame-prone people to react 

aggressively. Guilt, on the other hand, should facilitate empathic processes, 

thus reducing outward directed aggression. They found that across all 



 
 

samples, externalization of blame mediated the relationship between shame-

proneness and both verbal and physical aggression. Guilt-proneness, on the 

other hand, continued to show a direct inverse relationship to aggression in 

three of the four samples. In addition, the link between guilt and low 

aggression was partially mediated through other-oriented empathy and a 

propensity to take responsibility. In short, shame and anger go hand in hand. 

Desperate to escape painful feelings of shame, shamed individuals are apt to 

turn the tables defensively, externalizing blame and anger outward onto a 

convenient scapegoat. Blaming others may help individuals regain some 

sense of control and superiority in their life, but the long-term costs are often 

steep. Friends, coworkers, and loved ones are apt to become alienated by an 

interpersonal style characterized by irrational bursts of anger. 

Bagwell & Coie (2004) examined the best friendships of aggressive and 

nonaggressive boys (N=96 boys, 48 dyads, mean age=10.6 years). Friends 

completed self-report measures of friendship quality, and their interactions 

were observed in situations that required conflict management and provided 

opportunities for rule-breaking behavior. Although there were no differences 

in boys' self-reports of friendship quality, observers rated nonaggressive 

boys and their friends as showing greater positive engagement, on-task 

behavior, and reciprocity in their interactions compared with aggressive 



 
 

boys and their friends. Aggressive boys and their friends provided more 

enticement for rule violations and engaged in more rule-breaking behavior 

than did nonaggressive boys and their friends. Also, the intensity of negative 

affect in observed conflicts between aggressive boys and their friends was 

greater than that between nonaggressive boys and their friends. The findings 

suggest that friendships may provide different developmental contexts for 

aggressive and nonaggressive boys. 

Kochenderfer-Ladd (2004) examined mediator models in which children's 

emotional reactions to peer aggression were hypothesized to mediate their 

selection of coping strategies and subsequent peer victimization and 

internalizing problems. Self-report data were collected from 145 ethnically 

diverse kindergarten through fifth grade children (66 females and 79 males) 

who attended a predominantly low- to middle-class school. Hypothetical 

scenarios were used to assess children's anticipated responses to peer 

aggression. Victims reported more intense negative emotions (e.g., fear and 

anger) than did nonvictims. Fear emerged as a predictor of advice seeking 

which, in turn, predicted conflict resolution and fewer internalizing 

problems. Conflict resolution was associated with reductions in 

victimization. Anger and embarrassment predicted revenge seeking which, 

in turn, was associated with increases in victimization.  



 
 

Wiginton,  Rhea & Oomen  (2004) in their study sought to determine the 

differences between shame proneness and guilt proneness on measures of 

constructive and maladaptive responses to anger among a population of 

students at two large universities. The results of this study indicated that 

shame proneness was positively correlated with anger arousal, whereas there 

was no correlation between guilt proneness and anger arousal. Additionally, 

shame prone individuals were more likely to select maladaptive, 

nonconstructive interpersonal responses to anger-eliciting scenarios, while 

guilt prone individuals were more likely to choose adaptive, constructive 

responses. Although shame proneness has been identified as a factor in 

several destructive behavioral patterns, the core issue is the effect of shame 

on a person's ability to effectively communicate in interpersonal 

relationships.  The researcher opines that shame and related skill 

development could be incorporated into existing interpersonal 

communication teaching strategies. 

Moral emotions represent an important but often overlooked element of our 

human moral apparatus. Moral emotions may be critically important in 

understanding people’s behavioral adherence (or lack of adherence) to their 

moral standards. Haidt (2003) defines moral emotions as those “that are 

linked to the interests or welfare either of society as a whole or at least of 



 
 

persons other than the judge or agent” (p.276). Moral emotions provide the 

motivational force—the power and energy—to do good and to avoid doing 

bad (Kroll & Egan 2004). 

Prinz (2007) in his book “The Emotional Construction of Morals” takes a 

stand that emotions are essential for moral judgement which he calls 

emotionism. He opines that Judging that something is right or wrong is not 

like judging that 3 is a prime number or that trees photosynthesize. We can 

form those latter judgments without the slightest stirring of passion. We can 

be utterly indifferent to them. But moral judgments are anything but 

indifferent. They ooze with sentiment. Rightness and wrongness are things 

we feel. One can admit that we feel strongly about moral facts while denying 

that those facts depend on our feelings. One can contend that there are things 

we ought to do and ought not to do, regardless of how we feel 

In his paper, “The Four Domains of Moral Education: the contributions of 

Dewey, Alexander and Goleman to a comprehensive taxonomy”, Zigler 

(1998) ,  seeks to place a neglected dimension of John Dewey's work into its 

proper context--and in doing so he defines four domains of moral education. 

An examination of the influence of F. Matthias Alexander on Dewey reveals 

that these writers clearly anticipated the research and ideas which Daniel 

Goleman has recently sought to popularise in his book “Emotional 



 
 

Intelligence”. Among Goleman's conclusions is the recommendation that the 

education of moral character needs to consciously address the development 

of “emotional habits” and foster “emotional literacy”. An examination of the 

contributions of Dewey, Alexander and Goleman points toward an internal 

as well as an external domain of moral education and development: each of 

which may be approached directly or indirectly. Consequently, a truly 

comprehensive model of moral education must address each of these four 

domains: Direct External, Indirect External, Direct Internal and Indirect 

Internal. 

Feshbach (1975) defines empathy as a “shared emotional response between 

an observer and a stimulus person.” She suggests that empathic 

responsiveness requires three interrelated skills or capacities: (a) the 

cognitive ability to take another person’s perspective, (b) the cognitive 

ability to accurately recognize and discriminate another person’s affective 

experience, and (c) the affective ability to personally experience a range of 

emotions (since empathy involves sharing another person’s emotional 

experience). Similarly, Coke, Batson & McDavis(1978) proposed a two 

stage model of empathic responding, whereby perspective-taking facilitates 

empathic concern, which in turn leads to a desire to help. 

 



 
 

3. BEHAVIOURAL ASPECTS OF MORALITY 

The study by Padilla-Walker, Harper & Jensen (2010) examined the role 

of adolescents' self-regulation as a mediator between sibling relationship 

quality and adolescent outcomes, after controlling for the quality of the 

parent-child relationship. Participants were 395 families (282 two parent; 

113 single parent) with an adolescent child (M age of child at Time 1 = 

11.15, SD = .96, 49% female) who took part in project name masked for 

blind review at both Time 1 and Time 2. Path analysis via structural 

equation modeling suggested that sibling affection was longitudinally and 

positively related to self-regulation and prosocial behaviors, and negatively 

related to externalizing behaviors; while sibling hostility was positively, and 

having a sister was negatively related to internalizing behaviors (in general, 

paths were stronger for adolescents from two- vs. single-parent families). 

There was also evidence that adolescents' self-regulation partially mediated 

the relation between sibling affection and positive and negative adolescent 

outcomes.  

Winstok (2009) explored the associations between aspects of control (self-

control capability and the need to control others) and forms of aggression 

(reactive and proactive). Data were derived from a structured questionnaire 

administered to 660 male and female adolescents with an average age of 



 
 

14.99 years, from two urban schools in northern Israel. Findings demonstrate 

a negative association between the need to control others and the capability 

to control the self. Findings also show that proactive violence is especially 

associated with high need to control others, whereas reactive violence is 

linked more closely to low self-control capability. 

In a study   Saelen & Markovits (2008) examined the idea that expectations 

of behavior in hypothetical situations involving potential moral 

transgressions are related to emotion attributions relating to both moral and 

cost–benefit considerations. They asked younger (14 years 5 months) and 

older (16 years 1 month) female and male adolescents (a) to make 

predictions about the probability that an adolescent placed in a hypothetical 

situation where a payoff could be obtained by acting in a nonmoral way 

would choose to do so and (b) to evaluate adolescents’ attributions of moral 

(guilt) and cost–benefit-related emotions (satisfaction and fear) to the 

nonmoral action. Two different situations were examined; one looked at the 

possibility of stealing money from a lost wallet, and the other examined a 

situation where a contract with another peer could be broken for personal 

reasons. Results showed that expectations that the nonmoral action would be 

taken were positively related to the degree of satisfaction and negatively 

related to the degree of guilt and fear. However, the pattern of relations 



 
 

between emotion attributions and behavioral expectations differed between 

the two situations. Female and male adolescents had different levels of 

emotion attributions and behavioral expectations, but the relation between 

the two was similar for both. Finally, developmental comparisons indicated 

that older adolescents put more weight on guilt and were more internally 

consistent in the way that emotions were integrated into behavioral 

expectations. 

4. CONFLICTS RESOLUTION STYLES 

Van Doorn, Branje, VanderValk, De Goede, & Meeus (2011) 

longitudinally investigated spillover effects of conflict resolution styles in 

adolescent-parent relationships and adolescent friendships. Questionnaires 

about conflict resolution styles with parents and best friends were completed 

by adolescents from two age cohorts: 559 early adolescents (mean age 13.4) 

and 327 middle adolescents (mean age 17.7). Path analyses on two waves, 

with a three-year interval, indicated that in the early-to-middle adolescent 

group positive problem solving and conflict engagement spilled over from 

adolescent-parent relationships to adolescent friendships and not from 

adolescent friendships to adolescent-parent relationships. In the middle-to-

late adolescent group, they found bidirectional spillover effects for these two 

conflict resolution styles. For withdrawal, they found bidirectional spillover 



 
 

effects in both cohorts. This study showed that both parents and friends set 

the stage for exercising and learning conflict resolution styles and thereby 

shape adolescents' future conflict behavior. 

Ayas, Deniz, Kağan & Kenç (2010) examined adolescents’ conflict 

resolution strategies. The study was carried out on students, attending 

primary and high schools in Sakarya, Turkey. The scope of this study was 

composed of totally 430 students (168 female and 262 male), attending from 

7’th grade to 11’th grade at primary and high schools, respectively. 

Consequently, it was found that adolescents generally tend to use destructive 

and non- cooperative conflict resolutioın strategies such as physical 

violence, cursing, kidding, nickname and jealousy in interpersonal conflicts. 

Also, results indicated that the use of conflict resolution strategies was found 

to significantly differ with regard to gender. 

Thayer, Updegraff, & Delgado (2008) studied conflict resolution practices 

used in Mexican American adolescents' friendships, to explore the role of 

cultural orientations and values and gender-typed personality qualities in 

conflict resolution use, and to assess the connections between conflict 

resolution and friendship quality. Participants were 246 Mexican American 

adolescents (M = 12.77 years of age) and their older siblings (M = 15.70 



 
 

years of age). Resolving Conflicts in Relationships Scale (RCR)  was used to 

measure conflict resolution strategies in interpersonal relationships. Results 

indicated that adolescents used solution-oriented strategies most frequently, 

followed by nonconfrontation and control strategies. Girls were more likely 

than boys to use solution-oriented strategies and less likely to use control 

strategies. Familistic values and gender-typed personality qualities were 

associated with solution-oriented conflict resolution strategies. Finally, 

conflict resolution strategies were related to overall friendship quality: 

solution-oriented strategies were positively linked to intimacy and 

negatively associated with friendship negativity, whereas nonconfrontation 

and control strategies were associated with greater relationship negativity. 

The study conducted by Karen Mayer & Aparna Massey (cited in 

Jayalakshmi venugopal, October 14, 2008) consulted 1,200 students and 

600 teachers between 2002 and 2005 as part of Bullying Research Initiative 

in Training and Education (BRITE) project at 12 English-medium schools 

across Dehradun, Munsoorie and Chandigarh showed that students have 

been dealing with bullying not only on the playground, but inside 

classrooms Bullying among boys is usually through fights or using abusive 

language. In girls, bullying takes the form of teasing, name-calling or 

avoiding someone. The study also showed that 58.7 per cent boys in the age 



 
 

group of 14 to 18 felt that bullying was present on campus, while the figure 

was higher among girls, 65.09 per cent.  

Dharmakumar (2008) in his article, “Bullying becomes lethal” addresses to 

the series of shoot outs by adolescent students in various schools as a result 

of bullying. The author urges schools to pay greater attention to reducing 

violence and aggression in their institutions.  

Butovskaya , Timentschik & Burkova, (2007), conducted the study to 

examine  the effects of aggression and conflict-managing skills on 

popularity and attitude to school in Russian adolescents. Three types of 

aggression (physical, verbal, and indirect), constructive conflict resolution, 

third-party intervention, withdrawal, and victimization were examined using 

the Peer-Estimated Conflict Behavior (PECOBE) inventory [Bjorkquist and 

Osterman, 1998]. Also, all respondents rated peer and self-popularity with 

same-sex classmates and personal attitude to school. The sample consisted 

of 212 Russian adolescents (101 boys, 111 girls) aged between 11 and 15 

years. The findings attest to significant sex differences in aggression and 

conflict resolution patterns. Boys scored higher on physical and verbal 

aggression, and girls on indirect aggression. Girls were socially more skillful 

than boys in the use of peaceful means of conflict resolution (they scored 

higher on constructive conflict resolution and third-party intervention). The 



 
 

attributional discrepancy index (ADI) scores were negative for all three 

types of aggression in both sexes. Verbal aggression is apparently more 

condemned in boys than in girls. ADI scores were positive for constructive 

conflict resolution and third-party intervention in both genders, being higher 

in boys. In girls, verbal aggression was positively correlated with popularity. 

In both sexes, popularity showed a positive correlation with constructive 

conflict resolution and third-party intervention, and a negative correlation 

with withdrawal and victimization. Boys who liked school were popular 

with same-sex peers and scored higher on constructive conflict resolution. 

Girls who liked school were less aggressive according to peer rating. They 

also rated higher on conflict resolution and third-party intervention. Physical 

aggression was related to age. 

Borbely, Graber, Nichols, Brooks-Gunn & Botvin (2005) examined sixth 

graders’ conflict resolution in role plays with a peer, parent, and teacher. 

This study used conflict resolution role play vignettes and self-report 

surveys of 450 New York City 6th graders to examine associations between 

adolescents’ conflict resolution efficacy and social skills. Vignettes covered 

3 social contexts, conflict with a peer (disagreement over activities), with a 

parent (rise in allowance), and with a teacher (low grade on report). 

Effective and ineffective strategies for resolving these conflicts were coded 



 
 

from the videotaped interactions. Adolescents were more often effective in 

resolving conflict with peers than with parents (χ2(1) = 7.10,p < .01). Strong 

communication skills cut across interpersonal context as associated with 

effective resolution. Assertiveness and absence of aggression were 

associated with effective conflict resolution in vignettes with peers. 

Assertiveness was also associated with effective conflict resolution in 

vignettes with parents, however nervousness was unexpectedly found to 

facilitate conflict resolution in vignettes with parents. Only skills observed 

within a particular context were associated with effective resolution in that 

context; self-report skills and cross-context observed skills were not 

associated with efficacy. 

Owens, Daly & Slee (2005) investigated the victimisation experiences and 

conflict resolution strategies of 591 adolescents (304 boys and 287 girls) 

enrolled in grades 8 (mean age 13.3 years), 9 (mean age 14.3 years), and 10 

(mean age 15.4 years) in a metropolitan secondary school in Adelaide, South 

Australia. A modified self-report version of the Direct and Indirect 

Aggression Scales (DIAS) [Bjorkqvist et al., 1992b] and a conflict 

resolution questionnaire drawn particularly from the work of Feldman and 

Gowen [1998] were administered. Boys reported more physical and verbal 

but less indirect victimisation than girls. Girls reported greater use of 



 
 

compromise, obliging, and avoidance than boys but similar amounts of overt 

anger. Older students reported greater use of compromise than younger 

students. More highly victimised students reported less use of compromise 

but more use of anger and avoidance than their less victimised peers. 

James & Owens (2004) in their study investigated the peer victimisation 

and conflict resolution experiences of adolescent girls attending a single-sex 

school. A modified version of the Direct and Indirect Aggression Scales 

(DIAS, Björkqvist, Österman, and Kaukiainen, 1992) and conflict resolution 

scales, drawn particularly from the work of Feldman and Gowen (1998), 

were administered to 325 students in Years 8 to 11. Girls in all year levels 

experienced more indirect and verbal than physical victimisation, and older 

girls were subject to more indirect and verbally aggressive behaviours than 

younger girls. Nonvictims used less overt anger and avoidance than victims. 

Collectively, the girls used more compromise, avoidance, social support and 

obliging than overt anger.  

Vera,  Shin, Montgomery, Mildner & Speight (2004) examined the 

correlates and predictors of conflict resolution styles in a sample of urban 

seventh and eighth graders. Girls were found to rely on verbal assertion 

more frequently and aggressiveness less frequently than boys in the sample. 



 
 

Self-efficacy and self-control were found to be significant predictors of 

conflict resolution styles. 

Laursen, Finkelstein  & Bett (2002) reviewed a series of meta-analyses 

which examine developmental trends in peer conflict resolution. They found 

that Peer conflict resolutions are most likely to involve negotiation, with 

coercion and then disengagement the next most likely strategies. Patterns of 

conflict resolution differ with age. Coercion is common among children and 

disengagement is rare. Negotiation is prevalent among adolescents and 

young adults; the former do not differ in terms of coercion and 

disengagement, whereas the latter tend to avoid coercion in favor of 

disengagement. Conflict resolutions also vary as a function of peer 

relationships, assessment procedures, and reporters. Negotiation prevails in 

all peer relationships except those with siblings; there is more negotiation 

among romantic partners than among friends, and more negotiation among 

friends than among acquaintances. Negotiation is the overwhelming strategy 

of choice for those presented with hypothetical disputes, but actual conflicts 

tend to be resolved by coercion. Observers indicate that most conflicts 

involve coercive resolutions, in contrast to self-reports, which suggest that 

negotiation prevails. Although conclusions are qualified by the limited 

number of studies available, follow-up moderator analyses indicate that 



 
 

negotiation increases and coercion declines with age across most peer 

relationships, assessment procedures, and reporters such that different 

patterns of conflict resolution during childhood give way to the same relative 

ordering of strategies during young adulthood.. 

Colsman & Wulfert (2002) investigated how adolescents resolved conflict 

among themselves. Findings indicated that adolescents were less co-

operative and more contented in conflict situations with other peers. 

Maladaptive conflict resolution styles were associated with a range of 

external behaviours such as fighting, cigarette smoking, drinking, and 

marijuana use as well as academic underachievement.  

Black (2000) examined gender differences in adolescents' behavior during 

conflict resolution tasks with their best friends. It also examined gender 

differences in adolescents' descriptions of those friendships. Thirty-nine 

adolescents were videotaped while discussing unresolved problems with 

their best friends. In addition, adolescents completed the Friendship 

Questionnaire (Furman & Adler, 1982). The results indicated that there were 

significant gender differences. On the conflict resolution tasks, females were 

rated lower in withdrawal and higher in communication skills and support-

validation than were males. On the Friendship Questionnaire, males rated 

their relationships with best friends higher in conflict than did females. 



 
 

 
5. EFFECT OF EDUCATIONAL INTERVENTION ON ADOLESCENT 

CONFLICT RESOLUTION 

 

Turnuklu, Kacmaz, Gurler,Turk, Kalender, Zengin & Sevkin (2010a) 

Examined the effectiveness of conflict resolution and peer mediation 

(CRPM) training among 10- and 11-year-old elementary school students. 

The CRPM training program consisted of skills, such as understanding the 

nature of interpersonal conflicts, communication, anger management, 

negotiation and peer mediation. The research was carried out using 

pretest/posttest-quasi-experimental design. The sample included 591 

students; 326 in the experiment and 265 in the control group. A self-report 

questionnaire which consisted of four subscales (integrative/constructive, 

smoothing, forcing and withdrawing/avoidance) was used to collect data 

related to conflict resolution strategies. The CRPM training program 

significantly improved students' "integrative/constructive" conflict resolution 

strategy and reduced their "forcing" and "withdrawing/avoidance" strategies. 

However, no statistically significant difference was found in the 

"smoothing" strategy. When boys' and girls' results were examined 

separately, boys' "integrative/constructive" conflict resolution strategy scores 



 
 

increased after the training, while their "forcing" scores decreased. CRPM 

training was not found to be effective in girls. 

Turnuklu, Kacmaz, Gurler,Turk, Kalender, Zengin & Sevkin (2010b) 

analysed the effects of conflict resolution and peer mediation (CRPM) 

training on the levels of aggression of 10-11-year-old Turkish primary 

school students. The study was conducted using a quasi-experimental 

design. The experimental group of the study included 347 students (173 

girls, 174 boys), and the control group had 328 students (158 girls, 170 

boys). Data for the research were collected using the "Aggression Scale". 

Data analyses revealed that CRPM training was effective in lowering the 

aggression scale scores of the students. Boys seem to have benefited more 

from the training than girls. CRPM training was found to reduce student 

aggression which may lead to more constructive, restorative and peaceful 

behaviour in classroom and school settings. They opined that since less 

energy and time will have to be allocated to resolving problem behaviour, 

academic success may increase, and a safer school atmosphere may be 

attained. 

Gibbons (2010) studied the role of cooperative classroom art therapy 

intervention in a public elementary school that provided conflict resolution 



 
 

education, social learning, and group cohesion among sixth-grade students. 

The organizing framework of a "circle justice" group explored the roles of 

fictional characters in conflict, including group discussion, writing, art-based 

reflection, and problem solving. Results indicated a culture change in the 

group that is essential for incorporating conflict resolution in the classroom. 

Shuval , Pillsbury, McGruder, McKinney, Massey, Massey & Groce (2010) 

Numerous schools are implementing youth violence prevention interventions 

aimed at enhancing conflict resolution skills without evaluating their 

effectiveness. Consequently, the current study formed a community–

academic partnership between a New Haven community-based organization 

and Yale's School of Public Health and Prevention Research Center to 

examine the impact of an ongoing conflict resolution curriculum in New 

Haven elementary schools, which had yet to be evaluated. Throughout the 

2007–08 school year, 191 children in three schools participated in a 

universal conflict resolution intervention. The study used a quasi-

experimental design to examine the impact of the intervention on 

participants' likelihood of violence, conflict self-efficacy, hopelessness and 

hostility. Univariate and multivariable analyses were utilized to evaluate the 

intervention. The evaluation indicates that the intervention had little positive 

impact on participants' violence-related attitudes and behavior. The 



 
 

intervention reduced hostility scores significantly in School 1 (P < 0.01; 

Cohen's d = 0.39) and hopelessness scores in School 3 (P = 0.05, Cohen's 

d = 0.52); however, the intervention decreased the conflict self-efficacy score 

in School 2 (P = 0.04; Cohen's d  = 0.23) and was unable to significantly 

change many outcome measures. The researchers opined that the 

intervention's inability to significantly change many outcome measures 

might be remedied by increasing the duration of the intervention, adding 

additional facets to the intervention and targeting high-risk children.  

A study by Yablon (2009) aimed to reveal gender differences regarding 

peace and peace pedagogy. One hundred and eighty Israeli Jewish and Arab 

high school students participated in a peace contact education programme. 

Gender and group differences were examined both before and after 

participation in the programme. The findings revealed that the Jewish and 

Arab female youths were more dovish than the males both before and after 

participating in the programme, and gained more from the encounters.  

Magdelena (2009) investigated the effects of a social skills training program 

developed with a social-cognitive framework. Grade 8 students were 

randomly assigned to either a waitlist control group (n = 20) or to an 

experimental group. Students in the experimental group reported gains in 



 
 

assertiveness and incremental view of personality after the training. They 

also demonstrated more pro-social strategies in resolving difficult social 

situations. Teachers observed that the students in the experimental group as 

more assertive and capable in resolving conflict than their counterparts in the 

control group (n = 20) after the training. However, significant changes in 

attribution beliefs and other skills were not revealed. 

Catterall (2007) conducted an experimental study to enhance peer conflict 

resolution skills through drama. The study was conducted through a 

treatment - comparison group design (a matched group model) in which 71 

program students and 84 non-participating comparison group students 

completed questionnaires before and after the students engaged in the 

program. This experiment involved young adolescents over a span of 24 

weeks in a drama program aimed at both teaching dramatic arts and also 

boosting peer-to-peer conflict resolution skills. The experiment produced 

evidence of learning processes consistent with the tenets of cognitive theory. 

Specifically, participants exhibited positive developments in 5 of 7 scales 

designed to measure group skills and student motivation. Advances in the 

ability to work in groups and in self-efficacy stood out.  

Malm & Lofgren (2007) carried out a program DRACON (DRAma for 

CONflict management) an interdisciplinary and comparative action research 



 
 

project aimed at improving conflict handling among adolescent 

schoolchildren through the use of educational drama. The main purpose of 

the research was to develop an integrated programme using conflict 

management as the theory and practice, and drama as the pedagogy, in order 

to empower students through an integrated, school-based programme to 

manage their own conflict experiences in all aspects of their lives. The 

researchers used different forms of self-reported data, such as 

questionnaires, diaries and questions requiring problem solving. Interviews 

with students and their teachers as well as observations have been used; 

drama exercises have also been video-recorded for further analysis. It is 

reported that while students found it difficult to articulate their 

understanding of conflicts verbally, their engagement in the reconstruction 

of conflicts disclosed their grasp of the components of a conflict clearly 

enough. Peer teaching was found to be an effective method of teaching about 

conflict management. Results within DRACON have shown promising 

results with regard to empowering students to manage their own conflicts. 

Roberts, Yeomans, & Ferro-Almeida, (2007) in their study introduced 

conflict resolution training at a middle school. They chose to focus on 

middle school students because these are the years when bullying is 

especially prevalent in school culture. This team of researchers and 



 
 

educators piloted a conflict resolution program, entitled Project WIN: 

Working out Integrated Negotiations, in a low-income, urban middle school 

in southeast Pennsylvania. The evaluation showed the program decreased 

reported violence and increased students’ abilities to apply conflict 

resolution tools in hypothetical conflict situations. Specifically, the students 

learned to transform competitive situations into cooperative ones. Moreover, 

findings indicated greater competence in conflict-with-a-friend, as 

contrasted to conflict-with-a-classmate. 

Gervais (2006) examined the role of process drama in moral education of 

young adolescents. In this study process drama is defined as educational 

drama for awareness and conflict resolution through the creation of a 

dramatic collective exploring the moral values of junior high school age 

students. Students examined their values through themes of family, 

friendship, and other issues of personal importance. When dramatic 

cognitive dissonance was followed by group discussion and reflection, 

students' awareness of their values articulation processes was heightened and 

their interpersonal problem solving skills improved. The ensuing group 

ethos that developed was characterized by caring, respect, and mutual 

commitment. This study suggests that dramatic engagement focusing on 



 
 

personal story can be a significant moral education tool for junior high 

students. 

Scheckner & Rollin (2003) examined the potential for a computer-mediated 

anger management program to enhance or improve the conflict resolution 

skills of youth with aggressive behavior problems in an elementary school 

setting. This study employed an 8-week computer-mediated anger 

management program, called SMART Talk (Students Managing Anger 

Resolution Together), for teaching conflict resolutions skills. Participants in 

the intervention group significantly reported more intentions to use 

nonviolent strategies in a future conflict than students in the control group. 

Recommendations include longer intervention duration, larger sample size, 

multiple school settings, and multi-systemic implementation (i.e., teacher 

and parent workshops) as well as longitudinal studies. 

Beran &Tutty (2002) had 197 grades 4 to 6 students participate in pre- and 

post-testing of an adaptation of the Bully-Proofing Your School program 

and a no-program school. The frequency of self-reported witnessing of 

bullying significantly decreased from pre- to post-test for those receiving the 

program, but remained constant in the comparison group. Attitudes towards 

victims remained stable in the program group, but significantly deteriorated 



 
 

in the no-program students. Researchers also tested whether implementation 

of various lengths of time (2-years, 1-year and 3-months) impacted 

outcomes. Students exposed to the program for longer periods (2 years) 

scored significantly higher on positive attitudes towards victims compared to 

students participating for shorter times.  

Manning, Mohole, & Goodman Research Group (2002)  conducted a pre-

post-test comparison group design study using teacher perceptions of over 

1800 students from Kindergarten to Grade 5 (national sample). Teachers 

rated students on a 6-point scale from rarely to always on 13 behaviours or 

skills, such as keeps hands to self, respects other children’s feelings by not 

teasing/calling names, and refrains from fighting verbally, physically or 

bullying. A 2-part curriculum was delivered by Classroom teachers after 

intensive training. Part 1 institutes techniques such as pledges for success 

and self-control, and self-control time to promote classroom environment 

change. The second part provides skill development in problem solving and 

conflict resolution. Teaching techniques included: activities, class 

discussions, literature, stories, and workbook exercises. Controlling for pre-

test differences, the post-test ratings of intervention teachers was 

significantly higher than those of the comparison group. Improvements were 

consistent across grade levels and all 13 skills/behaviours measured 



 
 

Sanchez, Robertson, Lewis, Rosenbluth, Bohman, & Casey (2001) 

conducted a large study with 1243 Grade 5 students in schools that were 

randomly assigned to intervention or control conditions in matched-pairs. At 

semester-end and at year-end testing, the program students significantly 

improved their knowledge of sexual harassment (but not bullying) and their 

intention to intervene in a bullying situation rather than rely on adults, when 

compared to control students. Awareness of bullying at school significantly 

increased from pre- to end-of-year testing for the program students. 

In a study by O’Connell (2001) approximately 150 students participated in 

pre- and post-testing using a short bullying questionnaire (O’Connell, 2001). 

The school’s time-out citations, warnings and number of student suspensions 

across categories (e.g., violence to students, violence to staff, sexual 

harassment, teasing) were all reduced in the year following the program; and 

student self-reports of bullying also lessened. However, no analyses were 

conducted to determine if these improvements were statistically significant. 

Also reported was consumer satisfaction from students that many thought 

the program was helpful and recommended that it be used in other schools. 

The parents of young children liked the videos used. Some parents of older 

children reported changes such as less fighting and taking more 

responsibility at home.  



 
 

Seddon (2001) reported on the 3-year implementation and evaluation of the 

Bully B’ware program with 300 students from Kindergarten to Grade 6. The 

Bully B’ware program includes a 13-minute video, teacher’s guide, 

photocopy-ready handouts, posters, and resource books for educators and 

one for parents. In the first year of the program, the cost of vandalism to 

school windows decreased from $2,200.00 to just over $300.00. During the 

2nd and 3rd year of the program, a restorative justice approach to vandalism 

was instituted. Out-of-school suspension rates dropped from 34 before the 

program, to 10 after one year, 4 after 2 years of the program (no tests of 

statistical significance were conducted on these rates). 

Hay, Byrne & Butler (2000) evaluated the effectiveness of an intervention 

program for adolescent students with low self-concept and social 

relationship difficulties. The ABLE program (Attribution, Behavior, Life 

Skills Education) incorporated problem-solving, conflict resolution, and a 

multidimensional framework to investigate adolescents' self-concept 

formation. Improvements were observed in the areas of general self-concept, 

physical appearance self-concept, and total self-concept. 

Hopp, Horn, McGraw & Meyer (2000) conducted an action research 

project to evaluate the impact of using social skills instruction to improve 



 
 

students' ability to solve problems related to peer conflict situations. Specific 

skills taught were listening to each other, articulating their feelings 

positively, and offering solutions for a "win-win" compromise. Participating 

in the study were second, fourth, and sixth graders from 3 different rural and 

suburban schools in three Midwestern cities, a total of 96 students. Students' 

difficulties in problem solving were documented by means of behavior 

checklists completed by teachers and student surveys. The 16-week 

intervention was comprised of 4 components implemented in each classroom 

setting for 30 minutes weekly: (1) direct teaching of social skills; (2) 

cooperative learning activities; (3) 3-step peer conflict resolution training; 

and (4) role playing. Post-intervention findings indicated that the number of 

I-messages increased and that there were improvements in the students' 

ability to express their feelings. The authors also reported that tattling and 

name calling incidents increased. Decreases were noted in teasing and 

bullying. Occurrences of physical contact incidents remained the same. 

Bosworth, Espelage,  DuBay, Daytner, and Karageorge, (2000) 

conducted a study with 558 students from grades 6 to 8 assigned to either the 

program or a control condition. Program students had access to SMART 

Talk software for 4 weeks in a computer lab, which they used independently 

during some classes and at free times. Some students were directed to use 



 
 

the software as a means of resolving specific student-to-student conflicts. 

Relative to students in the control group, SMART Team students 

demonstrated significantly increased knowledge, such as understanding of 

how certain behaviors may contribute to the escalation of conflict, intentions 

to use nonviolent strategies and what beliefs support nonviolent solutions. A 

gender analysis indicated similar patterns and frequency of use for both boys 

and girls in the program group. Students reported positive reactions to the 

software: 89% report that it was easy to use; 91% stated that it was 

enjoyable; 68% found they learned a lot; and 79% would recommend it to 

friends .  

 

 

 

 

 

 

 



 
 

Conclusion 

From the reviews discussed above following observations can be made 

 Cognitive, emotional and behavioural aspects of morality are inter-

related and affect the outcome of each other implying that all the 3 

aspects have to be embedded into moral education. 

 Studies reviewed indicate that adolescents more often respond to 

conflicts with aggressive, coercion, avoidance and withdrawal strategies. 

This indicates a need to equip adolescents with skills to use solution 

oriented (negotiation) strategies. 

 Educational interventions were found to foster positive conflict resolution 

skills. The present intervention was built based on this premise. 

 

 

 

 

 

 

 



 
 

CHAPTER III 

RESEARCH METHODOLOGY 

 

The choice of an appropriate methodology for the study was largely based 

on the nature of the research question, the aims of the study, the 

intervention, the setting and sample requisites. 

The present investigation deals with determining the influence of an  

intervention  program   designed to  teach peaceful conflict negotiations 

skills to be offered through  moral education integrating the theories of 

moral development, theories of conflict and theories of learning using a 

process curriculum approach. 

 

 

 

 

 

 

 

 

 

 



 
 

 The methodology for the current study is presented in the following 
pages based on the flowchart illustrated below: 
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I . ASSUMPTIONS FOR THE STUDY 

  

  The prevalent method 

 

 

 Moral education classes take the form of “content approach”. A Story 

is taught and learning is emphasized by answering specific questions. 

This offers little or no scope for self reflection and to derive meaning 

of the values to their own lives.  

    

 Students are viewed as passive receivers. They are simply told “what 

to do” and “what not to do” and are expected to abide them. Little or 

no effort is made to make children understand the “why” and “how” 

aspect of it.  Turiel (1966) found that when children listened to adults' 

moral judgments, the resulting change was slight. 

 

 It ignores the individuality and uniqueness of each student whose 

experience and questions of moral differs from another student. 

 

 The traditional approach to moral education classes does not cater to 

the moral development of adolescents since the role of conflicts and 

importance of effective conflict resolution education is overlooked.  

 

 



 
 
 

The proposed method 

 

    Moral education class takes a “process curriculum approach”. This 

emphasizes on using wide range of activity based strategies along 

with storytelling which involves the student holistically through 

thoughts, feelings and physical activity. 

 

    Students are viewed as “active constructors” .Thus activities are 

processed with discussions and student reflections which facilitates 

understanding the what, how, why and where aspects of an issue by 

themselves. 

 

    Respects and recognises individuals, their unique experiences and 

understanding. Unlike traditional method which focuses on one story 

for all, the present method believes in many stories of one.  

 

 

    Addresses issue of conflicts. Helps students acquire skills to resolve 

their conflicts in a non-violent way that will develop a positive 

attitude towards conflict. 

 

 

 



 
 

II.GENERAL PROBLEM 

 

 Society is facing value crisis. Factors responsible for this value crisis 

include impact of western philosophy, explosion of scientific 

knowledge, urbanization and impact of materialistic outlook (kumar, 

2008). 

 

 Violence is increasing in the society. Increased materialistic attitude 

has weakened moral orientation in man. 

 

 Violence is also increasingly being reported in schools and this 

indicates a need to tackle the problem of violence through fostering 

moral values in the students. 

 
 Schools focus highly on academic excellence. Values are only being 

referred to incidentally in the curricula and no plan has been worked 

out to inspire students to imbibe in themselves all the desirable moral 

and social values (Kumar, 2008).  

 

 There is a need to use effective educational strategies to nurture 

values and skills among students in schools if we want to strive for 

human excellence. 

 
 



 
 

 

III.THEORETICAL PERSPECTIVES INFLUENCING PRESENT STUDY 

 

Any research will look at a problem through the theories so as to gain insight 

in to the problem under study. The present study addresses 3 components 

namely moral, conflict and education putting forward the following 

questions.  

 

 What do theories say about moral development? 

 How do theories view conflict in developing children? 

 What theories have implications for designing an educational program 

that suits process curriculum approach? 

 

Thus theoretical perspectives under these 3 components with relevance to 

the current study are briefly discussed in this section. 

 

 

 

 

 

 

 



 
 

 

Theoretical perspectives influencing present study 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

      
        Theories of learning 
 
 

 Experiential learning 
 

 Situated learning 
 

 Constructivism 
       

        
         Theories of conflict  
 
 
 Theory of perspective 

taking 
 
 
 Social-information  

processing  
           
 

 
      Theories of moral    
           development 
 

 
 Cognitive developmental 

theories 
 

 Domain theory 
 

 
 Development of Moral intelligence self 

inventory report (MISIR) and  Conflict 
resolution pattern (CRP) tool  for 
assessment 

 Design and develop modules for 
enhancing moral intelligence to 
facilitate peaceful conflict negotiations. 

To understand 
 
 The process of moral development 
 Evolution of conflicts and process of 

conflict resolution 
 Different ways through which learning 

could be facilitated 
 



 
 
 

 

MORAL DEVELOPMENT THEORIES 

 

Cognitive developmental theories 

Cognitive theories recognize that moral education has its basis in stimulating 

the active thinking of the child about moral issues and decisions. It sees the 

aims of moral education as movement through moral stages. Piaget’s 

(1932/65) and Kohlberg’s (1969) theories, based on children’s understanding 

of moral issues through rules and conventions suggest that children form 

ways of thinking through their experiences which include understandings of 

moral concepts such as justice, rights, equality and human welfare. 

 

The stage of adolescence corresponds to Piaget’s autonomous level (10-

12years), shift from egocentrism to perspective taking, Characterized by the 

ability to consider rules critically, and selectively apply these rules based on 

a goal of mutual respect and cooperation. Piaget viewed moral development 

as the result of interpersonal interactions through which individuals work out 

resolutions which all deem fair. Moral education thus must provide 

students with opportunities for personal discovery through problem 

solving, rather than indoctrinating students with norms. 

 



 
 

Kohlberg’s (1981) view of morality embraces a constructivist 

understanding of moral development, highlighting the active construction of 

a succession of cognitive structures, each able to resolve conflicts and 

contradictions produced by previous ways of thinking about moral issues. 

Kohlberg (cited in Crain, 1985) also sometimes speaks of change occurring 

through role-taking opportunities, opportunities to consider others' 

viewpoints. As children interact with others, they learn how viewpoints 

differ and how to coordinate them in cooperative activities. As they discuss 

their problems and work out their differences, they develop their conceptions 

of what is fair and just. 

Moral domain theory 

In contrast to stage developmental model , Turiel (1983) has proposed that 

individuals acquire moral concepts about fairness, others’ welfare, and 

rights under the “moral” domain- principles of how individuals ought to 

treat one another) in parallel with  the societal (regulations designed to 

promote the smooth functioning of social groups and institutions), and the 

psychological (an understanding of self, others, and beliefs about autonomy 

and individuality), beginning in early childhood, and that this knowledge 

develops during childhood and adolescence.  



 
 

According to moral domain theory, the morality includes concepts of 

physical harm, psychological harm, the distribution of resources, 

freedoms, and rights. 

 

CONFLICT THEORIES 

 

Social perspective-taking theory 

Proposed by Selman, Beardslee, Schultz, Krupa, & Podorefsky (1986), 

the theory provides support for a developmental model of conflict resolution 

skills. The manner in which children and adolescents resolve peer conflicts 

changes over time as increased skills in social-perspective taking develop. It 

focuses on a four-stage "vertical" level of social understanding in which one 

becomes increasingly sophisticated in social perspective-taking in 

interpersonal negotiation strategies (INS) (Johnson & Johnson, 1996; 

Selman et al., 1986), 

Level 0 (ego centric) strategies are primarily impulsive, physical strategies 

in which conflicts are resolved through a "fight or flight" perspective. For 

example, a child might utilize a simplistic "out of sight, out of mind, here 

and now" solution such as exiting a conflict situation to go play with another 

toy or using physical force to solve a disagreement (Shantz, 1987, p. 295). 



 
 

Those strategies lack coordination of the perspective of the protagonist and 

the other person involved in the problem (Selman et al., 1986). 

 

Level 1 (subjective) strategies involve recognition that the significant other 

and protagonist may have different perspectives within a particular context. 

During this unilateral orientation, conflict is not understood as a mutual 

disagreement. Resolution strategies include one-way commands and 

assertions or accommodation to the significant other. For example, 

prototypic strategies include negating or compensating to undo the conflict: 

"give him back what you took or take back what you called him," or 

whoever started the fight should "just say he's sorry" (Shantz, 1987 p. 295). 

 

Level 2 (self-reflective) strategies involve a bilateral notion of conflict; a 

mutual perspective regarding conflict is still not present. Shantz (1987) 

described assessment protocols from children ages 8-14 that indicated 

children suggested both parties to the conflict must agree that the conflict is 

over, but do not appreciate that those agreements must be mutually 

satisfying. Children at this level of social perspective-taking see conflict as 

arising outside the relationship, and therefore solutions should make each 

person happy. Solutions used by children at this stage include taking turns, 

convincing a friend that one's own viewpoint is the correct one, or 

suggesting other behaviors that protect one's own interests (Selman et al., 



 
 

1986). The advancement in understanding the effects of conflict at this stage 

over previous stages is a distinction between appearance (words) and reality 

(truth). That is, it is not enough to "take back" hurtful words; one must also 

be sincere (Shantz, 1987). 

Level 3 (mutual) strategies are evidenced during adolescence and beyond. 

In this case, there is an awareness that certain conflicts may reside within the 

relationship itself; thus, the only real solutions would be those that are 

mutually satisfying (Shantz, 1987). Typical strategies at this stage involve 

dialogue, process analysis, compromise, and development of shared goals. 

These strategies involve an understanding of concern for continuity of the 

relationship over time (Selman et al., 1986). 

 

Selman et.al, propose that adolescents age 16 and older use higher-level 

strategies more frequently than younger children. The focus of present 

study on children in the age group of 12-13 years (at level 2  between 

ages 8-14) provides scope to educating children with value based skills 

so as to empower them to use solution oriented strategies for mutual 

benefit.  

 

 

 



 
 

Social information processing theory 

According to the social information processing theory of Crick and 

Dodge's (1994) one processes external stimuli involved in social situations 

through a series of six steps, not linear, that eventually leads to a behavioral 

response. Those steps include (a) encoding external cues, (b) 

interpretation of cues, during the first two steps, children use social 

knowledge acquired through previous experience to initially attend to and 

interpret social cues. This previous knowledge influences attributions made 

by the child regarding the social interaction. (c) Clarification of goals, after 

interpreting the situation, the child selects a goal or desired outcome for the 

situation. Child might also revise those goals and construct new goals. This 

step figures prominently in the present study, as it opines that moral 

education can influence adolescent goal orientation on behavioral 

strategies in conflict situations. (d) Accessing potential responses, in the 

fourth step of processing, children search their long-term memory for 

possible behavioral strategies for that situation, or, if the situation is 

unfamiliar, construct new behaviors if necessary. (e) Deciding which 

response to employ, in the fifth step, the child evaluates the previously 

accessed responses and selects the most positively evaluated one. Several 

factors affect which response may be selected. Children will be more likely 



 
 

to enact responses if the child feels confident he or she can enact that 

response (self-efficacy); that the response will elicit the desired outcome 

(outcome expectation); and that the response is accessible based on that 

child's own moral code or values (response evaluation).This step is the 

main component focused on in the present study.  (f) Carrying out the 

chosen solution (i.e., "behavioral enactment"); In the final step, the child 

behaviorally enacts the chosen response.  

 

LEARNING THEORIES 

 

Experiential learning 
 

Experiential learning theory of Kolb (1984) is a holistic perspective that 

combines experience, perception, cognition, and behavior. It is a process of 

making meaning from direct experience, learning through reflection on 

doing, which is often contrasted with rote or didactic learning.  

The theory presents a cyclical model of learning, consisting of four stages 

 concrete experience (or “DO”) 

 reflective observation (or “OBSERVE”) 

 abstract conceptualization (or “THINK”) 

 active experimentation (or “PLAN”) 

The theory identifies four learning styles which correspond to these stages.  



 
 

 assimilators, who learn better when presented with sound logical 

theories to consider 

 convergers, who learn better when provided with practical 

applications of concepts and theories 

 accommodators, who learn better when provided with “hands-on” 

experiences 

 divergers, who learn better when allowed to observe and collect a 

wide range of information 

  

Based on the above theory, in the present study emphasis was laid on  

 A fun learning environment, with plenty of laughter and respect for 

the learner's abilities, with a wide range of activities.  

  Direct involvement of students in order to gain a better understanding 

of the new knowledge and retain the information for a longer time. 

 Adult is a facilitator. 

 

Situated Learning 
 

The theory by Lave (1988), Lave & Wenger (1990) posits that learning is 

situated; is embedded within activity, context and culture. Knowledge needs 

to be presented in authentic contexts — settings and situations that would 

normally involve that knowledge. Social interaction and collaboration are 

essential components of situated learning — learners become involved in a 



 
 

“community of practice” which embodies certain beliefs and behaviours to 

be acquired. 

 

Based on the above theory, in the present study emphasis was laid on  
 

 Learning which was centered around real life situations  adolescents’ 

experience, to facilitate successful application of values and skills 

emphasizing on motivation and collaboration while being in a 

purposeful working group. 

 

Constructivism  
 

 Individual to social 

 

A central tenet of constructivism Bruner (1966) is that learners acquire 

knowledge through the interaction of new stimuli with pre-existing 

understandings. People actively construct or create their own subjective 

representations of objective reality. 

 

Based on the above theory, in the present study emphasis was laid on  
 

 The understanding that students are unique individuals with unique 

way of understanding moral concepts based on their experience, since 



 
 

understanding current knowledge of adolescents is central to trigger 

construction of new learning. 

 social to individual – (Social Development Theory) 
 

Social constructivism of Vygotsky (1978) focuses on an individual's 

learning that takes place because of their interactions in a group. Individual 

learns from More knowledgeable others (MKO).It believes that learning 

occurs in the distance between a student’s ability to perform a task under 

adult guidance and/or with peer collaboration and the student’s ability in 

solving the problem independently called Zone for proximal distance 

(ZPD). 

 

Based on the above theory, in the present study emphasis was laid on  
 

  Discussion, problem solving and group activities to provide newer 

perspectives, complex challenges for progress in internalizing values. 

It involved adolescents to work with peers and practice conflict 

resolution to foster perspective taking and negotiation. 

 

 

 



 
 

Thus, the theories considered for the present study has been presented in the 

model as shown below: 

 

  Impacts 

 

 

 

                          

 

IV.SPECIFICATION OF THE PROBLEM 

 

The broad objective of the research study was to design a need based moral 

education program, integrating theoretical perspectives using a process 

curriculum approach which would facilitate peaceful conflict negotiations 

among early adolescents. 

 

Specific objectives: 

• To elicit information on the current approach towards Moral 

Education in representative secondary schools of Bangalore city. 

• To develop a self inventory to assess the moral intelligence of early 

adolescents.  

     
   Activity 
 
( experience) 

Context 
 
  (situate) 

     New       
learning 
     
(construct) 

     
  
Cognition 
 

        

Emotion 
 
Behaviour  



 
 

• To develop a tool to identify the conflict resolution patterns followed 

by early adolescents.  

• To design and develop appropriate modules for a moral education 

program through a process curriculum approach to facilitate peaceful 

conflict negotiations among early adolescents. 

• To assess the effectiveness of the developed modules in enhancing 

moral intelligence to facilitate peaceful conflict negotiations among 

early adolescents.  

• To find out if the intervention programme has gender implications. 

• To assess the influence of  Moral Intelligence on  Conflict Resolution 

Pattern in early adolescents  

• To assess the retention potential of the intervention programme after 

an interval of 6 months. 

 

V.HYPOTHESES 

  

1. There will be no significant effect of intervention program on 

cognitive, emotional and behavioural dimensions of moral intelligence. 

2. There will be no significant effect of the intervention program on the 

intra and interpersonal dimensions of conflict resolution patterns. 



 
 

3. No significant difference between the genders will be observed for the 

effect of the intervention program. 

4. There will be no significant retention effect of the intervention 

program on cognitive, emotional and behavioural dimensions of moral 

intelligence. 

5. There will be no significant retention effect of the intervention 

program on the intra and interpersonal dimensions of conflict 

resolution patterns. 

 

                                   VI.   SCOPE OF THE STUDY 

 

The period of adolescence is considered as crucial for development. 

Although development takes place at all stages of life, adolescent years are 

critical since it is the time for preparation for adulthood. It is a time for 

evaluating and redefining their previous notions of morality .The values and 

skills, essential for leading a moral life , constructed during this age have its 

important implications for an individual’s prospects in adulthood. 

 

The stage of adolescent is marked by expanding cognitive abilities, widening 

of social network which exposes them to new experiences. This allows them 



 
 

to analyse, evaluate and synthesis the social, moral and conventional issues 

involved in those experiences. The challenges they confront during this 

process brings conflicts both at the personal and interpersonal levels. 

 

The complexity posed by today’s living has necessitated to make deliberate 

efforts to inculcate social and moral values in the students. Adolescents must 

be guided to understand why conflicts occur? How to address conflicts? 

What actions are to be taken to resolve them fairly? and why it is important 

to adopt  non-violent means?  

 

For moral education to be effective it should touch upon the thoughts, 

feelings and action domains. Unlike banking on the traditional teacher 

centered method, students must be actively involved to make sense of their 

learning. Morality is a concept, like a soul, for which to become tangible it 

requires wide range of morally coated cognitive (body), emotional (nerves) 

and social (muscles) competencies to be put into practice. A good 

interpersonal relationship is based on moral edifice.  

 

As adolescents face increased conflicts, it is imperative to guide and equip 

them to resolve conflicts through a peaceful approach, which otherwise can 



 
 

have detrimental effect on the individual’s personality, interpersonal 

relationships and on the positive construction of a community. 

 

Therefore the present study views moral education classes beyond the view 

of a class or subject to learn and score marks or grade. This can be used by 

students as a lab, forum or platform to revise their knowledge, share 

experiences, enhance their abilities and, find solution to their conflict and 

other moral and social issues through a scientific outlook. Rather than a 

numerical gain on report cards the experience of quality that a moral life can 

bring should be the motivating factor. 

 

It is known that learning becomes more meaningful and purposeful for 

adolescents when it touches their personal realm and then outflows to the 

outer world. This calls for adolescents to be equipped with skills and 

strategies to realize and appreciate the importance of applying values and 

skills through peaceful conflict negotiations in the process of upholding   

morality. 

 

 

 

 



 
 

VII.   CONCEPTUAL AND OPERATIONAL DEFINITIONS 

 

Process curriculum approach  

An approach in which a specific time was devoted to teach values and skills 

to foster positive conflict resolution in students. The approach planned as a  

distinct curriculum spread over an academic year, took place through 

structured activities such as simulations, role plays, group discussions and 

cooperative learning activities.  

 

Moral intelligence:  

Moral intelligence refers to the ability to apply principles and values to goals 

and actions. It is the ability to know right from wrong and behave ethically. 

It involved cognitive, emotional and behavioral dimensions.  

 

Conflicts:  

Intra and inter personal conflicts that an adolescents comes across due to 

incompatibility of different values, opinions, needs, interests. 

 

Peaceful conflict negotiations:  

Resolution of conflicts in a non violent way, without physical or 

psychological harm/ abuse. 

 



 
 

Module: 

An educational unit that covers a single subject or topic that starts with a 

main educational goal and creates a plan by which to achieve that goal. 

 
Participants:  

Students who agreed to participate in the intervention program and 

participated in at least 90% of the classes within the duration of the program. 

 

Intervention program: A planned moral education program administered 

to the adolescents to influence their thoughts, emotions and behavior.  

 

Early adolescents:  

Individual aged between 9-13 years of age .In the present study 12-13 years 

is considered. 

 

Educational aids:  

Tools that were used in the intervention program. They included posters, 

charts, stories, flashcards, film shows, puzzles, paper and pencil activities 

and role play techniques.  

 

Experimental group: 

 Participants who were exposed to the educational modules. 

 



 
 

Control group:  

Participants who are not exposed to the educational modules. 

 

Effect:   

statistically measured changes observed from pre test to post test and post 

test to post-post test. 

           

VIII. RESEARCH  DESIGN 

 

Research design is the strategy, the plan, and the structure of conducting a 

research project. A design is used to structure the research, to show how all 

of the major parts of the research project -- the samples or groups, measures,  

programs, and methods of assignment -- work together to try to address the 

central research questions (Trochim,2006).The research design has been 

considered as a "blueprint" for research, dealing with at least four problems: 

what questions to study, what data are relevant, what data to collect, and 

how to analyze the results (Philliber, Schwab, & sloss, 1980).  

 

The presents study addressed two issues 

1. To study the approach to moral education in representative 

secondary schools of Bangalore city. 



 
 

2. To study the effectiveness of a moral education program through a 

process curriculum approach on moral intelligence and conflict 

resolution pattern of early adolescents. 

 

Therefore in the present study a combination of research design was 

employed. 

1. Survey method (descriptive research) was used to study the 

approach to  moral education in representative secondary schools 

of Bangalore city 

2. To study the effectiveness of a moral education program through a 

process curriculum approach on moral intelligence and conflict 

resolution pattern of early adolescents  a combination of  ‘Field 

Experiment’ and  ‘quasi experimental Pre-test Post-test control 

group Design’ was considered. 

 

Field experiment, unlike laboratory allows to experimentally examining an 

intervention in the real world i,e. naturally occurring environments. 

Empirical researches in social sciences are conducted in a variety of settings 

and contexts. The choice of a setting for any research study, by and large, is 

guided by the nature of questions being asked, the type of answers sought 



 
 

and the settings considered.  When the setting is small and sequential studies 

needed, as in this study, field experiments are more appropriate.  

 

The study used a quasi experimental Pre-test Post-test control group Design 

since random assignment of participants to experimental and control group 

appeared impractical for various reasons. Firstly it was difficult to find a 

school to provide only half their students of one particular class for the 

intervention especially when the intervention was planned for one academic 

year. Secondly, it was not possible to use single school for the study as there 

could be greater chances of spillover effect. Thirdly, the possibility of 

carrying out intervention in two schools was limited when duration of the 

program and other logistic factors were considered as the intervention was 

conducted by the researcher herself.  

 
Thus the study had two comparable schools - in terms of location and 

setting, fee structure, syllabi offered and medium of instruction - randomly 

allocated into experimental and control group. 

 

The schematic representation of the research design planned for the present 

study is presented in the next page. 
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X.  POPULATION AND SAMPLING 
 
 

Sampling is the process of selecting units (e.g., people, organizations) from a 

population of interest so that by studying the sample we may fairly 

generalize our results back to the population from which they were chosen 

(Trochim,2006). When selecting a sampling strategy it is necessary that it 

fits the purpose of the study, the resources available, the question being 

asked and the constraints being faced. This holds true for sampling strategy 

as well as sample size. 

 
Sampling for the present study was carried out in 3 stages in the research for 

a) selection of schools and b) selection of respondents. A multistage 

sampling was used in the present study 

 
       Initially as a part of the research 42 schools in and around Bangalore city 

were short listed from the four zones of Bangalore city using the internet as 

sampling frame.  A cluster sampling method was used. This list of schools 

from the 4 zones compromised of government, private and missionary 

schools. 
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Stage I: Sampling for survey of approach to Moral education in schools 
 
 

 

 

 

 

 

 

a . Selection of schools 

 

Initially in order to elicit information on the current approach to moral 

education all 42 short listed secondary schools were considered. The 

researcher personally met the principal of these schools, explained to them 

the purpose of the study and sought their cooperation for participation in the 

present study. Of the 42 schools identified the first 31 schools which 

extended cooperation and agreed to provide necessary information by filling 

the questionnaire were selected.  

 North South East West 
Government 2 1 2 3 

Private 4 2 3 6 
Missionary 2 1 2 3 

 Schools (n=31) 

 Schools (n=42) 

North =11 South =11 
 

West =10 
 

East =10 
 



 
 

Thus  8  government, 15 private and 8 missionary schools (n=31) constituted 

the sample for the survey. 

Stage II:  sampling for tool standardization. 
 

 

                                          
                      MISIR = 5                CRP= 5 
 
 
  350 350 
  
 

 
                                                                                               Resp=Respondents 

 
a . Selection of schools 
 

Criteria for selecting school included the following: 

i. English to be the medium of instruction 

ii. Willingness and cooperation of the schools 

 

At this stage of sampling the schools which were selected in stage I was 

considered since the schools had representation from all four zones. Out of 

those 31 schools 9 schools were eliminated as the medium of instruction did 

not meet the criteria set. Thus from the remaining 22 schools 10 schools 

were selected using simple random sampling for each zone. Lottery method 

Zone North South West East 
School     2      1     1    1 
Resp 58+76    78   66   72 

Zone North South West East 
School     1      2     1    1 
Resp      80 63+70    70   67 

 Schools (n=10) 

Respondents (n=700) 
(n=10) 



 
 

was used for selecting schools. Every first school selected from each zone 

was allotted for administering Moral intelligence self inventory report 

(MISIR) and second school selected was allotted to administer Conflict 

resolution pattern (CRP). 

 

b . Selection of Respondents 

 

A random purposive sampling was used to select respondents from the 

schools identified for administering the MISIR and CRP tools. All students s 

in the selected schools for tool standardization studying in class VII were 

selected. 

 

Ethical consideration:  

As a matter of ethics the respondents were informed about the research 

orally. Students were thus allowed to make a voluntary choice for 

participating.   

Stage III: Sampling for pre test-post test design 
  

 

 

 

 

 

 

   Schools (n=2) 

Control=1 

61 55 

Experimental= 1 

Respondents (n=116) 



 
 

a . School selection 

 

Criteria for selecting schools 
 

The present study set norms for indentifying and selecting schools in order 

to ensure homogeneity between the participant schools. 

 

i.  Medium of instruction 

English medium schools were considered for the research programme as the 

researcher had designed the research tools and the intervention modules in 

English. Therefore these were intended for students who were proficient and 

could follow instructions in English. 

ii. Willingness and cooperation of the schools 
 

To ensure the smooth running of the intervention programme the researcher 

sought voluntary participation and whole hearted cooperation and 

commitment from the school management. The researcher consulted with 

the management regarding the hours required, the frequency of the 

intervention classes, timings and the feasibility of carrying out the proposed 

research design.  

 

 



 
 

iii. Type of syllabi offered 
 

 

Norms set called for selecting schools offering similar syllabus pattern. 

Hence schools which followed CBSE pattern were shortlisted. 

 

iv. Distance between schools 
 

While short listing schools distance between the schools were kept in mind. 

Schools identified for the study were required to be close enough for the 

researcher to collect data but far  enough to avoid spill over effects. 

 

v. Location 

Schools in urban area were considered 

 

Selection process 
 

In this stage of school selection all 42 schools identified  intially were taken 

into consideration. While matching with the norms set it was found 9 school 

did not have English as the medium of instruction. These schools were 

excluded from the selection process. Also the 10 schools which participated 

in stage II (tool standardization) were isolated from the list. From the 

remaining 23 schools 7 schools were shortlisted which met the norms set.  



 
 

Two schools were randomly selected using the lottery method from the 

seven schools short listed. It was earlier decided that the first slip picked 

would represent the experimental group and the second one as the control 

group for the research study. Thus Titan School, located at Mathigiri was 

identified as the experimental School and Vidyaniketan public school, 

Nagarbhavi, Bangalore was identified as the control school. 

 

 Also it was ensured that there is no similar kind of program or event 

organised in the schools identified during the intervention phase. 

 
b. Selection of  participants 
 

Piaget (1932) stated that the changes that occur in adolescence are driven by 

an abstract system of propositional thinking. Adolescents develop the ability 

to think through alternate realities and consider the notion of reality itself 

(Gullota, Adams, & Markstrom, 1999). As the cognitive ability of people 

develops, so too does the potential for increasingly complex moral reasoning 

(Kohlberg, 1981). 

With their expanding sensitivity to moral issues, adolescents begin to 

rationalize different opinions, messages they receive, begin to develop 

values and rules for balancing the conflicting interests of self and others 

(WHO,2000). Since adolescence is a period confronted with personal and 



 
 

interpersonal conflicts, scaffolding with values and skills fortifies their 

moral growth.  

Thus students in the age group of 12-13 years who would be studying in 

class VII were selected for the study as the acquisition of right values and 

skills at this stage is crucial. 

 

Selection process 
 

As per the allocation of schools into experimental and control group the 

participants for each group were selected. 55 students studying in class VII 

at the Titan School were selected as the experimental group participants and 

61 students studying in class VII at the Vidya Niketan School were selected 

as the control group participants.  Purposive sampling method was adopted. 

 

Ethical consideration: 

Obtaining informed consent from research participants is central to ethical 

research practice. It is best thought of as a process of sharing information 

and addressing questions and concerns of the prospective research 

participants. A simple and clear consent form was distributed among the 

prospective participants, detailing them with information about the central 

aspects of the research and the role of the participant in the research process. 



 
 

Thus research participants were given the freedom to make an informed 

decision of whether or not to participate in the research. Consent was 

obtained in writing and signed by the respondent. 

Consent was also obtained from the parents of the participants by signing the 

form. Sufficient information about the program was given to the parents 

through a letter. 

 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 



 
 

IX. CONSTRUCTION OF MEASURING INSTRUMENTS 
 

 
The present study called for the development of the following tools. 

 

1. Tool to elicit information on the current approach towards Moral 

Education in representative secondary schools of Bangalore city. 

 

In order to obtain information on the current approach towards moral 

education the researcher self developed a questionnaire. The tool consisted 

of both open ended and closed ended questions. The developed 

questionnaire consisted of a total of 23 questions sub-divided under the 

following areas (Appendix-i) :  

Sl no. Areas 
 

No of  Questions 

1 Approach to moral education 
 

4 

2 Attitude towards moral education 
 

4 

3 Objectives pursued through moral 
education 
 

1 

4 Techniques adopted to impart moral 
education 
 

4 

5 Evaluation pattern of moral education 
 

2 

6 Parents involvement in moral education 
 

2 

7 schools approach to conflicts 
 

6 

 



 
 

 

2. Moral Intelligence self inventory report.  

 

To assess the moral intelligence of students (early adolescents) and also to 

study the influence of the designed moral education program to be offered 

through a process curriculum approach a moral intelligence self inventory 

report was developed. 

 

Lennick and Kiel define moral intelligence as “the mental capacity to 

determine how universal human principles —like those embodied by the 

“Golden Rule”— should be applied to our  personal values, goals, and 

actions” (2005, p. 7). 

 

The Association of Supervision and Curriculum Development (ASCD,1988) 

Panel on Moral Education defines a moral person as one who respects 

human dignity, cares about the welfare of others, integrates individual 

interests and social responsibilities, demonstrates integrity, reflects on moral 

choices and seeks peaceful resolution of conflict. It involves cognitive, 

emotional and behavioural dimensions.  

 

Philosophers such as Plato, Kant, Leibnitz, Wundt and May (cited in 

Clarken, 2009) suggested that intelligence includes aspects of knowing and 



 
 

thinking (cognition), valuing and emotion (affection) and volition and ethics 

(conation) (Johnston, 1994). 

 

The inventory developed on the pattern of a likert scale covered 3 

dimensions namely: 

The cognitive dimension: this includes knowledge of right and wrong, 

critical thinking, creative thinking and decision making. 

 

The emotional dimension: this includes understanding emotions, 

appropriate expression of emotions, empathizing, understanding the 

consequence of one’s emotional expression on others. 

 

The behavioural dimension: this includes actions in social situations in 

accordance to moral principles.  

 

Standardisation procedure for the MISIR tool 
 

Item pool 

Initially a bank of possible statements (items) that the tool can cover were 

listed down. A total of 230 statements (80 in cognitive dimension, 50 in 

emotional dimension and 100 in behavioral dimension) were framed.  

 

 



 
 

Face validation: 

The framed statements were scrutinized to look at the operationalisation and 

to check whether “on its face”. The statements appeared to measure the 

moral intelligence under the cognitive, emotional and behavioural 

dimensions identified.  

 

Content validation: 

The tool with 230 statements was subjected to content validation.  5 subject 

experts from the fields of Education, Psychology and Human Development 

were identified to scrutinize the developed tool. The suggestions put forward 

by the experts were incorporated while developing the final version of the 

tool. Statements which were considered to be relevant by minimum 3 

experts were retained. Those statements which were suggested to be relevant 

but needed modification were also retained with the necessary modification 

as recommended by the experts. The ratings obtained by the experts were 

quantified using Aiken’ V Index. 

 

Pilot study  

The tool, after content validation, was subjected to a pilot study on 10 

students to gain insight on the difficulty in comprehension and phrasing of 



 
 

the statements. Statements which were found to be difficult to comprehend 

were reworded / rephrased. 

 

Reliability 

The developed tool was administered to 350 respondents for establishing its 

reliability. The reliability co-efficient of the tool was carried out using split 

half method. The tool revealed a reliability coefficient of 0.82. Cronbach 

alpha was found to be 0.913 and Intra class correlated internal consistency  

(ICC) was 0.894.  

 

Item-total correlation 

Individual item score and total score was correlated. Items which had very 

low correlation with total scores were deleted. The final version of the tool 

consisted of 81 statements (Appendix- iia). 

 

The standardized Moral Intelligence self inventory report (MISIR)   

consisted of a total of 81 statements covered under 3 dimensions as indicated 

below: 

 

  Sl.no Dimensions statements 

1 Cognitive 23 
2 Emotional 20 
3 Behavioral 38 

 



 
 

The tool included both positive and negative statements on a 5-point value 

scale (Appendix-iib).   

 
 
Scoring pattern for the MISIR is as follows                                                     
 
Statement Not at all 

true of me 
Not very 
true of me 

Somewhat 
true of me 

Very true of 
me                    
 

Completely  
True of me 

Positive 0 1 2 3 4 
Negative 4 3 2 1 0 
 

 

3. Tool to identify the conflict resolution patterns among early 

adolescents.  

Conflicts occur whenever two interests, values, opinions are incompatible. 

Resolution of conflicts can be both constructive and destructive depending 

on how the individuals in conflict handle the conflict. Conflicts can occur 

within the person himself or with another individual or with a group or 

between groups.  

 

The Conflict resolution pattern  (CRP)  tool was developed for the present 

study to assess and classify the Conflict resolution pattern among early 

adolescents. The developed tool consisted of  hypothetical conflict situations 



 
 

with open-ended questions covering two broad dimensions of conflict i.e., 

intra personal and inter personal conflicts.  

 

Standardisation procedure for the CRP tool 
 

 
Item pool 

Initially a bank of 50 hypothetical conflict situations was constructed 

emphasizing on eliciting solution oriented, controlling resolution and 

non-confrontational responses. 

 

Face validation: 
 
The hypothetical conflict situations were scrutinized to look at the 

operationalisation and to check whether “on its face” the situations  appeared 

to elicit responses on solution oriented, controlling resolution and non-

confrontational responses for the intra and inter personal dimensions of 

conflicts considered.  

 
Content validation: 
 
The tool with 50 hypothetical situations was subjected to content validation.  

5 subject experts from the fields of Education, Psychology and Human 

Development were identified to scrutinize the developed tool. The 

suggestions put forward by the experts were incorporated while developing 



 
 

the final version of the tool . Situations which were considered to be relevant 

by minimum 3 experts were retained. Those situations which were suggested 

to be relevant but needed modification were also retained with the necessary 

modification as recommended by the experts. The ratings obtained by the 

experts were quantified using Aiken’ V Index. 

 

Pilot study:  

The tool after the content validation was subjected for a tryout on 10 

students to gain insight on the comprehension, ambiguity, difficulty and 

phrasing of the situations.  

 

Reliabilty 

The developed tool was administered to 350 respondents for establishing its 

reliability. The reliability co-efficient of the tool was carried out using split 

half method. The tool had a reliability coefficient of 0.88. Cronbach alpha 

was found to be 0.802 and Intra class correlated internal consistency  (ICC) 

was 0.769.  

 

 

 

 



 
 

Item-total correlation 

Individual item score and total score was correlated. Items which had very 

low correlation with total scores were deleted. Thus the final version of the 

tool consisted of 26 situations (Appendix- iiia) 

 

Description of CRP:  

The final version of the CRP tool consisted of 26 situations (Appendix-iiib). 

Intrapersonal dimension has 6 conflict situations while interpersonal 

dimension had 20 conflict situations further classified into: 

 

 conflict with Family:(6 situations; conflict situations with parents -2 

and conflict situations with siblings -4), 

 

 Conflict with Friends: (8 situations; conflict situations with friends 

at school – 4  and conflict situations with friends in the 

neighbourhood -4)  

 

 Conflict with Casual Contacts: (6 situations) 

 

 

                                        
 
 
 
 
 



 
 

 
 
 
                                      Conflict situations (26) 
 

 
 
 
Intrapersonal (6)                                                                   Interpersonal (20)                                                                                                    
 
 
                                              Family (6)                       Friends (8)       Casual contacts(6)    
 
                                        
                                 Parents (2)        siblings (4)        school (4)           neighbourhood (4)                                                                                                   
 

 

 

 

The scoring pattern for CRP is as follows:         

 

Sl.no Strategy/ pattern Example Score 
1 
 Solution oriented negotiation, cooperation +1 

2 Controlling resolution negativity, competition, 
antagonism -1 

 
3 
 

Non confrontational avoiding, withdrawing 0 

 
 

The classification of responses were based on the three-dimensional model 

of conflict resolution (Laursen, Finkelstein & Townsend Betts, 2001, 

Putnam and Wilson, 1982), adapted from the dual concern model (Pruitt 

& Carnevale, 1993). The three-dimensional model emphasizes that the 



 
 

resolution strategy a person uses is dependent on the level of concern for the 

self, the other dyad member, or the relationship. For instance, controlling 

resolution strategies (e.g., competition, negativity) result from a high degree 

of concern for self and a low degree of concern for other. In contrast, non 

confrontational resolution strategies (e.g., avoidance, withdrawal) occur 

when individuals demonstrate low concern for self and others. A third 

strategy labeled solution orientation, results when conflicts are resolved in 

mutually satisfying ways that reflect concern for the relationship (e.g., 

compromise,negotiation).  

 

Additional tools developed for the study: 

 
1. Socio-demographic data tool: to obtain the socio-demographic 

details of the participants, the researcher developed a simple 

questionnaire which elicited information on type of family, ordinal 

position of the respondents, number of siblings, parents’ education 

and occupation. (Appendix-iv) 

 

2. Session Evaluation checklist: To assess the outcome of each session 

during the intervention phase a three pronged evaluation i.e. peers 

(Appendix-va), teachers (Appendix-vb) and participants (Appendix-



 
 

vc) evaluation was planned to be introduced into the research design. 

The session evaluation checklist developed by the researchers 

evaluated the content of the module, the method of introducing the 

module designed, the activities planned and suggestions for 

improvement.   

 

3. Overall Feedback form: separate feedback forms were designed to 

obtain information about the influence of intervention program from 

the participants  (Appendix-via) ,  parents (Appendix-vib). 



 

 

      XI. MODULE DEVELOPMENT 
 

 
To assess the influence of a moral education programme on peaceful conflict 

negotiations in early adolescents, the researcher designed a study 

curriculum, which spanned across one academic year. The planned 

intervention curriculum/module was broken into IV major parts covered in 

60 sessions, each session lasting for approximately 2 hours.  

 

The curriculum broken into modules for the present study was designed  

after 1) conducting a thorough review of existing literature 2) interaction 

with subject experts and 3) Inputs received from the pre-test data.  

 

Every individual has a world in him. It is through the experiences /lens of 

this world one is able to understand others. Nucci (2001) points that 

although morality is “other” directed, in the sense that morality is concerned 

with the impact of actions on others, moral sentiments and moral judgments 

are themselves the products of agency. Formation of the social individual is 

necessary for the person to engage in the very acts of reciprocity and 

cooperation that comprise human morality. The interpersonal requires a 

personal. He quotes Piaget, “It is only by knowing our individual nature with 

its limitations as well as it resources that we grow capable of coming out of 

ourselves and collaborating with other individual natures”.  A component on 



 

 

self understanding was hence planned to be included in the curriculum 

developed for the present study. 

 

In 1960, Apsey described a theoretical aptitude called transforming power, 

which, he asserted, could help people transform violent, competitive, 

destructive situations into constructive, cooperative ones. Apsey claimed 

transforming power was a mystical construct, with a locus of control that 

transcended human will. Roberts, Yeomans and Ferro-Almeida (2007) 

inspected and found that transforming power included compassion, empathy, 

and optimism which were included in the curriculum for their research 

study. Further the researchers believed that each student had access to 

transforming power and could develop it by adopting certain attitudes and 

values. The guides were “self-respect,” “caring for others,” “think before 

reacting,” “seek a nonviolent solution,” and “expect the best.” 

 

Borba (2001) identifies seven virtues children need to develop related to 

moral intelligence—empathy, conscience, self-control, respect, kindness, 

tolerance and fairness. These virtues loosely correlate to Lennick and Kiel’s 

(2005) four competencies which includes integrity (conscience and fairness), 

responsibility (self-control and respect), compassion (empathy and kindness) 

and forgiveness (tolerance). Association of supervision and Curriculum 



 

 

development (ASCD,1988) emphasises that Moral education needs to 

include socialization of appropriate conduct, critical thinking and decision-

making. 

 

The Collaborative for Academic Social and Emotional Learning 

(CASEL,2003) project proposes that effective SEL programs should teach 

students five key competencies : self-awareness (e.g. emotions); social 

awareness (e.g. empathy), responsible decision-making; self-management 

(e.g. impulse control); and relationships skills (e.g. active listening). 

 

There is an increasing trend in society to refuse accountability and blame 

others for one’s situation (Doherty,1998).This societal direction coincides 

with the absence of personal responsibility in individuals. Personal 

responsibility defined as being accountable to oneslf and to the needs and 

well being of others (Ruyter 2002) is an essential component of moral 

education program. Brabeck, Kenny, Stryker, Tollefson and Stern Strom, 

(1994) through their study suggests that education in human rights positively 

effects moral development of adolescents. 

 

Keeping this discussion in mind, the curriculum for the intervention program 

was developed under four modules as presented in the table in next page. 

 



 

 

 Modules developed for the intervention 

Sl.no Module Content No of 
sessions 

1  
Part I 

Orientation 

 Ice breaking session 
 Value clarification 
 Introduction to the program 
 Norm setting 
 Introduction to conflicts 
 Understanding conflicts 
 Types of conflicts. 

7 

2            
            Part II 

Developing a positive 
self 

 Honesty 
 Values for positive thinking 
 Self esteem 
 Responsibility 
 Self control 
 Emotions 
 Recap 

13 

3             
           Part III 
Values for living in 
harmony  with others 
 

 Cooperation 
 Sharing 
 Empathy  
 Trust  
 Tolerance  
 Non-violence  
 Forgiveness  
 Respect  
 Justice  
 Peace  
 Human Rights 
 Recap 

23 

4           
 
          Part IV 
      Skill building 

 Non-violent Communication  
 Critical thinking  
 Creative thinking  
 Problem solving 
 Decision making 
 Conflict resolution strategies 

 Negotiation 
 Mediation 
 Arbitration 

 Recap 
 Presentation by the participants 

17 

 

  



 

 

                                 XII.  DATA COLLECTION 

 

Data for the study was collected in V phases as discussed below: 

 

Phase I: Data collection to elicit information on the current approach 

towards Moral Education.   

 

The researcher met the principal of the schools personally and explained the 

purpose of the research study. After establishing an initial rapport with the 

Principals of the selected schools the researcher handed over the tool 

developed to elicit information on the current approach towards Moral 

Education. The researcher also carried out an informal discussion with the 

Principals/staff  of the selected schools to validate the information provided 

in the questionnaire. Confidentiality of the data obtained was assured. 

 

Phase II: Data collection for Pre (before intervention) and Post-1 (after 

intervention) assessment: 

 

The researcher administered the MISIR and CRP on two consecutive days to 

both experimental and control group participants. An ice breaking activity 

was given to establish a rapport with the participants. 

 



 

 

Administration of Moral intelligence self inventory report (MISIR) 

The developed Moral intelligence self inventory report (MISIR) was 

administered to the selected experimental and control group participants. 

Before administering the tool, the participants were made to relax. They 

were assured of confidentiality.  They were also assured that there were no 

right or wrong responses and asked to answer each statement presented to 

them as honestly as possible. The researcher read out each statement slowly 

and clearly to the respondents, and clarified the doubts, if any raised by the 

respondents.  They were then asked to tick the most appropriate response 

according to them for each statement presented. No time frame for the 

completion of the inventory was given. However, the participants were 

encouraged to work continuously and complete the inventory as quickly as 

possible. 

 

Administration of conflict resolution pattern (CRP) : 

The conflict resolution pattern tool designed was administered to the 

selected experimental and control group participants. Before administering 

the tool, the participants were made to relax. They were assured of 

confidentiality.  They were also assured that there were no right or wrong 

responses and asked to answer each situation presented to them as honestly 

as possible. The researcher read out each situation slowly and clearly to the 



 

 

respondents, and clarified the doubts raised by the respondents.   They were 

then asked to write the most appropriate solution according to them, to the 

problem presented by the researcher. No time frame for the completion of 

the inventory was given. However, the participants were encouraged to work 

continuously and complete the tool as quickly as possible. 

 

Phase III : Intervention Phase 
 

a. Implementation of the intervention program 

The developed modules were introduced to the experimental group in a 

phased manner for a period of one academic year i.e., 2009-2010. The 

sessions were held twice a week, each session lasting for about 2 hours 

approximately.  

 

In order to impact each and every individual in the experimental group, and 

address issues on a one on one basis, it was decided to have a small group 

for each interaction session. Thus the 55 students of the experimental group 

were further divided into two groups of 27 and 28 participants. The 

researcher met both the groups on the same day but at different times, i.e. 

after concluding with one group, the other group was met with almost 



 

 

immediately, thereby minimizing the spill over effect of the session from 

one group to another.  

 

A typical day’s session involved 
 

 Warm up 

 Introduction to the topic 

 Introducing the Activities planned for the topic 

 Discussion : processing the activity  

 Recap: summarizing and assessing the session planned for the day 

 Follow up : Assignment 

 

Pedagogical strategies / Communication strategies:  
 
The moral education Program is based on Experimental, situated and social-

constructivist notions of teaching and learning, meaning that the activities 

are largely student-driven, relevant to the lives of adolescents, involve social 

interaction, and are active. 

 

The Modules which were designed to be activity based adopted various 

communication strategies like role play, brainstorming, group discussion, 

debate, games, puzzles, storytelling, chart methods, writing, drawing, 



 

 

PowerPoint presentation, think tank, problem solving, personal 

reflection etc.,  to make the sessions interesting and to facilitate learners  of 

different styles. Thus all instruction was planned to be experiential in nature. 

Other studies have demonstrated that nonviolence programs with active 

engagement are more successful than those that rely on adults lecturing to 

students (Aos, 2004).  

 

As the Present intervention program included many new concepts that the 

participants may not have come across earlier, a small part of few concepts 

was devoted to researchers explanation of terms. Gabler and Schroeder 

(2003) argued that lecture style teaching can be successfully incorporated 

into the student-centred approach if it is brief and used to clarify complex 

ideas. In order to keep the students interested and thinking, students were 

asked to challenge the definition offered. Power point presentation and 

charts were utilized where ever possible to keep the students tuned to the 

lecture. 

 

The content of the modules developed revolved around fostering cognitive, 

emotional and social values and skills for peaceful conflict negotiations. The 

intervention planned was based on various learning theories (as discussed 

under section III of this chapter) and was heavily grounded on experiential 



 

 

learning (Kolb, 1984) and  opportunity for retrospective (Experiential 

techniques that revisit past experiences and allow learners to view them in a 

new light), concurrent (Moving from past to the present, is considered a 

method to improve immediate learning) and prospective (Investigating 

possibilities of learning through imagination and projecting ideas into the 

future) learning by involving the individual through thought, feelings and 

physical activity.  

 

Thus the intervention program offered techniques that helped learners make 

sense of their experience, as well as methods to develop and practice new 

positive behaviours. 

 
Seating arrangement: The intervention had activities that were to be 

worked individually, in smaller groups and larger groups. In order to break 

monotony and suit the activities planned for the sessions different places like 

lunch hut, auditorium, audio-video room, play ground, corridors and class 

rooms were utilized.  

 

Rewards in the form of appreciation or small useful gifts were given to the 

participants as an acknowledgement of positive change observed and also to 

reinforce cheers the students. This approach also motivated active 



 

 

participation. The researcher also made herself available for the participants 

when they expressed the need to interact personally. 

 

A hand out was also given to the parents informing them, about the ways 

they could encourage their children at home to practice values and skills 

they were learning in the program. 

 

At end of the intervention program the various concepts introduced were 

very creatively summed up by the participants in the form of poems, skit, 

quotes, quiz, posters, puppet show indicating that they had understood the 

concepts that the researcher wanted to inculcate in them. The participants 

divided themselves into groups, decided upon the values they intend portray, 

assigned roles etc. 

 

b. Data collection during and after the intervention program: 

 

 During the intervention program 

 

 Participants’ dairies: Every participant was encouraged to maintain a 

personal diary or journal and pen down their thoughts, feelings and 

experiences during the course of the intervention program. 



 

 

 Observation made by the researcher/ Field notes obtained during 

intervention (case studies/Anecdotes) 

 Informal discussion held with teachers on the observable outcomes 

as a result of the intervention. 

 A three-pronged evaluation was carried out to ensure that the 

session benefited the participants. Peer, staff and participant 

feedback was obtained for each session. 

 

 After the intervention program 

  Feedback from the parents obtained through feedback forms. 

  Feedback from the participants obtained through feedback forms. 

 Informal discussions held with Principal, teachers  on the observable 

outcomes as a result of the intervention. 

 

Phase IV : Post assessment 1 

After the completion of the intervention program (end of one academic 

year), the post test data was collected from both the experimental and control 

group. The same tool and procedure used for pre test data collection was 

applied for the post test data collection. 

 



 

 

Phase V : Data collection for Post-2 (follow up) assessment (6 months 

after completion of the intervention) 

 Post-2 assessments were carried out on the experimental group only using 

Moral intelligence self inventory report (MISIR) and Conflict resolution 

pattern tool to assess the retention potential of the intervention program six 

months after completion of the program.  

 
 XIII. DATA REDUCTION AND ANALYSIS  
 

Statistical Methods: Descriptive statistical analysis has been carried out in the 

present study. Results on continuous measurements are presented on Mean  SD 

(Min-Max) and results on categorical measurements are presented in Number (%). 

Significance is assessed at 5 % level of significance.  Student t test ( two tailed, 

independent)  has been used to find the significance of study parameters on 

continuous scale between two groups Inter group analysis) on metric parameters. 

Student t test ( two tailed, dependent) has been performed to find the significance 

based on paired sample (pre-test and Post-test score). Chi-square/ Fisher Exact test 

has been used to find the significance of study parameters on categorical scale 

between two or more  groups.  Effect size using Hedges has been computed to find 

the effect of Intervention on MISIR and CRP. Pearson correlation between MISIR 

and CRP has been performed to in control and Experimental group to asses the 

effect of intervention on bivariate distributions. Analysis of 



 

 

Covariance(ANCOVA) has been performed to find the true effect of intervention 

after adjusting for pre-test score. 

   
 
1.Chi-Square Test: The chi-square test for independence is used to determine the relationship 

between two variables of a sample. In this context independence means that the two factors are 

not related. In the chi-square test for independence the degree of freedom is equal to the number 

of columns in the table minus one multiplied by the number of rows in the table minus one 

Ei
EiOi 


2

2 )(
 , Where Oi is Observed frequency and Ei is Expected frequency 

With (n-1) df 

 

The Assumptions of Chi-square test 

The chi square test, when used with the standard approximation that a chi-square 
distribution is applicable, has the following assumptions: 

 Random sample – A random sampling of the data from a fixed distribution or 
population. 

 Sample size (whole table) – A sample with a sufficiently large size is assumed. If 
a chi square test is conducted on a sample with a smaller size, then the chi square 
test will yield an inaccurate inference. The researcher, by using chi square test on 
small samples, might end up committing a Type II error. 

 Expected Cell Count – Adequate expected cell counts. Some require 5 or more, 
and others require 10 or more. A common rule is 5 or more in all cells of a 2-by-2 
table, and 5 or more in 80% of cells in larger tables, but no cells with zero 
expected count. When this assumption is not met, Fisher Exact test or Yates' 
correction is applied. 

2.Fisher Exact Test: The Fisher Exact Test looks at a contingency table which displays 
how different treatments have produced different outcomes. Its null hypothesis is that 
treatments do not affect outcomes-- that the two are independent. Reject the null 
hypothesis (i.e., conclude treatment affects outcome) if p is "small".  

The usual approach to contingency tables is to apply the 2 statistic to each cell of the 
table. One should probably use the 2 approach, unless you have a special reason. The 
most common reason to avoid 2 is because you have small expectation values 



 

 

1: Fisher Exact test (rxc tables) 

Let there exist two such variables and , with and observed states, respectively. 
Now form an matrix in which the entries represent the number of observations in 
which and . Calculate the row and column sums and , respectively, and the 
total sum  

 

of the matrix. Then calculate the conditional probability of getting the actual matrix given 
the particular row and column sums, given by  

 

which is a multivariate generalization of the hypergeometric probability function.  

 

3.Student t test (Two tailed, independent) 

Assumptions: Subjects are randomly assigned to one of two groups. The distribution of 
the means being compared are normal with equal variances.  

Test: The hypotheses for the comparison of two independent groups are:  

Ho: u1 = u2 (means of the two groups are equal)  

Ha: u1 u2 (means of the two group are not equal)  

The test statistic for is t, with n1 + n2 - 2 degrees of freedom, where n1 and n2 are the 
sample sizes for groups 1 and 2. A low p-value for this test (less than 0.05 for example) 
means that there is evidence to reject the null hypothesis in favor of the alternative 
hypothesis. Or, there is evidence that the difference in the two means are statistically 
significant. The test statistic is as follows 

 
 

t-Test: Two-Sample Assuming Equal Variances 
 



 

 

  

Pre-test: Test for variance assumption: A test of the equality of variance is used to 
test the assumption of equal variances. The test statistic is F with n1-1 and n2-1 degrees 
of freedom.  

t-Test: Two-Sample Assuming Unequal Variances  

 

 

Results of the t-test: If the p-value associated with the t-test is small (< 0.05), 
there is evidence to reject the null hypothesis in favor of the alternative. In other 
words, there is evidence that the means are significantly different at the 
significance level reported by the p-value. If the p-value associated with the t-test 
is not small (> 0.05), there is not enough evidence to reject the null hypothesis, 
and you conclude that there is evidence that the means are not different. 
 
 



 

 

4. Student  t-test for  paired comparisons 

Definition: Used to compare means on the same or related subject over time or in 
differing circumstances. 

Assumptions: The observed data are from the same subject or from a matched subject 
and are drawn from a population with a normal distribution.  

Characteristics: Subjects are often tested in a before-after situation (across time, with 
some intervention occurring such as a diet), or subjects are paired such as with twins, or 
with subject as alike as possible.  

Test: The paired t-test is actually a test that the differences between the two 
observations is 0. So, if D represents the difference between observations, the 
hypotheses are:  

Ho: D = 0 (the difference between the two observations is 0)  

Ha: D 0 (the difference is not 0)  

The test statistic is t with n-1 degrees of freedom. If the p-value associated with t is low 
(< 0.05), there is evidence to reject the null hypothesis. Thus, you would have evidence 
that there is a difference in means across the paired observations.  

ns
xxt

/
)21( 

 , where   1/)( 2 nddis , 

and di is the difference formed for each pair of  observations 
 

 

 
5;Effect Size 

d  =
PooledSD

Meanmean 21
 

 
No effect (N) d<0.20 
Small  effect (S) 0.20 <d<0.50 
Moderate effect (M) 0.50 <d<0.80 
Large effect (L) 0.80<d<1.20 
Very large effect (VL) d>1.20 
 
 
6 t-test of a correlation coefficient 
 
Objective: To investigate whether the difference between the sample correlation co-efficient and 
zero is statistically significant. 



 

 

 
Limitations: It is assumed that the x & y values originates from a bivariate normal distribution 
and that relationship is linear. To test an assumed value of population co-efficient other than zero, 
refer to the Z-test  for a correlation co-efficient. 
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  is calculated and follows student t distribution with n-2 degrees of freedom. 

 
 
7.Classification of Correlation Co-efficient (r ) 
 
Up to 0.1   Trivial Correlation 

0.1-0.3      Small Correlation 

0.3-0.5      Moderate Correlation 

0.5-0.7     Large Correlation 

0.7-0.9      V.Large Correlation 

0.9- 1.0  Nearly Perfect correlation 

1  Perfect correlation 
 
 

 

8. Significant figures  
 
+ Suggestive significance (P value: 0.05<P<0.10) 

* Moderately significant  ( P value:0.01<P  0.05) 

** Strongly significant   (P value : P0.01) 

 

Statistical software: The Statistical software namely SAS 9.2, SPSS 15.0, Stata 10.1, MedCalc 

9.0.1 ,Systat 12.0 and R environment ver.2.11.1 were used for the analysis of the data and 

Microsoft word and Excel have been used to generate graphs, tables etc.  

 



 

 

                                             CHAPTER IV 

RESULTS AND DISCUSSION 
 
 
A field experiment with a quasi experimental pre test- post test control group 

study was undertaken to study the influence of a moral education program in 

facilitating peaceful conflict negotiations among early adolescents when 

offered through a process curriculum approach. 

 

The study comprised of 116 students aged 12-13 studying in class VII. The 

experimental group comprised of 55 students from Titan school who 

underwent an intervention program spanning across one academic year. The 

control group comprised of 61 students from Vidyaniketan public school. 

The analysed data and corresponding discussions are presented in the 

following pages as sequenced in the table shown on page 121. 

 

The results of the pre-post test study will be preceded by the results and 

discussion of the survey carried out to elicit information on the current 

approach to moral education in selected representative schools of Bangalore 

city as the study serves as a base for the experimental study.   

                    



 

 

The results of the present study has been divided under V parts 
 

Part Category no 

 I 

Study 1 
 
Current approach to moral education 
 
1. Approach to moral education                                                   
2. Attitude towards moral education 
3. Objectives pursued in moral education 
4. Techniques adopted to impart moral education 
5. Evaluation pattern in moral education 
6. Parents involvement in moral education 
7. Schools approach to moral education 

 
 Informal discussion 

 

 
            
 
 
Table 2 
Table 3 
Table 4 
Table 5 
Table 6 
Table 7 
Table 8 
 
 
PP:143 

 II 

Study  2 
 

Basic information of the respondents in the experimental and 
control group 
 
1. Participants information 
2. Family related variables 
3. Parents’ information 

 
 
 
 
 
Table 9 
Table 10 
Table 11 

III 

Effectiveness of the intervention program 
 
1. Effect on moral intelligence 
2. Effect on Conflict resolution pattern 
3. Gender differences 
4. Correlation of MISIR dimensions with CRP 

 
 
 
Tables 12-13 
Tables 14-15 
Tables 16-19 
Table 20 

IV 
Retention power of the intervention program 
 
1. Retention effect on MISIR 
2. Retention effect on CRP 

        
    
  
Table 21 
Table 22 

V 

 Qualitative data 
 
a. Participant diaries 
b.  Case Studies 
c. Participants’ feedback 
d. Informal discussion with teachers 
e. Parents feedback 

 
 
Table 23 
PP:203 
Tables 24-26 
PP:215 
Table: 27 
 

 



 

 

PART I 
CURRENT APPROACH TO MORAL EDUCATION 

 
 
The fundamental aim of the present study is to develop, implement and 

evaluate the effect of the interactive modules in fostering moral intelligence 

among early adolescents thereby facilitating peaceful conflict negotiations.  

Moral education is not a new field of education; it is an area of research 

from over 100 years providing newer understanding of its development and 

role of education in aiding moral growth of students. Thus moral education 

is considered as an integral part of the school curriculum.  

 

To understand the current approach to moral education an investigation of 

the 31 selected schools of Bangalore city was carried out using the 

Approach to moral education questionnaire developed by the researcher. 

Results of the investigation are presented in the following tables. 

 
Table 1: Type of schools surveyed  
 
 

Type of schools Number % 
Government schools 8 25.8 
Private schools 15 48.4 
Missionary schools 8 25.8 

Total 31 100.0 
 
 
 
 



 

 

 
 
Table 1 shows the number of government, private and missionary schools 

that participated in the study. 

 
Table  2: Approach to moral education 
 
Sl 
no. Approach Government Private Missionary  

p value 
  No % No % No % 
1 Provision made for 

moral education n=08  n=15  n=8   

 a. Separate classes 6 75.0 12 80.0 8 100.0 0.552 b. Integrated 2 25.0 3 20.0 - 12.5 
        

2 No. of hours allotted   
n=06 

 
 n=12  n=08   

 a. Up to 1 hour 2 33.3 7 58.3 3 37.5 
0.169 b. 1-2 hours 2 33.3 2 16.6 5 50.0 

c. >2 hours 2 33.3 1 8.33 - - 
        

3 Name given for moral 
education classes n=08  n=15  n=8   

 a. Moral science 1 37.5 5 33.3 4 50.0 

0.335 b. Value education 5 62.5 7 53.3 3 37.5 
c. Religious moral 

education -  -  1 12.5 

        

4 Person handling moral 
education class        

 a. Head teacher                       0 - 2 13.3 1 12.5 0.786 
b. Class teacher                       2 25.0 5 33.3 5 62.5 0.357 
c. All teachers of 

the school    5 62.5 9 60.0 3 37.5 0.641 

d. Specially trained 
teachers    1 12.5 0 -- 2 25.0 0.125 

e. Guest teachers                     1 12.5 3 20.2 2 25.0 1.000 
 
 

 



 

 

Approach to moral education 
 

Moral education provided in schools can be either through a) direct 

approach-as a separate class. Classes are handled by moral science teacher, 

class teacher or shared by all teachers. Having a separate class for moral 

education does not necessarily mean it is not facilitated through indirect 

method. b) indirect- embedded into curricular and co-curricular activities of 

the school where all teachers by default become moral educators or c) 

incidental approach- value inculcation when an event actually occurs or d) 

through a combination of these approaches.  

 

It can be observed from table 2 that all schools have provision for moral 

education and majority of the schools assign specific time of 1-2 hours per 

week and refer to it as “value education”. All teachers of the school engage 

in inculcating values. χ2 values obtained for the data indicated no difference 

in the approach to moral education among government, private and 

missionary schools considered in the study. 

 
 
          
           
 
 
 
 
 



 

 

 
 
 
 
 
 
 
                Figure 1: Provision made for moral education 
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Table 3: Attitude towards moral education  
 
Sl 
no. Attitude Government Private Missionary p value 

  No % No % No %  
5 Preference for the term 

value education n=08  n=15  n=8   

 a. Prefer 4 50.0 11 73.3 7 87.5 0.267 b. Do not prefer 4 50.0 4 26.7 1 12.5 
        

6 Reason for preference n=4  n=11  n=7   
 a. Basic values  

are foundation for being 
moral 

4 100 9 81.8 6 85.7 
1.000 

b. Term values  
             is more holistic -  2 18.1 1 14.2 

         

7 Need for special training 
to teachers  n=08  n=15  n=8   

 a. Needed 5 62.5 13 86.7 7 87.5 0.493 b. Not needed 3 37.5 2 13.3 1 12.5 
        

8 Academic subject best 
suited  for imparting 
moral education 

       

 a. Languages 2 25.0 4 26.7 2 25.0 1.000 
b. Science 0 - 2 13.3 1 12.5 0.786 
c. mathematics 0 - 0  1 12.5 0.516 
d. Social science 1 12.5 2 13.3 1 12.5 1.000 
e. Physical education 1 12.5 4 26.7 1 12.5 0.723 
f. Art education 0 - 2 13.3 1 12.5 0.786 
g. Work experience 0 - 3 20.0 1 12.5 0.255 
h. All of the above 2 25.0 10 66.7 6 75.0 0.119 
        

 
 
 
Results in table 3 reflect the attitude towards moral education. Majority of 

the Principals stated that they prefer the term value education since it is felt 

that basic values are foundation for moral education and appears holistic. 

Also need for special training in moral education for teachers was expressed 



 

 

by many schools. This opinion is also echoed by Andandavalli Mahadevan 

(2004) who has expressed the need for training teachers in moral education 

in the daily “The Hindu” on 25, October,2011. Responses for “the subject 

best suited” for moral education varies across the subjects listed in the table. 

Majority of the  private and missionary schools opined that all subjects have 

potential to serve as a medium for imparting moral values.  χ2 values 

indicated that there was no significant difference in type of schools for 

attitude towards moral education. 

 

 
                    
           Figure 2: Need for special training to teachers  
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Table 4: Objectives pursued through moral education 
 
Sl 
no. Objectives Government Private Missionary P value 

  No % No % No %  
                                                                                                         
1 Knowledge N=08  N=15  N=8   

 a. Regarding 
teaching of 
different 
religions 

6 75.0 10 66.7 6 75.0 1.000 

b. About social 
customs, rules, and 
traditions 

5 62.5 8 53.3 6 75.0 0.722 

c. Of Socially 
appropriate  
Behaviours 

5 62.5 12 80.0 6 75.0 0.864 

d. About lives of great 
men 6 75.0 12 80.0 7 87.5 1.000 

2 Understanding        
 a. Different values of 

life 5 62.5 11 73.3 5 62.5 0.788 

b. Constitutional 
values 3 37.5 9 60.0 4 50.0 0.593 

c. Concept of right 
and wrong 6 75.0 12 80.0 7 87.5 1.000 

3 Application        
 a. Appropriate 

expression of 
emotions 

4 50.0 13 86.7 5 62.5 0.171 

b. Appreciation of 
higher values 5 62.5 12 80.0 6 75.0 0.864 

c. Independent 
thinking about right 
and wrong 

6 75.0 14 93.3 7 87.5 0.555 

d. Ability to make 
sound moral 
judgements 

5 62.5 12 80.0 6 75.0 0.864 

 
 
 
Objective is an end that can be reasonably achieved within an expected 

timeframe and with available resources. In general, an objective is broader in 



 

 

scope than a goal, and may consist of several individual goals. Objectives 

are basic tools that underlie all planning and strategic activities. Objectives 

are the guiding factors. 

 

Moral education programme should have clear cut objectives. These 

objectives span the cognitive, affective and psycho-motor domain. A good 

programme on moral education should seek to develop in the learner 

appropriate moral sensibilities, rational thinking, enable him to understand 

and appreciate values of democracy, secularism, equality, scientific temper, 

enable him to develop a concern and commitment to practice values 

(Seetharam, 2005). 

 

The present study sought information on the objectives pursued by the 

schools for moral education under Knowledge, understanding and 

application dimension. From table 4 it was observed that schools pursue 

many of the objectives but not all objectives are considered by all the 

schools.  χ2 values indicate that the 3 type of schools do not differ 

significantly in the objectives pursued through moral education. 

 

       
 
 



 

 

 
 
 
  
 
 
  Figure 3: Objectives pursued under application dimension 
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Table 5: Techniques adopted to impart moral education 
 
 
Sl 
no. Techniques  Government Private Missionary P value 

  
 No % No % No %  

1 Learning resources/ 
Instructional aids N=08  N=15  N=08   

 a. Biographies of 
great men 3 37.5 9 60.0 4 50.0 0.593 

b. Religious scriptures 4 50.0 10 66.7 8 100 0.102 

c. Proverbs 6 
 75.0 8 53.3 5 62.5 0.722 

d. Hymns  
2 25.0 8 53.3 6 75.0 0.155 

e. Sayings of great 
men 7 87.5 10 66.7 7 87.5 0.477 

f.  Current social and 
political events 2 25.0 6 40.0 3 37.5 0.889 

g. Stories from 
religious 
texts/mythology 

8 100 9 60.0 7 87.5 0.094 

h.  Moral dilemmas  
1 12.5 3 20.0 2 25.0 1.000 

i. Day to day events 
arising in schools 6 75.0 11 73.3 6 75.0 1.000 

j. Moral text book  6 75.0 10 66.7 6 75.0 1.000 

k. General books 2 25.0 6 66.7 4  0.579 

l. News papers 2 25.0 5 33.3 2 25.0 1.000 

m. Magazines 2 25.0 6 66.7 3 37.5 0.889 

n. Charts 7 87.5 8 53.3 4 50.0 0.229 

o. Models 2 25.0 5 33.3 1 12.5 0.683 

p. Films 2 25.0 6 66.7 3 37.5 0.889 
2 Methods        

 a.  Moral discussion 1 12.5 3 20.0 1 12.5 1.000 

 b.  Story telling 8 100 12 80 8 100 0.413 

 c. Meditation 1 12.5 2 13.3 2 25.0 0.829 

 d. Prayers/singing 5 62.5 8 53.3 7 87.5 0.378 

 e.  Problem solving 1 12.5 2 13.3 2 25.0 0.829 

 f. Dramatisation 0 - 0 - 1 12.5 0.516 



 

 

 g. Explanation 3 37.5 9 60.0 4 50.0 0.593 

 h. Exhortation 1 12.5 1 6.7 2 25.0 0.555 

 i.  Preaching 1 12.5 3 20.0 4 50.0 0.276 

 j. Recitation 2 25.0 6 66.7 2 25.0 0.691 

 k. Narration of 
events 

4 50.0 5 33.3 4 50.0 0.712 

 l.  Games 1 12.5 3 20.0 1 12.5 1.000 

 m.  Debates - - - - - - - 

 n. Team learning 1 12.5 3 20.0 1 12.5 1.000 

 o.  Puppet show 0 - 1 6.7 0 - 1.000 

 
3 Other activities        

 a. Counseling 
services 5 62.5 2 13.3 4 50.0 0.057 

 b. Assembly 6 75.0 12 80.0 7 87.5 1.000 
 c. Scouts and Guides 1 12.5 3 20.0 4  0.276 
 d. Cultural programs 4  5 33.3 7 87.5 0.061 
 e. Celebration of 

religious festivals 2 25.0 5 33.3 6 75.0 0.119 

 f. S.U.P.W 5 62.5 3 20.0 6 75.0 0.029 
 g. Student/peer club 2 25.0 2 13.3 3 37.5 0.404 
 h. Visits/excursions 4 50.0 4 26.7 7 87.5 0.020 
 i. Games & sports 4 50.0 4 26.7 7 87.5 0.020 

 

Technique: 

A technique is a systematic  procedure, formula, or routine through which a 

task is accomplished. 

Sheshadri , Khader & Adhya (1992)  envisage a variety of learnings 

encompassing the complex process of value education. The learning ranges 

across-awareness and understanding, sensitivity, appreciations and concern, 

responsible choice and decision-making, willingness and commitment to 



 

 

action. They suggest a range of techniques and activities such as: reading, 

listening and discussion activities, visual and multi-sensory experiences, 

enacting, modeling and role play type activities, dealing with values 

dilemmas, value clarification and learning by living activities. Seetaram 

(2005) suggest the use of instructional aids like films, charts, magazines etc 

and other co-curricular activites to make moral education purposeful and 

interesting.  

 

Table 5 reflects data obtained for techniques adopted to impart moral 

education under 3 categories viz instructional aids, methods and other 

activities. Among the instructional aids ‘sayings of great men’, ‘stories from 

religion’, ‘moral text books’ and ‘day to today events’ are the most 

frequently used irrespective of the type of school. ‘Story telling’ method 

stands out with a majority of the schools employing the traditional way of 

transforming values while other methods are used only by a very small 

percentage of schools. When other activities of the schools were considered 

school assembly seems to be the most popularly used platform among the 

schools surveyed for teaching of value. For this dimension too, χ2  values 

across the data indicated that there were no significant differences among the 

3 types of schools considered. 



 

 

            

 

 

 

   

                  Figure 4: Methods used to impart moral education               
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Table 6: Evaluation pattern of moral education 
 
Sl 
no. Evaluation Government Private Missionary P value 

  No % No % No %  
1 Evaluation n=08  n=15  n=08 

   

 a. Carried out 7 87.5 13 86.7 6 75.0 0.829 b. Not carried out 1 12.5 2 13.3 2 25.0 
        

2 Method of evaluation n=7  n=13  n=6  
  

 a. Oral tests 6 85.7 7 53.8 5 83.3 0.518 
b. Observation/ 

check list - - - - -   

c. Parent evaluation 0 - 0 - 0 - - 
d. self evaluation 1 14.2 2 15.3 1 16.6 1.000 
e. Situational 

performance test 1 14.2 - - 1 16.6 0.240 

f. Paper pencil test 4 57.1 7 53.8 5 83.3 0.504 
g. Anecdotal record 1 14.2 1 7.6 1 16.6 1.000 
h. Project work 0 - 1 7.6 1 16.6 0.720 

 
 
Evaluation 
 
Evaluation is the process of determining the value or worth of a program, 

course, or other initiative, toward the ultimate goal of making decisions 

about adopting, rejecting, or revising the innovation. Any organized 

educational effort should naturally have its evaluation component. Variety of 

evaluation tools can be employed keeping in mind the nature of the objective 

to be evaluated. 

While it is good sign that schools carry out evaluation of moral education it 

is also noted from the data presented in table 5 that oral test are 



 

 

predominantly used while other methods are utilized by a very small 

percentage of schools indicating lack of comprehensive evaluation. χ2 values 

show that government, private and missionary schools do not differ in their 

method of student evaluation in moral education. 

 
 
 
 

Figure 5: Methods of evaluation in moral education 
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Table 7: Parents involvement in moral education 
 
Sl 
no. Parents involvement Government Private Missionary P value 

  No % No % No %  
1 Parents involved n=08  n=15  N=8 

   

 a. Involved 6 75.0 6 66.7 6 75.0 0.201 b. Not involved 2 25.0 9 60.0 2 25.0 
        

2 Method of involvement n=06  n=06  n=06  
  

 a. Through parent  
teachers meeting 6 100 5 83.3 6 100 1.000 

b. Through report 
cards 5 83.3 2 33.3 3 50 0.357 

c. Any parent  
education program 
conducted 

- - 2 33.3 1 16.6 0.735 

 
 
 
Moral education is a joint responsibility of parents and teachers (Musgrave 

1978, Brannon 2008). An effective home-school relationship is therefore 

considered important. It is important to identify and understand a child’s 

behaviour in different contexts such as at home, with friends or with teachers 

since moral development is influenced by various environmental factors.  

 

From table 6 it was observed that majority of the schools involve parents in 

moral education and parent teachers meeting is the major platform utilized to 

discuss about the students moral competence and performance. χ2 values 

obtained for the data indicated no difference in the 3 type of schools 

surveyed.  
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Table 8: schools approach to conflicts 
 
Sl 
no. Conflicts Government Private Missionary P value 

  No % No % No %  
1 Types of conflicts 

perceived in students  n=08  n=15  n=08   

 a. Bullying 2 25.0 6 66.7 4 50.0 0.579 

b. Teasing 8  13 86.7 7 87.5 0.786 
c. Playground fights  7 87.5 11 73.3 6  0.864 
d. Disputes over 

possessions 5 62.5 10 66.7 5 62.5 1.000 

e. Disputes over 
clothing 1 12.5 2 13.3 1 12.5 1.000 

f. Family/Sibling 
disputes 6 75.0 2 13.3 3 37.5 0.013 

g. Discipline 5 62.5 10 66.7 5 62.5 1.000 
h. Cheating/copying 

in exams 4 50.0 9 60.0 4 50.0 0.810 

         

2 Teachers’ perception on 
students Ability to 
resolve conflicts 

       

 a. Able 5 62.5 11 73.3 4 50.0 
0.564 b. Not able 3 37.5 4 26.7 4 50.0 

         

3 School teach conflict 
resolution skills        

 a. Teach 7 87.5 14 93.3 7 87.5 
1.000 b. Do not teach 1 12.5 1 6.7 1 12.5 

         

4 Techniques used to 
teach conflict resolution 
skills 

n=07  n=14  n=07   

 a. Foster 
cooperative 
learning 

0 - 0 - 1 14.2 0.864 

b. Guide children in 
pro social 
behaviour 

7 100 8 57.14 5 71.4 0.003 

 continued        



 

 

 c. Inculcate skills 
for responsible 
decision making 

2 28.5 4 28.57 2 28.5 
 1.000 

d. Convey message 
about human 
diversity 

1 14.2 2 14.2 1 14.2 1.000 

e. Teach alternatives 
to violence 3 42.8 4 28.57 2 28.5 0.872 

f. Teach students to 
understand and 
accept the 
consequences of 
their  

  Behavior 

6 85.7 12 85.7 5 71.4 0.819 

g. Negotiation -  -  1  0.516 
         

5 Suggestion to teach 
conflicts resolution skills 
in moral education class 

       

 a. Help student 
understand their 
uniqueness 

4 50 9 60.0 5 62.5 0.902 

 
 b. Counseling 3 37.5 6 40.0 5 62.5 0.641 

 c. Foster 
communication 
skills 

2 25 8 53.3 3 37.5 0.518 

 d. Integrate values 
in academic 
subjects 

3 37.5 5 33.3 5 62.5 0.420 

 e. Development  of 
modules and train 
teachers 

4 50 9 60 5 62.5 0.902 

 f. Team activities 5 62.5 7 46.7 6 75.0 0.518 
 
 
 
Conflict exists whenever incompatible activities occur (Deutsch, 1973). An 

activity that is incompatible with another is one that prevents, blocks, or 

interferes with the occurrence or effectiveness of the second activity. It can 



 

 

originate in one person, between two or more people, or between two or 

more groups. Conflicts are abundant in schools. 

 

Conflicts in schools can be classified as (Johnson & Johnson, 1995): 

Controversy: A controversy occurs when one person's ideas, information, 

conclusions, theories, and opinions are incompatible with those of another 

and the two seek to reach an agreement.  

Conceptual Conflict: A person experiences conceptual conflict when 

incompatible ideas exist simultaneously in his or her mind or when 

information being received does not seem to fit with what one already 

knows.  

Conflict of Interests: Interpersonal conflict occurs when the actions of one 

person attempting to maximize his or her goals prevent, block, or interfere 

with another person attempting to maximize personal goals. Common 

examples among students include control over resources ("I want to use the 

computer now!"), preferences over activities ("I want to eat outside on the 

picnic bench, not in the cafeteria!"), and a range of relationships issues that 

often result in name calling, insults, threats, or physical aggression ("You are 

a real jerk!").  

Developmental Conflict: Developmental conflict exists when incompatible 

activities between adult and child based on the opposing forces of stability 



 

 

and change within the child, cycles in and out of peak intensity as the child 

develops cognitively and socially.  

 

Conflicts are abundant in schools. Schools can contribute by nurturing 

values and skills in the students to resolve the conflicts constructively. 

 

Table 8 depicts the approach to conflicts in the selected schools. It was 

noted that majority of the schools reported teasing, playground fights, 

disputes over possessions and cheating as being the most commonly faced 

problems at their schools.  Majority of the government and private schools 

opined that adolescents can manage conflicts effectively by themselves.  

Most of the schools said they teach conflict resolution skills to their students.  

It was observed that “guiding children in prosocial behaviour” and “teaching 

students the consequences of their behaviour” are the most used methods by 

the schools.  

 

With respect to “suggestions sought” to develop moral education program, 

schools offered various suggestions among which “making children to 

understand their uniqueness” and “development of modules and training of 

teachers” were suggested by most of the schools.  

 



 

 

                  Figure 7: Types of conflicts perceived in students 

 

               

 

      

 

Data obtained through informal discussion: 

 

During the visits to the participant schools for questionnaire administration 

an informal discussion was carried out with the principal/head (core 

information provider for the questionnaire) and school teachers with whom 

the interaction was carried out when the principal was not available. 

This interaction helped the researcher gain more insight into the teachers 

approach, understanding and needs with respect to moral education. Further 

it added more information and strengthened the data obtained through 
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questionnaire. Some of the responses obtained during the interaction with 

the principals and teachers are quoted verbatim under the following 

dimensions : 

 

 Importance of moral /value education 

 

“Today’s children do not have moral values.  They even don’t respect elders. 

High school children don’t even wish teachers”. 

 

“Children lack proper direction. They are going materialistic”. 

 

‘It is important otherwise how the society will survive?”. 

 

“What moral education ? If students don’t get good marks their parents will 

yell at us”.  

 

“Teenage suicide is increasing. They think running away is the only 

solution” 

 

“Violence is very high in today’s society. Students are witnessing bloodshed 

on the streets. Violence is so explicit in the movies our children are watching 

which will have an influence on students”. 

 Method of value inculcation   

 

Responses with respect to moral/value education period: 



 

 

 

“We have value education period.   Students are told stories regarding 

discipline, courage, honesty”. 

 

“Students love to listen to stories. When stories are told they are listen to it 

happily” 

 

“Students are told stories of great men, made to sing songs which reflect 

moral values” 

 

Methods to integrate values in classrooms 

 

“Wherever the scope in the subjects, Students are explained consequence of 

right and wrong doing”. 

 

“When children do any mistake they are advised not do so. Sometimes they 

are scolded and are rarely given physical punishment if it is a severe 

mistake”. 

 

“Students are appreciated / rewarded for their good behaviour”. 
 

“Group projects are given so that students learn to work together” 

 

 Other responses included: 

 

“Proverbs are explained everyday in the assembly” 
 

“Arrange for address by eminent people” 



 

 

 

“Annual cultural events are planned with emphasis on national integrity and 

environmental issues. 

 

 Views on moral education expressed by some teachers 

 

“We need some training as how to handle these issues”. 

 

“All time goes in teaching them lessons, giving notes, special classes. If they 

don’t pass teachers are blamed”. 

 

The quotes presented above are the viewpoints expressed by the school 

Principals and teachers surveyed for the present study. Other principals and 

teacher also echoed similar view points albeit differently worded. This 

qualitative data presented very clearly indicated that  

 

 Although teachers felt a need for moral education they had no clear 

understanding on how to introduce the moral concepts to adolescents. 

 The method used by the schools in moral education period is 

predominantly “stories” from moral texts. 

 The strategies used in classrooms to teach academic subjects are teacher 

centric. There was no mention of the use of strategies like co-operative 

learning, academic controversy which research (Johnson & Johnson, 

1996) has shown to have an effect on moral development. 



 

 

 It is also clear that teachers need to be sensitized to the concepts of 

cognitive (problem solving, perspective taking etc), emotional (fair 

expression of emotions, empathy etc) and behavioural (active listening, 

negotiation etc) components of moral/value education. 

 

DISCUSSION  
 

Results of the survey to elicit information on current approach to moral 

education were presented in tables 2-8. Findings of the study revealed that 

all participant schools make provision for value inculcation. Majority of the 

schools devote specific period for value education. The techniques, 

instructional aids and methods adopted appear to be inadequate to achieve 

the many objectives (knowledge, understanding and application level) that 

the schools stated to be pursuing towards value inculcation. 

Traditional story telling is the most used method and also schools heavily 

rely on moral texts (or called value education books) which are compilation 

of stories along with work sheets. While stories and contents of the moral 

texts are rich and useful value education resources, they alone cannot meet 

the developmental needs of the early adolescents who are in the stage of 

increasing cognitive erudition. Their expanding social relationship, high 

levels of conflict occurrences (Laursen & Collins 1994) during this stage 



 

 

seeks more than mere telling what one should be like.  This means Students 

must be given opportunities for critical and reflective thinking, analyse and 

discuss day-to-day problems to find workable solutions and practice skills.  

The techniques used as revealed in the current study gives a picture that 

moral education is predominantly “teacher driven” in our schools. 

 

The evaluation of moral education is through oral test. This emphasizes on 

rote learning of values by giving verbatim answers of what is been told as 

good or bad, right or wrong. The responses also indicated no concrete 

evidence of addressing the issues of conflicts at schools. Conflicts are fertile 

ground to nurture moral growth in adolescents; so instead of advising 

students not to fight they must be actively engaged in learning the skills of 

non-violent and creative means of resolving conflicts (McHenry, 2000). A 

segment of the qualitative data clearly indicated that students are just 

advised to refrain from fighting over issues. But how one has to engage in 

finding solutions is left to the students.  

 

From the data obtained through the questionnaire and informal discussion a 

major commonality that was found among the schools (irrespective of the 

type of school) is a lack of comprehensive approach. 

 



 

 

Further it is learnt from the data that there is need for module development 

and also training of teachers to meet the needs of their adolescent students in 

changing contemporary society. 

 

Romanowski (2003) examined how students of 9-12 years felt about the 

character education program being conducted in their school. The students 

although found such programs as a good effort to teach values they felt it is 

superficial and what is already known to them and they find it less relevant 

to their lives. Displaying posters portraying character traits and rote learning 

of various ideals was considered insufficient and insult to their intelligence. 

 

In another study by Steen, Kachorek and Peterson (2003) adolescents were 

found to be passionately vocal about dissecting and debating character 

strengths like wisdom and knowledge, courage, love, justice, temperance, 

and transcendence. But students reported that they were fed up of boring 

class room discussion alone.  The researchers opined that, what adolescents 

appear to be saying, loud and clear, is that boring classroom discussions 

about abstract values removed from their life experiences teach them very 

little. For character education to work, adolescents must be involved in 

developing the program, the context must contain relevant issues with rich 



 

 

discussion focusing on real life experiences, and the views of adolescents 

must be the driving force. 

 

Similar finding was echoed in another study by Zbar Brown, Bereznicki, & 

Hooper (2003). They also found that school teachers reporting lack of value 

education resources. 

 

Students are intelligent beings living in challenging times and facing many 

complex moral and social issues (Eisenberg & Morris, 2004). Thus they 

must be actively involved through thoughts, feeling and action (physical 

activity) and must be scaffolded to progress to higher stages of values 

system. 

 

The findings of the present study indicated an imperative need for designing 

a curriculum broken down into modules which could be used for fostering 

values and skills for peaceful living. 

 
 
 
 
 

 



 

 

 
 

 
 

 
 
   

 
 
 
 

                            Participant signing the ‘norm’ 

                                   Role play in progress 



 

 

PART II 
SOCIO-DEMOGRAPHIC DATA OF THE RESPONDENTS 

 

The variables age, gender, ordinal position, type of family, number of family 

members, parents’ education, occupation and annual income were 

considered. The data are presented in numbers and percentage (%). The 

statistical significance of the proportion of these variables between two 

groups has been performed. 

 

The socio-demographic data of the respondents has been presented in this 

part to provide the reader an overview of the participants who have been 

selected for the present study. The results obtained for the intervention 

program could be viewed against this socio-demographic background. 

 
Table: 9 Age and gender of the respondents 
 

Variables 

No (%) 

p value Control group 
(N=61) 

Experimental 
group 
(N=55) 

Age in years  

12  35 (57.4%) 26 (47.3%) 
0.276 

13 26 (42.6%) 29 (52.7%) 
Gender  

Male 33 (54.1%) 23 (41.8%) 
0.186 

Female 28 (45.9%) 32 (58.2%) 
    

 



 

 

Table 9 shows the age and gender distribution of the participants in the 

experimental group. It is observed that when age was considered control 

group had more number of participants in the age group of 12 (57.4%). With 

respect to gender male participants are comparatively higher in control 

group (54.1%) while female participants are more in experimental group 

(58.2%). However p value indicated that composition in both the groups as 

statistically similar. 

 
 
Table: 10 Family related variables 
 

Variables 

No (%) 

P value Control group 
(N=61) 

Experimental 
group 
(N=55) 

Type of family  

Nuclear 56 (91.8%) 52 (94.5%) 
0.561 

Joint 5 (8.2%) 3 (5.5%) 
Number of family members  

Two 10 (16.4%) 9 (16.4%) 
0.602 Three 9 (14.8%) 12 (21.8%) 

Four & above 42 (68.9%) 34 (61.8%) 
Ordinal Position    

1st born 33 (54.1%) 43 (78.2%) 
0.013* 2nd born 26 (42.6%) 12 (21.8%) 

3rd born 2 (3.3%) 0 (0.0%) 
Number of siblings    

Single child 18 (29.5%) 10 (18.2%) 
0.152 1 sibling 41 (67.2%) 39 (70.9%) 

2 siblings 2 (3.3%) 6 (10.9%) 



 

 

 

Type of family and number of family members 

 

Family is an immediate social unit. In a collectivist society its members are 

bound by interpersonal relationships in a wider network of role and social 

relations.  

 

Extended family provides a group of close adult role models, apart from 

parents, whom adolescents can observe. Adult and close age members of the 

extended family can not only provide a guide for behaviour, but also can 

assist in the learning of coping behaviours and problem solving strategies 

(Taylor and muller, 1995).  

 

Due to urbanization and industrialization there is increase in nuclear 

families. In nuclear families adolescents are deprived of love, care, 

emotional support and sharing experienced in the joint families. This in turn 

provides less opportunity to interact, share things, take others perspective 

etc.  

 

Data in table 10 reveals that majority of the participants from control 

(91.8%) and experimental group (94.5%) come from nuclear families. 

majority number of family members are four and above in control (68.9%) 



 

 

and experimental group (61.8%). This reflects today’s family trend which 

normally consists of parents, children and grandparent/s. Both groups are 

also statistically similar for these variables.  

 

Ordinal position 

Though not a sole predictor an individual’s birth order has a possible 

influence on relationships with parents and siblings, which may affect 

personality formation and social behaviour across the lifespan (Buckley, 

1998) 

 

Shanahan, McHale, Crouter & Osgood (2007) found that older siblings 

(first borns) experience increased frequency of conflicts during early 

adolescents. Second borns who were no more than 4 years younger, in later 

middle childhood experienced more frequent conflicts which co occurred 

with their older siblings. 

 

Data in table 10 indicate that majority of the respondents from control 

(54.1%) and experimental groups (78.2%) were first borns. The distribution 

for birth order was found to be moderately significant (p=0.013*) between 

the two groups. 

 

 



 

 

Number of siblings 

It is observed from table 10 that majority of the respondents from both the 

control 41 (67.2%) and experimental group 39 (70.9%) had one sibling. The 

data is statistically similar for both the groups (p=0.152). 

 
Table: 11 Parents information 
 
 

Variables 

No (%) 

P value Control group 
(N=61) 

Experimental 
group 
(N=55) 

Father’s Education    

Up to SSLC 1 (1.6%) 5 (9.1%) 

<0.001** 
PUC/Diploma  1 (1.6%) 19 (34.5%) 
Graduate/Professional 
graduates 45 (73.8%) 14 (25.5%) 

Post graduate & above 14 (22.9%) 17 (30.9%) 

Mother’s Education  

Up to SSLC 4 (6.6%) 17 (30.9%) 

<0.001** 
PUC /Diploma 8 (13.1%) 14 (25.5%) 
Graduate/Professional 
graduates 40 (65.6%) 13( 23.6%) 

Post graduate & above 9 (14.8%) 11 (20.0%) 

Father’s  occupation  

Business 11 (18.0%) 3 (5.5%) 

<0.001** 

Administrative and 
management 15 (24.6%) 16 (29.1%) 

Finance and accounting 3 (4.9%) 0 (0.0%) 

Professional 26 (42.6%) 5 (9.1%) 

Skilled workers 6 (9.8%) 31 (56.4%) 



 

 

Mother’s occupation  

Home maker 34 (55.7%) 36 (65.5%) 
0.285 Working mothers 27 (44.3%) 19 (34.5%) 

Annual income   

≤3. Lacks   29 (47.5%) 39 (70.9%) 
0.011** 

>3 lacks  32 (52.5%) 16 (29.1%) 
 
 

Parents are the primary source of children’s acquisition of values although 

not the only ones (Grusec , Goodnow, & Kuczynski , 2000).It is believed 

that Parents’ education will have an influence on a child’s outcome. 

Parental education may have direct effects originating from differences in 

quality and quantity of educational opportunities made available and indirect 

effects may be attributed to values and beliefs concerning children, endorsed 

by parents. Higher levels of education enables parents to acquire and model 

social skills and problem-solving strategies (HortaCsu, 1995). Parents’ 

occupation is also a factor which could have impact on the children’s 

acquisition of values, goals and norms. 

 

 Newton (1984) found that socioeconomic status of the parents and 

achievements were not significantly correlated with the stage of moral 

development in young children. Srivastava and Romani (1988) found that 



 

 

there were not much differences in the value patterns of adolescents across 

different socioeconomic status of the parents (high, medium, low).  

 

Gill & Jaswal (2007) found educational level of the parents was not 

significantly associated with learning values through ‘teaching values’ 

programme for children (5-7 years) in the experimental group. Studies on 

adolescents moral development have also obtained such similar results 

(Chaudhary  & Kaur 1993; Kang &Thakur 2002). 

 
Table 11 depicts parents’ information of the participants from control and 

experimental groups.  

 

When fathers’ education was considered majority of the fathers in the 

control group were graduates/ professional graduates while in experimental 

group a majority the fathers has studied upto PUC followed by post 

graduation and above. Among participants’ mothers’ it was observed that 

majority in the control group were graduates/professional graduates and in 

experimental group the level of education was upto SSLC followed by 

PUC/diploma. 

 



 

 

For occupation of the fathers it was found that majority of fathers in the 

control group were professionals while in the experimental group majority 

were skilled workers.  

 

Significant difference (p=<0.001**) was found in father’s education, 

mother’s education, father’s occupation and annual income indicating that 

the data for above considered /these variables were statistically not similar.  

 

Mothers’ occupation was classified under working mother and home maker. 

The data was observed to be statistically similar (P=0.285). 

 

Conclusion 

On the whole it was observed that the confounding variables of control 

group and experimental group participants are statistically similar for age, 

gender, number of siblings, type of family, number of family members and 

mother’s occupation. Significant difference was found in father’s education, 

mother’s education, father’s occupation and annual income. 

 

Although utmost care was taken in selecting similar schools in location, fee 

structure, syllabi the researcher had less control over participants’ parent’s 

education and occupation.  



 

 

 
 
 
 
 

 
 

Emodel – Participants creative expression of emotions 

Thinking through alternatives 



 

 

PART III 

EFFECTIVENESS OF THE INTERVENTION PROGRAM 
 
 
Fostering moral intelligence is a pre requisite for peaceful conflict resolution 

to take place. The present study is an attempt in this regard. This section of 

the chapter presents and discusses results of the quasi-experimental study 

carried out with experimental (n=55) and control groups (n=61). The 

effectiveness of the intervention conducted for one academic year was 

assessed by the self-developed standardized tools- Moral Intelligence Self 

Inventory Report (MISIR) and Conflict Resolution pattern (CRP) at the pre-

post and post-post stage.  

 
1 . Effectiveness of intervention on Moral intelligence 
 
 
Moral Intelligence 
 

Borba(2001) defines moral intelligence as the capacity to understand right 

from wrong, to have strong ethical convictions and to act on them to behave 

in the right and honorable way . She identifies seven virtues children need to 

develop related to moral intelligence—empathy, conscience, self-control, 

respect, kindness, tolerance and fairness. 



 

 

Norcia (2003) Moral Intelligence reflects the fact that we aren't born moral 

(or immoral), and that we have to learn how to be good. We need an 

intelligent approach to doing the right thing. That is what moral intelligence 

is. Moral Intelligence suggests that we should care for a few Core Ethical 

Values (represents positive reciprocity, emphasizes win/win relationship), 

learn to solve Social Problems, be guided by Intelligent Practice Maxims, 

and Avoid Common Pitfalls. 

Clarken (2009) proposes and elucidates 3 dimensions of moral intelligence 

viz., cognitive, affective and conative based on Bloom’s taxonomy. 

 

Snow and Jackson (1993) argue that the distinction among the cognitive, 

affective and conative domains is one of emphasis, as they each affect and 

relate to one another, and each should be considered in learning.



 

 

 
 
Table 12: Comparison of pre and post assessment scores for MISIR 
dimensions between control and experimental groups 
 

MISIR Control Group Experimental 
group Significance 

Pre-assessment    

Cognitive  51.16±11.14 50.40±13.32 t=0.336; P=0.707 

Emotion 40.28±8.83 39.50±7.92 t=0.491; P=0.624 

Behavioral 87.97±12.87 87.87±16.75 t=0.031; P=0.973 

Total 179.41±24.90 177.78±31.53 t=0.309; P=0.757 

Post assessment    

Cognitive  54.09±6.39 74.47±6.01 F= 481.436; p <0.001** 

Emotion 43.47±6.55 62.20±5.65 F= 334.562; p<0.001** 

Behavioral 96.23±11.28 128.58±8.73 F= 510.740; p<0.001** 

Total 193.80±21.97 265.25±17.85 F= 683.348; p<0.001** 
 
  + Significant at 10% level,  * significant at 5% level, ** significant at 1% level. Post-
assessment scores were analysed using ANCOVA with pre-assessment scores as co- variant 
 

Cognitive Dimension 

The taxonomy of the cognitive domain (Bloom, Englehart,  Furst , Hill, & 

Krathwohl, 1956; Anderson & Krathwohl, 2001) can be used as a base to 

better understand and develop moral intelligence (Clarken,2009).  Clarken 

suggests to teach knowing right from wrong, understanding why people do 

wrong, applying virtues to real problems, analyzing differences among 

values, evaluating alternative solutions to problems and creating novel 

approaches that honor moral principles. The guiding moral standard for 



 

 

cognitive development is truth. Helping students to investigate truth 

independently, courageously and openly using various approaches and 

methods is fundamental to cognitive development of moral intelligence. 

Cognitive knowledge is respected only when it serves the moral aim 

(Cheng, 1998). 

 

Data presented in table 12 depicts the comparative scores of experimental 

and control group in pre and post assessment stages. It was noted that for the 

cognitive dimension both groups did not differ statistically at the pre 

assessment (t=0.336; P=0.707) while at the post assessment experimental 

group was observed to have higher mean scores indicating a strongly 

significant differences between the groups (F= 481.436; p <0.001**). 

  

Emotional dimension 

This dimension is also referred as affective/feeling. Skills in the affective 

domain describe the way people react emotionally and their ability to feel 

another living thing's pain or joy. The affective domain taxonomy of five 

hierarchical levels (Krathwohl, Bloom, and Maisa, 1964) can be used as a 

lens to develop moral intelligence through such things as sensing when 

moral situations arise, responding in an appropriate manner, valuing good, 

developing an evolving value system and behaving consistently with virtues. 



 

 

The affective domain centers on the Happiness, sadness, anger, fear and 

disgust can all be understood as feelings generated by respectively having 

the loved one or object near, far, unjustly treated, threatened or violated. 

Sternberg’s (1988) three elements of love--passion, intimacy and 

commitment can also be considered in looking at moral intelligence in the 

affective domain. Shame and guilt- called to be the moral emotions also falls 

under this domain. 

 

From the data presented in table 12 it was observed that for the emotional 

dimension there was no statistically significant difference in the pre 

assessment scores of experimental and control group (t=0.491; P=0.624). 

Whereas in the post assessment it was observed that experimental group  

have higher mean scores indicating a strongly significant differences 

between the two groups (F= 334.562; p<0.001**). 

 

Behavioural dimension 
 

The dimension is also called as conative/action/psycho-motor/doing. 

Conative capacity is "the enduring disposition to strive" (Brophy, 1987, 

p.40) which involves the qualities of enterprise, energy, determination, 

decisiveness, persistence, patience and organization (Giles,1999) and the 

skills of self-discipline, decision-making, goal setting, planning, reflection 



 

 

and evaluation. The taxonomy of the conative domain’s five cyclical stages 

(Atman, 1982) applied to moral intelligence could include recognizing 

problems, setting goals, deciding what is the right thing to do, taking action 

and persevering. Justice is a motivating and guiding principle in developing 

and using volition. Though one may have the knowledge and feelings to act 

morally, one must ultimately put those capacities into action using conative 

capacities (Clarken, 2009). 

 

Table 12 presents the data obtained for behavioural dimensions. It was 

observed that there was no statistically significant difference in the pre 

assessment scores of experimental and control group (t=0.031; P=0.973). 

When the post assessment scores were considered experimental group was 

shown to have higher mean scores indicating a strongly significant 

differences between the two groups (F= 510.740; p<0.001**). 

 
 

 

 

 

 
 
 



 

 

 
Figure 8: Comparison of pre assessment scores for MISIR dimensions between  
                    control and experimental group 
  
 
 

 
 
 
Figure 9: Comparison of post assessment scores for MISIR dimensions between  
                    control and experimental group 
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Table 13: Effectiveness of Intervention program on MISIR dimensions 
 

MISIR Control 
Group 

Experimental 
group Significance Effect size 

Cognitive  2.93±8.27 24.07±11.54 t=11.419; 
P<0.001** 2.11(VL) 

Emotion 3.19±8.63 22.69±7.25 t=13.087; 
P<0.001** 2.42(VL) 

Behavioral 8.26±10.40 40.71±12.06 t=15.549; 
P<0.001** 2.87(VL) 

Total 14.39±17.85 87.47±24.11 t=18.574; 
P<0.001** 3.45(VL) 

+ Significant at 10% level,  * significant at 5% level, ** significant at 1% level 

 

Data presented in table 13 depict the statistical inferences drawn for the 

effect of the intervention program on the cognitive, emotional and 

behavioural dimensions of moral intelligence between the control and 

experimental groups. When the effect size was considered, it was observed 

that all the 3 dimensions - cognitive, emotional and behavioural - of moral 

intelligence having recorded a very large effect size indicating that the 

intervention has had an influence to a large extent on these dimensions. 

Overall the mean difference scores observed is 14.39±17.85 in control group 

and 87.47±24.11 in experimental group, (t=; 18.574; p<0.001**). Thus it  

indicated very large effect (3.45) on the experimental group . 

 
 



 

 

 

Figure 10: Effectiveness of Intervention program on MISIR dimensions 

 

 
 

Validation of Hypothesis 1 

 

There will be no significant effect of intervention program on cognitive, 

emotional and behavioural dimensions of moral intelligence. 

 

The result of the study has found a statistically significant effect (table 13) of 

intervention program on cognitive, emotional and behavioural dimensions of 

moral intelligence. Thus the hypothesis is rejected. 
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2 . Effect of intervention on conflict resolution pattern 
 
 

 
Conflict is a struggle over values, status, power and resources or as 

differences between and among individuals (Savage, 1999, p.233) 

 

Conflicts occur everyday in life and are not always negative nor should or 

can conflicts be avoided. Students need to be able to learn to identify and 

manage conflict that occurs in their lives. 

Conflicts can be viewed from two dimensions: Intrapersonal and inter 

personal. 

 

Tables 14 and 15 reveal the results for Conflict Resolution Pattern 

(CRP) for Intra and interpersonal dimensions. 

 

Note:  Although the responses for the hypothetical situations in CRP were 

designed to be  classified under  3 categories  namely “solution oriented”, 

“Controlling Resolution” and “non-confrontational”, very interestingly 

the study  did not obtain any responses for “non confrontational 

strategies” both in pre and post test analysis. Thus the only obtained 

responses were solution oriented (+1) and controlling resolution (-1) and the 

number responses to solution oriented strategy will automatically indicate 



 

 

number of responses to controlling resolution strategy. The goal of the 

present study was to assess the improvement in the number of solution 

oriented responses and thus data presented in the tables only depicts 

responses for solution oriented strategy obtained in pre and post assessment. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

 
 
 
 
 

 
 
 
 
 
 
 

Trust- Bond of relationships 

Conflicts are constructive 



 

 

Table 14:  Comparison of pre and post test scores for solution oriented responses 
between control and experimental groups 
 

conflict dimensions Control Group Experimental 
group Significance 

Pre-assessment    

Overall 15.44±3.67 15.24±3.29 t= 0.317; p=0.752 

A. Intrapersonal 3.52±1.18 3.53±1.03 t= 0.013; p=0.990 

B. Interpersonal 11.92±2.83 11.71±2.99 t= 0.387; p=0.700 

B1.Family 3.66±1.35 3.22±1.20 t= 1.837; p=0.069 

B1.1. With parents 0.97±0.68 1.02±0.83 t= 0.363; p=0.717 

B1.2. With siblings 2.69±1.03 2.20±0.93 t= 2.676; p=0.009** 

B2. Friends 5.3±1.38 5.15±1.70 t= 0.521; p=0.603 

B2.1. Friends at school 2.9±0.96 2.69±1.03 t= 1.138; p=0.258 
B2.2. Friends in the  
neighbourhood 2.39±0.86 2.45±1.09 t= 0.337; p=0.737 

B3. Casual contacts 2.97±1.15 3.35±1.28 t= 1.674; p=0.097 

Post-assessment    

Overall 16.07±3.64 24.96±2.46 F= 408.61; p<0.001** 

A. Intrapersonal 3.67±1.11 5.71±0.69 F= 284.40; p<0.001** 

B. Interpersonal 12.39±2.87 19.25±1.92 F= 364.23; p<0.001** 

B1.Family 3.80±1.38 5.71±0.81 F= 241.57; p<0.001** 

B1.1. With parents 1.05±0.72 1.84±0.46 F= 77.66; p<0.001** 

B1.2. With siblings 2.75±0.99 3.87±0.43 F= 171.76; p<0.001** 

B2. Friends 5.43±1.41 7.73±0.8 F= 185.60; p<0.001** 

B2.1. Friends at school 2.95±0.96 3.78±0.63 F= 80.73; p<0.001** 

B2.2. Friends in the  
neighbourhood 2.48±0.91 3.95±0.23 F= 195.01; p<0.001** 

B3. Casual contacts 3.16±1.23 5.82±0.51 F= 282.57; p<0.001** 

  + Significant at 10% level,  * significant at 5% level, ** significant at 1% level. Post-
assessment score were analysed using ANCOVA with pre-assessment score as co- variant 
 



 

 

 
A. Intrapersonal conflict occurs within a person, there are 

“incompatibilities within a person’s cognitive-information processing 

system having to do with goals, actions, and/or outcomes. 

 

Data in Table 14, indicated that there was a ‘strongly significant’ 

difference (F= 284.40; p<0.001**) noted in the ‘intrapersonal dimension’  

between the experimental and control group, with the experimental group 

having a higher score, when the post test data is considered.  

 

B. Interpersonal conflicts are when incompatibilities occur between two or 

more people. Social conflict is defined as opposition between two 

individuals that occurs when “one person does something to which a second 

person objects” (Hay, 1984, p.2) and encompasses the squabbles individuals 

engage in during daily life as well as more serious clashes. Interpersonal 

conflicts are an inevitable part of life and may be especially conspicuous in 

early adolescence (Jassen-Campbell & Graziano, 2000). 

 

In the CRP interpersonal dimension was sub classified into Family (Parents 

and Sibling), Friendship (friends at school and friends at neighbourhood) 

and Casual contacts.  



 

 

 

 Family 
 

Family is the first source of social interaction with parents and siblings being 

the most prominent. 

 
Parents 
 
Research indicates that parent-adolescent conflict increases during the 

middle school years and involves the everyday events of family life 

(Allison, 2000). Whereas the mutual nature of peer relationship seen as 

leading to cooperation and advances in moral judgement, the imbalances in 

power that characterizes parent child interactions lead to the relationship of 

constraints. Although conflicts occur in all relationships, because of the 

nature of the relationships, parent-adolescent conflict is different from 

adolescent-peer conflict (Canary, Cupach, & Messman, 1995). With 

parents, there is obligation, hierarchy, and coercion. Parents are more 

powerful than children and they tend to dominate interactions, evoking 

obedience and respect; because of this, conflict with parents is avoided or 

curtailed (Youniss, 1980; Youniss and Smollar, 1985). Laursen (1993) 

observed high levels of accommodation (submission and disengagement) 

and avoidance and low levels of compromise in parent-adolescent conflicts. 



 

 

Table 14, reveals that there was a ‘strongly significant’ difference (F= 

77.66; p<0.001**) in the responses to ‘hypothetical conflict situations with 

parents’ between the experimental and control group, with the experimental 

group having a higher score, when the post test data is considered.  

 
Siblings 
 
Conflict is a defining feature of sibling relationship (Schavaneveldt & 

Thinger, 1979). Bickering, teasing, competing, and ongoing provocation 

between siblings usually becomes more frequent during adolescence, a more 

combative and aggressive age (Pickhardt, 2010). Sibling conflict fulfills 

several functions in early adolescence, including reinforcing family and 

relationship rules and delineating interpersonal boundaries (Raffaelli, 1992). 

Buhrmester & Furman (1990) found adolescents reporting less dominance 

and nurturance by their older siblings and also reported less companionship, 

intimacy, and affection with siblings, levels of perceived conflict were high. 

Conflicts with siblings can occur due to “interpersonal concerns” (teasing, 

extending courtesies, turn taking; Montemayor and Hanson, 1985),  verbal 

exchanges and property disputes , quarrels over duties, chores, privileges or 

special treatment by parents were less frequent (Goodwin & Roscoe ,1990; 

Roscoe, Goodwin, Kennedy, 1987) 

 



 

 

From Table 14, it can be observed that there was a ‘strongly significant’ 

difference (F= 171.76; p<0.001**) in the responses to ‘hypothetical conflict 

situations with siblings’ between the experimental and control group, with 

the experimental group having a higher score, when the post test data was 

considered.  

 
 
Friendships 
 
Friendships are important in helping children and adolescents develop 

emotionally and socially. They provide a training ground for trying out 

different ways of relating to others. Adolescence marks the developmental 

stage where they begin to turn away from the family as the major social 

relations provider and toward their peers (Brown, 1990; Rice, 1999; Zeijl, 

te Poel, du Bois-Reymond, Ravesloot, & Meulman, 2000). Peer conflict 

represents a particular type of social interaction that is central to the 

development of concepts of morality (Horn, Daddis & Killer, 2008). 

Laursen, Finklestein & Betts (cited in Horn et al, 2008) suggest that 

conflicts and subsequent conflict resolution among peers are central to the 

study of development  because they represent a challenge which requires 

children to grapple with issue of fairness and justice, to recognise and 

regulate their emotions and to coordinate their own needs and desires with 



 

 

those of another (Fabes & Eisenberg; Killen; Nucci & Smetana, cited in 

Horn et al, 2008).  Friendship are voluntary and without common ground 

and affirmation during formation and maintenance, friendships are sure to 

terminate (Laursen, 1996). 

In one study, high school students reported that acting in an “untrustworthy 

manner” was the most frequent cause of conflict with friends, followed by 

“disrespectful acts” (boys) and “lack of sufficient attention” (girls; Youniss 

& Smollar, 1985). Studies show that adolescents use more mitigation and 

withdrawal with friends (Adam & Laursen, 2001) 

 
Adolescents’ conflicts tend to differ with setting (Laursen & Collins, 

1994).  With classmates there might be more interdependence in relation to 

academic issues and classmates need not be close friends. Friends in the 

neighbourhood could be their playmates, associates for forming a music 

band, community celebrations etc. These friends from the neighbourhood 

need not be related to school and its activities. They could be younger and 

older also. 

 
From Table 14, it can be observed that there was a ‘strongly significant’ 

difference for the friendship dimensions viz, ‘friends at school’ (F= 80.73; 

p<0.001**) and friends in the neighbourhood (F= 195.01; p<0.001**) between  



 

 

 
 
 
 
 

 
 
 

Participants actively involved in Self evaluation 

A holistic view of peace : From the “peace for me” activity 



 

 

the experimental and control group, with the experimental group having a 

higher score, when the post test data is considered 

 
 
Casual contacts 
 

Casual contacts in the present study refer to contacts that the adolescents 

come across during the course of their interactions with their peers. It could 

be a friend’s friend, cousin etc who is introduced by a friend. These contacts 

could be temporary and for a short duration of time. It could also represent a 

complete stranger that one comes across in day-to-day transactions. 

 

From Table 14, it can be observed that there was a ‘strongly significant’ 

difference (F= 282.57; p<0.001**) in the responses to ‘hypothetical conflict 

situations with casual contacts’ between the experimental and control 

group, with the experimental group having a higher score, when the post test 

data is considered.  

 

On the whole Table  14  reveals the assessment of conflict resolution pattern 

both before and after the intervention program .A statistically significant 

improvement for the solution oriented responses is observed in the 

experimental group when pre and post assessment scores are compared. The 



 

 

overall mean score at the pre assessment phase for CRP in the control 

group was 15.44±3.67 and in the experimental group it was 15.24±3.29, (t= 

0.317; p=0.752) which indicated no statistically significant difference 

between the two groups. 

A significant difference was found only in “conflict with siblings” with the 

control group scoring higher than the experimental group. 

 

 While in the post assessment it was 16.07±3.64 in the control group and 

24.96±2.46 in the experimental group (F= 408.61; p<0.001**) showing that 

the difference between the groups was strongly significant. This trend is 

observed for both intra and all interpersonal dimensions (Family -Parents 

and siblings), Friendship – friends at school and neighbourhood and casual 

contacts) as discussed.  

 

 

 



 

 

                                 Figure 11: Comparison of pre assessment scores for CRP dimensions between 
                                                            control and experimental group 
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                                             Figure 12: Comparison of post assessment scores for CRP dimensions between  
                                                                          control and experimental group 
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Table 15: Effectiveness of Intervention program on the Conflict resolution pattern 
in Control and experimental group 
 
conflict 
dimensions 

Control 
Group 

Experimental 
group Significance Effect size 

Overall 0.62±0.78 9.73±3.75 t= 17.671; p<0.001** 3.42(VL) 

A. Intrapersonal 0.15±0.36 2.18±1.07 t= 13.404; p<0.001** 2.58(VL) 

B. Interpersonal 0.48±0.67 7.55±3.43 t= 15.047; p<0.001** 2.92(VL) 

B1.Family 0.15±0.36 2.49±1.18 t= 14.105; p<0.001** 2.72(VL) 

B1.1. With 
parents 0.08±0.28 0.82±0.8 t= 6.517; p<0.001** 1.25(VL) 

B1.2. With 
siblings 0.07±0.25 1.67±0.98 t= 11.795; p<0.001** 2.28(VL) 

B2. Friends 0.13±0.34 2.58±1.79 t= 9.982; p<0.001** 1.94(VL) 

B2.1. Friends at 
school 0.05±0.22 1.09±0.99 t= 7.665; p<0.001** 1.48(VL) 

B2.2. Friends in 
the  
neighbourhood 

0.08±0.28 1.49±1.14 t= 8.958; p<0.001** 1.73(VL) 

B3. Casual 
contacts 0.20±0.44 2.47±1.41 t= 11.460; p<0.001** 2.21(VL) 

+ Significant at 10% level, * significant at 5% level, ** significant at 1% level . Note: VL 
refers to very large effect 
 
 
 
 
Data presented in table 15 reveals the statistical inferences drawn for the 

effect of the intervention Program on the Intrapersonal and interpersonal 

dimensions of conflict resolution pattern between the control and 

experimental groups. When the effect size was considered, it was observed 

that the both intrapersonal and interpersonal (family, friends and casual 

contacts) conflict dimensions, having recorded a very large effect size (3.42)  



 

 

which indicated that the intervention has had an influence to a large extent 

on these dimensions. Overall the mean difference scores observed is 

0.62±0.78 in control group and 9.73±3.75 in experimental group, (t= 17.671; 

p<0.001**). 

The results from table 14 and 15 indicated that adolescents can be trained to 

resolve conflicts using solution oriented strategies. 

 
 
 
Validation of hypothesis 2  
 
 
It was hypothesized that 
 
“There will be no significant effect of the intervention program on the intra 

and interpersonal dimensions of conflict resolution patterns”. 

 

The study found a statistically significant effect of the intervention program 

on the intra and interpersonal dimensions of conflict resolution patterns 

rejecting the above hypothesis. 

 
 



 

 

                       Figure 13: Effectiveness of Intervention program on the CRP dimensions 
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3. Gender differences  
 
 
In general gender differences is one aspect that is widely studied in almost 

all researches in sociology, psychology and education. Studies in the area of 

moral development and conflicts also have also explored these differences. 

Metaanalysis of previous researches by Walker (1984) showed inconsistent 

sex differences in moral reasoning. Friedman, Robinson and Friedman 

(1987) found no gender differences in moral reasoning.  Gump, Baker & 

Roll (2004) found females scoring higher on care responses and no gender 

differences were found for justice responses.  

 

Review of literature has also revealed evidences of gender differences in 

conflict resolution strategies. Studies have found that boys tend to use 

aggressive, hostile and coercive strategies whereas girls adopt pro-social and 

mitigating strategies (Black, 2000; Chang & Asher, 1996; Lindman, 

Harakka, & Keltikangas-Jaervinen, 1997).  However in general it is 

suggested that gender differences have little to no biological basis 

(Jovanovic & Dreves, 1996) and the social and cultural fact to which the 

differences are attributed are changeable by modifying the context of 

education." (Gallagher, 2001) 

 



 

 

 
Table 16: Comparison of pre and post assessment scores for MISIR dimensions in 
male and female participants from control and experimental group. 
 

MISIR 
dimensions 

                     Control group Experimental group 

Male 
(n=33) 

Female 
(n=28) 

P  
value 

Male  
(n=23) 

Female 
(n=32) 

P 
value 

Pre- 
assessment       

Cognitive 51.48±11.98 50.78±10.27 0.809 51.30±12.69 49.75±13.92 0.674 

Emotional 36.91±8.01 44.25±8.20 0.001** 40.13±7.03 39.06±8.59 0.627 

Behavioural 84.84±13.56 91.64±11.14 0.039* 86.86±13.52 88.59±18.91 0.710 

Total 173.24±24.6 186.7±23.6 0.035* 178.3±25.20 177.4±35.9 0.918 
Post-
assessment       

Cognitive 54.06±6.86 54.14±5.84 0.960 75.00±5.25 74.09±6.55 0.586 

Emotional 42.33±6.94 44.82±5.88 0.140 62.00±4.91 62.34±6.21 0.827 

Behavioural 94.69±12.88 98.06±8.94 0.253 128.66±6.27 128.53±10.24 0.960 

Total 191.1±23.96 197.00±17.75 0.286 265.8±13.5 264.8±20.6 0.843 
 
+ Significant at 10% level, * significant at 5% level, ** significant at 1% level. Note: P 
value for pre-assessment was obtained using student t test and Post-assessment was 
obtained by using the ANCOVA with Pre-assessment score as Covariate  
 
 
Table 16 reveals the comparative scores of males and females in both 

control and experimental group at pre and post assessment phase. It is 

observed that gender differences were present only in the control group at 

the pre assessment phase for emotional and behavioural dimensions where 

girls have higher mean scores compared to boys.  

 



 

 

 This difference was not observed at the post-assessment. This type of result 

obtained could be attributed to the subjective nature of the situations and the 

students’ emotional status and mind set at the time of responding to the 

situations. 

 

In case of experimental group, there were no statistically significant gender 

differences found at both pre and post assessment. 

 

Table 17: Comparison of effectiveness of Intervention program on 

MISIR dimensions in male and female participants.  
 

 
 

 
MISIR dimensions 

Control 
Group 

Experimental 
group Significance Effect 

size 
Male     

 Cognitive  2.58±9.25 23.69±11.22 t=7.695; 
P<0.001** 2.06(VL) 

 Emotion 5.42±9.68 21.87±7.02 t=6.957; 
P<0.001** 1.87(VL) 

 Behavioral 9.85±12.12 41.78±11.74 t=9.822; 
P<0.001** 2.63(VL) 

 Total 17.84±19.18 87.34±23.19 t=12.236; 
P<0.001** 3.26(VL) 

Female     

 Cognitive  3.36±7.07 24.34±11.93 t=8.131; 
P<0.001** 2.15(VL) 

 Emotion 0.57±6.42 23.28±7.47 t=12.534; 
P<0.001** 3.24(VL) 

 Behavioral 6.39±7.71 39.93±12.43 t=12.345; 
P<0.001** 3.25(VL) 

 Total 10.32±15.49 87.56±25.46 t=13.945; 
P<0.001** 3.68(VL) 



 

 

Note: The effect size of the intervention in both male and female 

participants of the experimental group are compared with control group. The 

effect size based on difference scores of pre and post assessment quantifies 

the effect of the intervention and they are comparable and contrastable 

between males and females apart from comparing with control group. 

 

When the effect size was considered for Moral intelligence dimensions it 

was evident from table 19 that effect size was very large for all the 3 

dimensions –cognitive, emotional and behavioural, on both genders in the 

experimental group.  The total effect size was very large for both male (3.26) 

and female (3.68) participants. 

 
Figure 14: Effectiveness of Intervention program on MISIR dimensions  
                  in male and female participants of experimental group 
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Table 18:  Comparison of pre and post assessment scores for solution oriented 
responses in male and female participants from control and experimental group. 
 

conflict 
dimensions 

                     Control group Experimental group 
Male 

(n=33) 
Female 
(n=28) P value Male  

(n=23) 
Female 
(n=32) P value 

Pre-assessment       
Overall 14.18±3.39 16.93±3.49 0.003** 14.09±3.18 16.06±3.16 0.027* 
A. Intrapersonal 3.12±1.08 4.00±1.12 0.003** 3.43±1.12 3.59±0.98 0.579 
B. Interpersonal 11.06±2.71 12.93±2.67 0.009** 10.65±2.89 12.47±2.86 0.025* 
B1.Family 3.36±1.37 4.00±1.28 0.067+ 3.09±1.20 3.31±1.20 0.496 
B1.1. With 
parents 0.82±0.64 1.14±0.71 0.063+ 0.78±0.80 1.19±0.82 0.073* 

B1.2. With 
siblings 2.55±1.03 2.86±1.01 0.240 2.30±1.02 2.13±0.87 0.486 

B2. Friends 4.94±1.37 5.71±1.30 0.028* 4.43±1.70 5.66±1.54 0.007** 
B2.1. Friends at 
school 2.7±1.07 3.14±0.76 0.071+ 2.35±1.15 2.94±0.88 0.036* 

B2.2. Friends in 
the  neighbourhood 2.24±0.79 2.57±0.92 0.139 2.09±1.08 2.72±1.02 0.032* 

B3. Casual 
contacts 2.76±1.12 3.21±1.17 0.125 3.13±1.25 3.50±1.30 0.295 

Post-assessment       
Overall 14.88±3.19 17.46±3.67 0.005** 25.09±2.71 25.06±2.29 0.971 
A. Intrapersonal 3.33±0.99 4.07±1.12 0.008** 5.61±0.89 5.78±0.49 0.362 
B. Interpersonal 11.55±2.66 13.39±2.82 0.011* 18.78±2.83 19.59±0.67 0.123 
B1.Family 3.55±1.35 4.11±1.37 0.133 5.57±1.16 5.81±0.40 0.267 
B1.1. With 
parents 0.91±0.68 1.21±0.74 0.098+ 1.74±0.62 1.91±0.30 0.188 

B1.2. With 
siblings 2.64±0.99 2.89±0.99 0.319 3.83±0.58 3.91±0.30 0.503 

B2. Friends 5.03±1.36 5.89±1.34 0.016* 7.52±1.16 7.88±0.34 0.109 
B2.1. Friends at 
school 2.73±1.07 3.21±0.74 0.047* 3.65±0.88 3.88±0.34 0.198 

B2.2. Friends in 
the  neighbourhood 2.30±0.81 2.68±0.98 0.107 3.87±0.34 4.00±0.00 0.036* 

B3. Casual 
contacts 2.97±1.21 3.39±1.23 0.182 5.70±0.70 5.91±0.30 0.134 

+Significant at 10% level,  * significant at 5% level, ** significant at 1% level  . Note: P 
value for pre-assessment was obtained using student t test and Post-assessment was 
obtained by using the ANCOVA with Pre-assessment score as Covariate  



 

 

 
 
From the data presented in table 18 it is observed that at pre assessment 

female scores are higher when compared to that of males for most of the 

dimensions in both control and experimental group. while at Post assessment 

it is interesting to note that this significant difference was found only in 

control group but in case of experimental group there was no statistically 

significant difference between male and female except for the dimension, 

“Friends in the neighbourhood” where boys have scored little higher than 

girls which indicated suggestive significant difference (p=0.036*). It could 

be attributed to boys having more friends in their neighbourhood than girls 

which allowed for more interaction. Hence it could have been easier for boys 

to identify/suggest/solve the hypothetical conflict with friends at 

neighbourhood using the skills they have learnt through the intervention.  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

Table 19: Comparison of effectiveness of Intervention program on CRP dimensionin 
Male and female participants.  
 

+Significant at 10% level, * significant at 5% level, ** significant at 1% level.  Note: VL 
refers to very large effect. 
 
 
 

conflict 
dimensions 

Control 
Group 

Experiment
al group Significance Effect 

size 
Male     

Overall 0.70±0.77 10.30±4.52 t= 10.099;  p<0.001** 3.21(VL) 

A. Intrapersonal 0.21±0.42 2.17±1.19 t= 7.574;  p<0.001** 2.34(VL) 
B. Interpersonal 0.48±0.62 8.13±4.02 t= 9.058;  p<0.001** 2.89(VL) 
B1.Family 0.18±0.39 2.48±1.31 t= 8.158;  p<0.001** 2.55(VL) 
B1.1. With parents 0.09±0.29 0.96±0.88 t= 4.556;  p<0.001** 1.42(VL) 
B1.2. With siblings 0.09±0.29 1.52±1.12 t= 5.972;  p<0.001** 1.88(VL) 
B2. Friends 0.09±0.29 3.09±1.99 t= 7.138;  p<0.001** 2.29(VL) 
B2.1. Friends at 
school 0.03±0.17 1.30±1.15 t= 5.291;  p<0.001** 1.68(VL) 

B2.2. Friends in the  
neighbourhood 0.06±0.24 1.78±1.24 t= 6.565;  p<0.001** 2.09(VL) 

B3. Casual contacts 0.21±0.42 2.57±1.53 t= 7.183;  p<0.001** 2.26(VL) 

Female     

Overall 0.54±0.79 9.31±3.09 t= 15.474;  p<0.001** 3.73(VL) 

A. Intrapersonal 0.07±0.26 2.19±0.98 t= 11.547;  p<0.001** 2.83(VL) 

B. Interpersonal 0.46±0.74 7.13±2.93 t= 12.424;  p<0.001** 2.99(VL) 
B1.Family 0.11±0.32 2.50±1.11 t= 11.697; p<0.001** 2.81(VL) 
B1.1. With parents 0.07±0.26 0.72±0.73 t= 4.689;  p<0.001** 1.14(L) 
B1.2. With siblings 0.04±0.19 1.78±0.87 t= 11.054;  p<0.001** 2.65(VL) 
B2. Friends 0.18±0.39 2.22±1.56 t= 7.146;  p<0.001** 1.72(VL) 
B2.1. Friends at 
school 0.07±0.26 0.94±0.84 t= 5.532;  p<0.001** 1.34(VL) 

B2.2. Friends in the  
neighbourhood 0.11±0.32 1.28±1.02 t= 6.165;  p<0.001** 1.49(VL) 

B3. Casual contacts 0.18±0.49 2.41±1.34 t= 8.789;  p<0.001** 2.13(VL) 



 

 

Data in table 19 reveals that a very large effect is found for all the conflict 

dimensions in both the genders where the overall effect is 3.21(VL) in males 

and 3.73(VL) in female participants. It can be noted that Degree of 

performance is different with female scores being comparatively/slightly 

high but class of performance is same. From the data obtained it can be 

inferred that in the present study the intervention has had a similar effect on 

both genders indicating that the developed modules for the intervention 

program can be offered to both boys and girls.  

 
 

Validation of Hypothesis 3 
 

It was hypothesized that 
 

“No significant difference between the genders will be observed for the 

effect of the intervention program”. 
 

Analysis of the results showed no statistically significant difference between 

the genders for the effect of intervention program for both moral intelligence 

(table 17) and conflict resolution dimensions (table 19) which indicates that 

the intervention can be administered uniformly on both boys and girls. 

Hence the above hypothesis is accepted. 



 

 

         Figure 15: Effectiveness of Intervention program on CRP dimensions in male and female participants  
                            of experimental group 
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4.  Correlation of MISIR dimensions with CRP 
 
 
Table 20: Pearson correlation of MISIR dimensions with CRP (overall score) 
 

MISIR vs CRP 
Control group Experimental group 

r value p value r value p value 

Pre-assessment     

Cognitive MISIR vs CRP 0.080 0.542 0.117 0.393 

Emotional MISIR vs CRP 0.429 0.001** 0.131 0.340 

Behavioral MISIR vs CRP  0.292 0.022* 0.400 0.002** 

Total score MISIR vs CRP 0.339 0.008** 0.295 0.029* 

Post-assessment     

Cognitive MISIR vs CRP 0.120 0.357 0.414 0.002** 

Emotional MISIR vs CRP 0.242 0.060+ 0.419 0.001** 

Behavioral MISIR vs CRP  0.240 0.063+ 0.458 <0.001** 

Total score MISIR vs CRP 0.236 0.067+ 0.437 <0.001** 

 
 
 
Table 20 depicts the correlation of Moral intelligence dimensions with 

Conflict resolution pattern (CRP).  It was observed that positive correlation 

was obtained for the post assessment scores of experimental group. When 

total scores of MISIR and CRP were considered r value (0.437) indicates 

moderate correlation between the two tools. This trend is observed for 

each dimensions of MISIR with overall CRP scores. 



 

 

 
PART IV 

RETENTION EFFECT OF THE INTERVENTION 
 
 

The researcher was curious to find out the long term influence of the 

intervention program carried out. Therefore after a gap of six months after 

the completion of the intervention program, the tools used for pre and post 

assessment were re administered to the experimental group participants, to 

assess the retaining potential of the program. 

 
Table 21 : Retention effect of the intervention program on MISIR dimension  
in experimental group 
 

MISIR 
dimensions 

Pre-
assessment 

Post-
Assessment 

Follow-up 
assessment 

(after 6 months) 

Comparison of 
follow up 

Pre-
assessment 

Post-
assessment 

Cognitive 50.40±13.32 74.47±6.01 71.73±5.54 <0.001** <0.001** 

Emotion 39.50±7.92 62.20±5.65 60.17±5.44 <0.001* <0.001** 

Behavioral 87.87±16.75 128.58±8.73 125.08±7.96 <0.001** <0.001** 

Total 177.78±31.53 265.25±17.85 256.29±15.12 <0.001** <0.001** 

             +Significant at 10% level, * significant at 5% level, ** significant at 1% level.   
 
  
Table 21 depicts mean scores of the experimental group during follow up 

assessment (Post-test-2) in comparison with pre and post assessment for 

moral intelligence dimensions. It can be observed that the follow-up scores 



 

 

when compared to pre and post assessment was statistically significant. 

However the strongly significant difference (p=<0.001**) found at the  

follow up assessment indicated a decrease in the mean scores for all the 3 

dimensions (cognitive, emotional and behavioural) considered in the present 

study.  

 

The effect size of the difference from post assessment to follow up 

assessment was performed for all the 3 dimension of Moral intelligence. A 

small effect was found for cognitive (0.48), emotional (0.36) and 

behavioural (0.42) dimensions. The decrease on total score was found to 

have a small effect (0.48) 

The scores were statistically significant because of lower standard 

deviation and higher sample size. 

 
However this reduction in the follow up assessment scores observed 

indicates that the intervention program should be given on a regular basis. 

 

 
 
 
 
 
 
 
 



 

 

 
 
                                                                                                                                                          By: Vishnupriya 
 
 
 



 

 

Figure 16: Retention effect of the intervention program on MISIR  
                   dimensions 

 

     

 Validation of Hypothesis 4 

 
It was hypothesized that 

“There will be no significant retention effect of the intervention 

program on cognitive, emotional and behavioural dimensions of moral 

intelligence”. 

 

The retention effect of the intervention program has come down 

comparatively when compared to the post assessment data indicating such 

interventions should be offered continuously to the students. Hence the 

hypothesis is rejected.           
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Table 22: Retention effect of the intervention program on CRP 
dimensions in experimental group 
 

Conflict 
dimensions 

Pre-
assessment 

Post-
Assessment 

Follow-up 
assessment 
(after 6 months) 

Comparison of follow 
up 

Pre-
assessment 

Post-
assessment 

Overall 15.24±3.29 
(15) 

24.96±2.46 
(25.0) 

24.94±1.90 
(25.5) <0.001** 0.802 

A. Intrapersonal 3.53±1.03 
(3) 

5.71±0.69 
(6) 

5.77±0.55 
(6) <0.001** 0.159 

B. Interpersonal 11.71±2.99 
(12) 

19.25±1.92 
(20) 

19.17±1.51 
(20) <0.001** 0.392 

B1.Family 3.22±1.20 
(3) 

5.71±0.81 
(6) 

5.75±0.59 
(6) <0.001** 0.742 

B1.1. With 
parents 

1.02±0.83 
(1) 

1.84±0.46 
(2) 

1.87±0.35 
(2) <0.001** 0.569 

B1.2. With 
siblings 

2.20±0.93 
(2) 

3.87±0.43 
(4) 

3.88±0.38 
(4) <0.001** 1.000 

B2. Friends 5.15±1.70 
(5) 

7.73±0.8 
(8) 

7.65±0.81 
(8) <0.001** 0.252 

B2.1. Friends at 
school 

2.69±1.03 
(3) 

3.78±0.63 
(4) 

3.79±0.57 
(4) <0.001** 1.000 

B2.2. Friends in 
the  
neighbourhood 

2.45±1.09 
(3) 

3.95±0.23 
(4) 

3.87±0.35 
(4) <0.001** 0.044* 

B3. Casual 
contacts 

3.35±1.28 
(3) 

5.82±0.51 
(6) 

5.77±0.47 
(6) <0.001** 0.411 

Results are presented in Mean ± SD (Median) 
B2,2 Outside school friends; mean number of positive conflicts reduced but the medina 
Positive conflicts remain same (4) 
 

Table 22 reveals the mean scores of solution oriented response for the intra 

and inter personal dimensions of CRP in the experimental group during 

follow up assessment (Post-test-2). The results indicated a strongly 



 

 

significant difference in the follow up assessment when compared to pre 

test.  

When compared with post assessment there was no statistically significant 

difference. The trend is observed for both intra and interpersonal dimensions 

of CRP excepting the dimension “friends in the neighbourhood” which was 

moderately significant. The findings indicate that the intervention has had a 

strong retention effect on the experimental group towards using solution 

oriented strategies.  

 

Validation of Hypothesis 5 
 

It was hypothesized that 

“There will be no significant retention effect of the intervention 

program on the intra and interpersonal dimensions of conflict 

resolution patterns”. 

 

Analysis of data (table 22) revealed no statistically significant difference 

between post and follow up assessment indicating that the intervention has 

had a strong retention effect on the experimental group towards using 

solution oriented strategies. Therefore the hypothesis is rejected. 

 
 



 

 

                                 Figure 17: Retention effect of the intervention program on CRP 
                                                   dimensions 
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            PART V : QUALITATIVE DATA 
 
 
a. Participant diaries (n=41) 
 
    Table: 23 Data obtained based on the application of learning in different contexts  
 
 

Dimension Application context      
                          At home                              With friends  
 Self With parents With siblings      In class At neighbourhood       Total 
 % % no % No % No % no % no % 
Cognitive             
Problem solving 5 12.1 2 4.8 5 12.1 4 9.7 2 4.8 18 43.9 
Perspective taking - - -  2 4.8 4 9.7 1 2.4 7 17.0 
Positive thinking 11 26.8 - - - - - - - - 11 26.8 
             
Emotional             
Empathy - - 5 12.1 9 21.9 7 17 5 12.1 26 63.4 
Anger control 2 4.8 1 2.4 6 14.6 15 36.5 6 14.6 30 73.1 
Confidence 13 31.7 - - - - - - - - 13 31.7 
             
Behavioural             
Conflict resolution 2 7.31 4 9.7 9 26.8 13 43.9 5 12.1 33 75.6 
Cooperation - - 4 14.6 6 14.6 11 26.8 7 19.5 28 68.2 



 

 

 
Table 23 depicts the data obtained from participant diaries. Maintaining a 

diary during the course of the intervention program was not forced upon 

participants, but they were encouraged to do so. Guidelines for maintaining a 

diary was provided to the participants at the beginning of the intervention 

program. Out of 55 participants 41 maintained a diary throughout. Some 

used note books while others used loose sheets of paper which they filed. 

 

After examining the diary entries, the numbers of instances that the 

participants had entered into the diary, to have successfully applied the 

concepts learnt in the intervention were classified under cognitive, emotional 

and behavioural dimension and the context in which it was used as indicated 

in the table. It can be observed that participants have applied their learning 

in the intervention program, with self and others. 

The entries under the cognitive dimension showed that the participants were 

using similar cognitive concepts as taught in the intervention sessions. What 

stood out in these entries was better judgment ability and alternatives 

seeking and reasoning. Participants also reported academic related changes 

such as increased vocabulary and decreased spelling mistakes. This was an 

unexpected result since the research program had made no attempt to 



 

 

enhance academic ability or encourage children to assess their academic 

skills. Similar results were obtained by Mehta & Whitebread (2004). 

Under the emotional dimension “anger control” was entered more number of 

times in the diary under different contexts. The highest number of 

application context was “with friends in the class”. Participants had also 

entered in the diaries an increase in their confidence levels, as the 

intervention progressed. 

 Under behavioural dimension majority of the entries in the diaries were in 

the area of conflict resolution and application context was “with friends in 

the class”, followed by application “with siblings”. 

 
A few sample of the entries in the dairies are presented 
 
 
Student : A 
 

 



 

 

Student : B 
 

 
 
Student : C 
 

 
 



 

 

 
Student: D 
 

 
 
 
 
b. Case study:  
 
Case of Student A  

Student A was considered to be very rude and quick to get into physical 

fights. The class teacher had reported this in the beginning of the program so 

that problem could be addressed during the course of the intervention 

program.  



 

 

 

During a session on empathy, Student B expressed his interest to resolve a 

conflict that had occurred with student A, 3 days ago. Both had got into a 

physical fight as Student B took the answer sheet of student A to check his 

marks even after student A had refused to show him his marks. However, 

student A did not show much interest to take up and clear the issue. In the 

next session, after obtaining consent from both A and B, the researcher 

encouraged other participants to enact the incident that had taken place and 

put forward alternate way for resolving the issue.  

Student A was also given more opportunities to involve in activities that had 

scope for positive communication to help him get along with others.  

During a session on decision making the researcher had given a decision 

making working sheet. It was interesting to note that student A took up the 

same problem and evaluated the outcome of the 4 possible actions for it 

(win-lose, lose-win, loose-loose and win-win) and finally choose to act on 

win-win elucidating the reasons for it. 

He was reported to be less rude in his conversation by both teacher, other 

participants and by student A himself by the end of the intervention. 

 

 

 



 

 

Case of student B 

Student B was a very jovial and fun loving boy. He was also known for his 

jovial attitude. This was evident in the first two sessions. In the 3rd session a 

strange behavior was noticed. The boy suddenly became quiet with his head 

bent down. He also refused to talk and preferred to be left alone. Other 

participants reported that this was how student B was, most of the time. The 

class teacher informed the researcher, that she had discussed student B’s 

behavior with his parents, who too had  noticed that  he behaved in a similar 

way at home too and  that they had no clues about the reason for it.  

As the intervention progressed, this strange behvaiour of student B was 

observed to be gradually reducing. Class teacher also reported this change. 

The reason for his strange behavior was not known, but the boy apparently, 

had told his teacher that he had changed after taking part in the sessions. 

 

Case of students C 

During the  first session on Emotions student C was observed to be standing 

alone, when all others were busy doing the activity assigned to them. The 

researcher tried talking to the boy when he replied stating “I hate emotions” 

they are bad. On further probing the boy with tears in eyes told the 

researcher that no one likes him in the class, nor do they invite him to join 



 

 

them in play. In the same session the boy was encouraged to express his 

feelings to his class friends and how he felt at being left alone.  A dialogue 

ensued and others told him that he gets angry when they tease him just for 

fun. The researcher seized this opportunity to discuss with the class to help 

them understand how teasing can hurt a person, how certain amount of 

liberty can be given to friends to make fun of each other etc. The session 

thus focused on each student expressing to others what fun is for them, what 

hurts them when teased. 

After four months student C wrote to the researcher in which he expressed 

the change in him through a situation. He wrote that when he had a fall in 

the class all his friends laughed at him. For a moment he felt bad but he 

viewed things from their perspective, and felt even he would have done the 

same if he was there in their place, and therefore joined them in their 

laughter. Also, subsequently, the boy also informed the researcher that he is 

now happy with his class friends. 

 
Student D 
 
Student D could never tolerate student E. In one session D refused to let 

student E sit next to him and placed a bag in between saying “don’t sit next 

to me”. E reported this to the researcher and also said, “he always does this 

only to me”. When asked, Student E told “I don’t know, but I don’t like her”. 



 

 

Almost towards the end of the intervention program, student F came into the 

class later than others. The only place left to be seated, was next to student D 

and the Student E occupied this seat. However, student D seemed to have no 

issues about it. The researcher was surprised and asked Student D if he was 

ok with it. The boy shook his head, smiled and said “she has a right to sit in 

the class where she likes”. Student F also informed the researcher that his 

attitude towards her had changed. She stated “He doesn’t talk to me, but he 

doesn’t fight like before”. This changed incidence happened right after a 

human rights session. 

c. Data obtained from Participants feedback form 

 
Table 24.: General feedback 
 
Sl.no Statement To a large 

extent 
To some 
extent 

Not at all 

  No % No % No % 
1 Topics covered were useful 55 100 -  

 
- - 

2 Understood the concepts easily 55 100 -   - - 
3 Activities were helpful to 

understand the concepts 55 100 - -  - - 

4 Facilitator motivated to set goals to 
practice values taught 46  83.6 9 - - - 

5 Facilitator helped measure the 
progress towards set goal 43 78.1 12 21.9 - - 

6 Facilitator attended to queries or 
difficulties 

       
52    94.6     3      

5.4 
- - 

7 Topics covered in the program will 
contribute to development of self 
in future 

       
54    98.1 1 1.9 

- - 

8 Would like to participate in such 
programs in the future 55 100 -  - - 

 



 

 

Table 25: Specific feedback 
 
 
Sl.no                                    Category No % 
9 Rating of the program   
 Excellent 53 96.3 
 Very good 2 3.7 
 Good - - 
 Satisfactory - - 
 Poor - - 
10 Best session liked in the program   
 All the sessions 41 74.5 
 Conflicts/negotiation 36 65.4 
 Creative thinking 31 56.3 
 Critical thinking 30 54.4 
 Emotions 23 41.8 
 Understanding of self (self-esteem) 21 38.1 
 Empathy 20 36.3 
 Positive thinking 23 41.8 
 Self-control 17 30.9 
 Non-violence 13 23.6 
 Human rights and responsibilities 13 23.6 
 Forgiveness/tolerance 9 16.3 
 Trust 8 14.5 
 Honesty 5 9 
 Sharing 3 5.4 
 Communication (Dialogue) 3 5.4 
11 Strategies liked most   
 All strategies 51 92.7 
 Role plays 28 21. 
 Power points 4 7.2 
12 Overall experience in the program   
 It was fun learning experience 21 38.1 
 Interesting. Like these sessions a lot 24 43.6 
 Learnt new things 37 67.2 
13 Suggestions   
 Please come next year also 24 43.6 
 Want VHD program next year also 18 32.7 
 No suggestion. It was good 7 12.7 
 No suggestion 6 10.9 
 
 
 
 
 
 
 
 



 

 

Table 26: Outcome of the intervention 
 
Sl.no                                    Category No % 
1  General feedback on the intervention   
 Enjoyed the sessions 28 50.9 
 It was very interesting and so much of fun 27 49.1 
    
2  Intrapersonal   
 Learnt to tackle problems in new way 31 56.3 
 Better able to control emotions 28 50.9 
 Came to know about strengths and weakness 23 41.8 
 Got to know the real meaning of morality 16 29.0 
 More confident 6 10.9 
 New view of life 5 9.0 
    
3 Interpersonal   
 Able to solve many of the conflicts with friends 42 76.3 
 Avoid physical fights 36 65.4 
 Listen to others views 23 41.8 
 Can express my emotions better 20 36.3 
 Understands others 16 29.0 
 Having a new experience with class friends 12 21.8 
 Have developed tolerance towards others 09 16.3 
 
 

From table 24 it can be observed that participants found all the topics 

covered to be useful and the activities planned helped them understand the 

concept taught. Participants also stated that the topics would be helpful to 

them in the future too. 

 

Table 25 reveals the specific feedback obtained about the intervention 

program. Majority of the participants have rated the program as excellent. 

Majority of the participants have liked all the sessions and all strategies. 

However many participants did mention about the specific session which 



 

 

had helped them the most. The intervention witnessed active involvement 

from the participants.  

 

Participants have also mentioned the program to be fun, interesting and 

would look forward to it in the following year too. During the intervention, 

participants had frequently requested the researcher to increase the number 

of sessions per week from two to at least four. 

 

From the data presented in table 26 it is evident that the intervention has had 

an influence on the participants both at the intra and interpersonal levels. At 

the time of the intervention, participants were given opportunities to use 

situations from their own experiences. Participants preferred to role play 

their experiences for gaining better understanding and learn how to respond 

to the situation. The facilitator posed questions in a way that would help 

participants look at the problem in a different perspective and reflect on it. 

These techniques could have helped the participants. 

 
 
 
 
 
 
 
 
 
 



 

 

Student : A 

 

 



 

 

 
Student: B 
 

 



 

 

 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

 
Student C: 
 

 



 

 

 

 
 
 
 

 
 
 
 
 

Dialogue: Participants engaged in controversial conflict 

Burial ceremony-  An activity  in a session on Forgiveness 



 

 

C . Informal discussion with teachers 
 
An informal discussion was carried out with the teachers on several 

occasions. These discussions also revealed positive responses about the 

intervention. One common response that was heard in the beginning of 

intervention was “class 7th is the most problematic. They are too difficult to 

handle. Hope the program benefits them and brings about a change in them”. 

This opinion kind of set a challenge for the intervention since it was 

unexpected. The researcher wanted class VII for the intervention program, 

but the tag that came along with it, which was totally unexpected. 

 

Class teacher 
 
Beginning of the intervention: 
 
The teacher initially stated that she did not observe any changes in her 

students. But she was quick to inform the researcher, that from the day one 

the students were eagerly looking forward to the days on which intervention  

program were scheduled. 

 

As the intervention progressed the class teacher reported several positive 

changes.  

 



 

 

 “I am spending less time in disciplining them. The complaints that used 

to be received from other teachers have come down. They ask what  has 

brought on this sudden change”. They are comparatively better.  

 

 “Earlier students used to shout all together to answer a question. Now 

they raise their hands”.  

 

(Hand rising was one of the several norms set during the course of  the 

intervention. These norms were set by the participants themselves where the 

researcher facilitated the setting of norms for better management of the 

sessions and to ensure that all students contributed to the sessions actively. 

This had apparently filtered into the classroom practice also, as observed by 

the remarks of the class teacher) 

 “…students who used to be quiet and not answer questions are now 

active participants in the classroom. They don’t feel shy like earlier”.  

 
 The teacher also reported that participants are more responsible and 

understanding. “They say we can understand you and seek to be 

pardoned, saying “sorry”.” 

 

 “Earlier there used to complaints everyday about fights, teasing, hitting 

etc; also girls and boys always had differences. There is a lot of unity 



 

 

that can be seen among the students now. Other teachers also have 

commented about this change to me”. 

 
 
The school principal  
 
 
When asked about the program, the Principal said, “More than me telling 

you, you can only observe it. Children have attended the sessions even when 

they had holidays and vacations and they are always looking forward to 

your program. This speaks more than words” 

 
 
Coordinator 
 
The coordinator said that the children are really well behaved. There are 

many changes seen in them. All teachers who are handling the class are 

reporting about the changes regarding the reduction in the noise they used to 

make and the fights that they would get into. 

 

“On several occasions we had advised them, explained them to show good 

behavior and they have even been scolded. Nothing worked. We really dint 

know how to handle this class. Children are benefitting so much from these 

classes”.  



 

 

The following year the coordinator informed the researcher, that the students 

are expecting the program this year also and have been asking “when will 

the program start this year”. 

 
History teacher 
 
During the visit for follow-up assessment the students were in class 8th. A teacher 

handling history subject voluntarily came to the researcher and said 

 
“Thank you so much. I had handled the same students when they were in 

6th.I am seeing a drastic change in them. They are honest and own up 

responsibility. They accept when they have not done their assignment. Also 

they admit when they do any mistake”. 

 
Some of 8th class students are leaders for civic management class. I observed 

that they were very patient in monitoring the junior group without scolding 

and what caught me was, one day I observed 4 leaders from this group were 

talking with 2 junior kids. When asked they told, these 2 were fighting so we 

are trying to mediate. 

Even in the history classes they talk of human rights and dialogue. 

 
Hindi teacher 
 
This was another instance where another teacher voluntarily approached and 

expressed her opinion. This again was during one of the later visit to school. 



 

 

 
“I was not aware about what the program was. In classes children most 

often use words like critical thinking, empathy, negotiation when I am 

teaching lessons. I was surprised to see them use such words and explaining 

about it. They told they learnt it from VHD program. Thank you for teaching 

them. It is really very helpful for the students. It’s like I am learning from 

them”. 

 
     Table:27  Parents feedback (Data obtained from Feedback forms) 
 
Sl.no Statement To a large 

extent 
To some extent Not at all 

 General feedback No % No % No % 
1 child talks to parent/s about what 

he/she has learnt in the program 55  100 - - - - 

2 Topics covered in the program 
useful 52  94.6 3 5.4 - - 

3 Would encourage child to continue 
practice of values and skills taught 47  85.4 8  14.6 - - 

4 Like the program to be part of 
academic activity 55  100 - - - - 

5 like to recommend this kind of  
program for other children 55 100 - - - - 

6 Noticed changes in the child 
 41  74.6 14  25.4 - - 

  
6.a Changes noticed No % 
 Avoids fighting with siblings 29 52.7 
 Do not show anger unlike earlier 24 43.6 
 More caring towards siblings 21 38.1 
 Has become more responsible at home 19 34.5 
 Increased confidence 08 14.5 
 Reduced shyness/fear 05 9.0 
 More responsible in studies 05 9.0 
 Reduced false ego 01 1.8 
7 Opinion about the program   



 

 

 Very good program. Helps them in future 29 52.7 
 Useful. Thank you 18 32.7 
  Very important. Child has learnt good things.  8 14.5 
8 Suggestions   
 Make this program a part of the school 26 47.2 
 Carry it for next year also   
 No suggestion 18 32.7 
 No response 7 12.7 
 You can teach more topics like this 04 7.2 
 
 

Table 27 reveals the feedback obtained from the parents. It can be observed 

that majority of the participants have shared their learning, experiences in 

the intervention. Parents also found the program useful and would 

recommend the program to others. 

 

This data from the parents also reveals the changes observed in the 

participants. Changes are noted both at intra and interpersonal level. The 

data also indicated that participants have used the skills learnt in the 

program.  

One of the fathers wrote, “Continue the program in the coming years also 

since children entering into high school will face new problems and the 

program can be of very helpful to them”. 



 

 

 
 
 
 

 
 
 
 
 
 

Puppet show by the participants 

Role  play by the participants 



 

 

Parent : A 
 

 
 
 
 
 
 
 



 

 

Parent: B 
 

 
 

 



 

 

Parent: C 

 
 
 
 
 
 
 
 
 
 
 



 

 

 
 
DISCUSSION FOR QUANTITATIVE AND QUALITATIVE DATA  
 
OBTAINED: 
 
 

The outcome of the intervention program was presented from table 12-20. 

The study found a very large effect of the intervention program when the 

experimental group data were compared with control group at pre and post 

assessment stage. The effectiveness of the program is also demonstrated 

through the qualitative data presented which indicated that participants 

applied the skills that they learnt from the program. The finding of the 

research receives support from the other researches preceded. Several 

studies on the influence of active educational intervention provide evidence 

of positive results. 

 
In their study of 9-14 year olds  Medrano & De la Caba (1994)  

participants were involved in discussion of hypothetical and real values 

dilemmas in class discussion groups. The results showed advancement 

leading to higher levels of moral reasoning in students. 

 

Mehta & Whitebread (2004) studied moral development of 7th grade 

Indian students (12-13 years) in a pre-post test design. They found their 



 

 

intervention, Philosophy for children (PFC) to have influenced the cognitive, 

emotional and social domain. 

 

 

Results of the meta analysis on the effectiveness of school based Social and 

emotional learning programs carried out by Durlak, Weissberg, Dymnicki, 

Taylor & Schellinger (2011) showed that majority of the intervention 

programs (through cooperative games, role plays) improved SEL skills 

(identifying emotions from social cues, goal setting, perspective taking, 

interpersonal problem solving, conflict resolution, and decision making) and 

prosocial attitudes (behaving well with others), and reduced conduct 

problems (bullying aggression) which were conducted by non school 

personnel. They further found that such programs delivered by class teachers 

were more effective with added improvements in many other variables also 

like positive attitudes, emotional distress and academic achievement,  

 
Goldstein & Winner (In press) in their study of children and adolescents 

found that the intervention through role plays enhanced empathy and theory 

of mind in the participants. 

 

Review of literature of other conflict resolution training programs such as by 

Dudley, Johnson, & Johnson (1996), Roberts & White, (2004) and 



 

 

Catterall (2007) have also found positive influence on the participant’s 

resolution strategies which supports the findings of the current study. 

 

 Traditionally boys have demonstrated more aggressive and violent or 

negative behaviour as recorded by large body of studies ( discussed earlier in 

under “gender differences” of Part III). Thayer, Updegraff and Delegado 

(2008) also found that girls use solution oriented strategies more when 

compared to boys. The results obtained in the present study indicated that 

positive behaviours can be reinforced in both males and females. Gender 

differences were observed for CRP at pre assessment where males were 

found to have lower scores than females showing statistically significant 

difference for most of the dimensions. But these differences were not 

evident at the post assessment. 

 

Pendharkar (1995) found girls showing more positive attitude towards 

conflict both at pre and post assessment, however the intervention did have 

positive effect on boys indicating their receptiveness.  

 

Contrary to this Yablon (2009) in his study found gender differences where 

girls being more dovish than boys in both pre and post assessment. 



 

 

In another study Turnuku, Kacmaz, Gurler, Turk, kalender, Zengin and 

Sevkin (2010a) reported that conflict resolution training program was 

ineffective among girl participants.  

 
The moderate correlation obtained for the cognitive, emotional and 

behavioural dimensions of moral intelligence with overall CRP in the 

present study indicates that  nurturing moral skills in adolescents will in turn 

reflect on adolescents using solution oriented strategies when faced with 

conflicts. 

 
The follow-up assessment indicated that for adolescents to retain what is 

learnt teaching should be on a continuous basis having no breaks in between 

 
The “strongly significant” statistical results observed in the present study 

could be attributed to intense and year long duration, activity based learning, 

interaction in smaller groups and capitalizing on participants own 

experiences.  This is further justified under methods used for teaching, 

duration of the program and the friendly atmosphere (environment) 

that prevailed during the intervention program as indicated below. 

 

 

 



 

 

Methods used for teaching 

 

Change can only come about when one examines new knowledge against 

one’s current understandings (Doolittle & Camp, 1999).  The interactive 

modules used for the intervention gave participants ample opportunities to 

think in their own terms the concept /value/skill being taught. 

Programs which were effective used interactive teaching methods that 

incorporated behavioral and social skills training (Dishion, 2004; Elliott, 

2004). The finding of the present study is in tune with this observation. In 

contrast, the following types of programs have been found to be ineffective 

and, in fact, make violence problems worse: programs that utilize scare 

tactics, “tough love,” and adults lecturing at students (Dishion, 2004). 

 

Many experimental studies have supported the success of intervention which 

used interactive teaching methods (Johnson & Johnson, 1997; Johnson, 

Johnson, Dudley, Mitchell, & Fredrickson, 1997; Greenberg, Kusche, & 

Mihalic, 1998; Prothrow-Stith, 1998; Hopp, Horn, McGraw & Meyer 

2000 ; Roberts, White, & Yeomans, 2004; Malm & Lofgren 2007; 

Magdelana 2009)). 

 



 

 

Experiments show that simply “going through the motions” of making a 

facial expression can make us experience the associated emotion. 

Researchers have asked people to imitate certain facial expressions; they 

have detected changes in brain activity that is characteristic of the 

corresponding emotions. People also experience changes in heart rate, skin 

conductance, body temperature (Decety and Jackson 2004). This indicates 

that experiences participants feel while doing activities like role play, demos 

can influence and bring about change.  

Helwig  Ryerson & Prencipe (2008) found that older participants were 

more likely than younger participants (7–8-year-olds) to distinguish value 

education methods that stimulated children's rational thought processes and 

active involvement, and to coordinate factors such as the age of agents and 

the context of implementation in their judgments and reasoning. 

In the present study active involvement of participants could have helped 

them relate their learning to their own life thereby facilitating the application 

of values and skills in different contexts as when situations demanded (as 

reflected through qualitative data).  

 

 



 

 

 

Friendly  atmosphere 

 

A Friendly, nonjudgemental environment maintained throughout the 

program, with freedom to express themselves freely could also have 

influenced the results obtained.  Brophy (cited in Bentro & Van Bockern, 

1994) asserts that the quality of human relationships in a classroom may be 

more influential than the specific interventions used. This implies educators 

to ensure that issues involving fairness and morality are identified and 

discussed sensitively in a positive atmosphere where adolescents are 

encouraged to express themselves, ask questions, clarify their values, and 

evaluate their reasoning (Santilli & Hudson, 1992; Eisenberg, Carlo, 

Murphy, & Van Court, 1995). 

 

During the intervention student’s own experiences were capitalized where a 

Participants experience (conflict with classmate, sibling) was shared and the 

entire group would either discuss or through role plays offer alternatives to 

solve their problem. This also helped to create a bond between students. 

 

 

 



 

 

 

 Duration of the program 

 

Mahoney and Patterson (1992) highlighted that core beliefs and 

assumptions are often extremely difficult to change.  For any new learning to 

take shape into action require good amount of time.  Longer interventions 

allow developing a skill to be practiced effectively. Reinforcing often times 

takes place during an intervention program, when a participant brings to the 

program real life problems and looks for solutions in the program. 

 

Scheckner and Rollin (2003) suggested intervention to be of longer 

duration. Beran and Tutty (2002) tested whether implementation of various 

lengths of time (2-years, 1-year and 3-months) impacted outcomes. Students 

exposed to the program for longer periods (2 years) scored significantly 

higher on positive attitudes towards victims compared to students 

participating for shorter times. 

 

Mergler (2007) who investigated “personal responsibility” did not find the 

study effective on the quantitative measures used. The researcher attributed 

this to short duration (3 months) of the program. 

 



 

 

In contrast to findings of the present study Shuval, Pillsbury, McGruder, 

Mckinney, Massey & Groce (2010) found that the effect of a yearlong 

conflict resolution intervention was insignificant on many of the measures. 

 

To conclude it could be said that moral education program offered through a 

process curriculum approach facilitates peaceful conflict negotiations among 

early adolescents especially when the cognitive, emotional and behavioural 

components are interwoven into the program. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

 

 
 
 



 

 

 
 
 
 



 

 

 
 

 
 



 

 

                                                CHAPTER V 
 

SUMMARY AND CONCLUSION 
 
 

The preamble of the UNO charter says ‘Wars are born in the minds of men 

and therefore defenses of peace must be built’. This emphasizes on 

developing values, skills and attitudes in individuals to uphold moral 

principles of fairness, welfare and respect to rights. Today we are witnessing 

violence to be growing rapidly. Faith in violence as quick-fix problem-server 

is an emerging epidemic (NCF, 2005). Ironically growth in moral values 

development has not kept pace with the increase in violence (Rayburn & 

Richmond, 2001). 

 

Education is considered to be the guiding force to foster moral growth. 

Schools have been envisioned as places in which significant nurturing of 

students occurs (Rayburn, 2004). The role of schools in cultivating the 

values and skills has been emphasized by various commissions and 

committees in the post-independence period right from the Secondary 

education commission of 1952-53 to National Policy of education (1986). 

 

Schools have the potential to cater to students’ moral development by 

providing an atmosphere conducive for its growth, by offering educational 

tools to reflect on moral issues as a distinct curriculum. The education 



 

 

provided must be age appropriate for it to be effective. For Upper 

elementary-age children, curriculum must acknowledge and understand the 

“socio-centric” stage (Pearson, 2000). Students at this stage would come 

under the period of “adolescence”.  

 

Adolescence is a stage of major development. Formal operations are the 

hallmark of this stage.  Adolescents, due to the complex cognitive changes 

are able to analyse, question, extrapolate, and deduce newly influential 

philosophical and moral concerns (Mergler, 2007). Increased experience of 

conflict is another major feature of this period which can be utilized as 

fertile ground to instill values and skills for moral growth.  

 

Doolittle and Camp (1999) argue that students must be encouraged to 

become self-regulatory and self-aware. Requiring students to reflect on their 

choices and the thinking that led to these choices is a valuable way to assist 

students in monitoring and controlling their thought processes (Boekaerts, 

2002). 

 

Therefore the present study was taken up to develop a moral education 

program, designed to be offered through a process curriculum approach to 

facilitate peaceful conflict negotiations among early adolescents.  



 

 

The current study addressed 2 issues, firstly, to find out the current approach 

to moral education in the selected representative schools of Bangalore city; 

and  Secondly, to study the effectiveness of a moral education program in 

facilitating peaceful conflict negotiations among early adolescents when 

offered through process curriculum approach. 

 

1. Current approach to moral education in the selected schools of 

Bangalore city  

Survey of 31 representative schools (government, private and missionary) in 

Bangalore city was carried out to elicit information on the current approach 

to moral education. The findings of the study indicated that  

 The techniques used by the schools to impart moral education appear to 

be inadequate as majority of the schools do not go beyond storytelling 

and sermonizing, thereby minimizing the opportunity for fostering 

cognitive, emotional and behavioural capacities in students to deal with 

moral issue. The survey found no deliberate efforts made by schools to 

address the issue of conflict except for expecting students to refrain 

from engaging in conflicts. 

 



 

 

2. Effectiveness of a moral education program offered through process 

curriculum approach 

A field experiment with quasi experimental pretest-posttest control group 

design was carried out to study the effectiveness of a moral education 

program in facilitating peaceful conflict negotiations among early 

adolescents when offered through process curriculum approach. 

It was hypothesized that  

 there will be no significant effect of the intervention program on 

cognitive, emotional and behavioural dimensions of moral 

intelligence;  

 there will be no significant effect of the intervention program on the 

intra and interpersonal dimensions of conflict resolution patterns,  

 no significant difference between the genders observed for the effect 

of the intervention program;  

 there will be no significant retention effect of the intervention 

program on cognitive, emotional and behavioural dimensions of moral 

intelligence,  

 there will be no significant retention effect of the intervention 

program on the intra and interpersonal dimensions of conflict 

resolution patterns. 



 

 

The salient findings of the pre-post test study are: 

 

  Strongly significant differences between the experimental and 

control groups was observed for the cognitive, emotional and 

behavioural dimensions of moral intelligence when the post 

assessment data were considered. 

 

 When the effect size was considered, the study found a very large 

effect on the cognitive, emotional and behavioural dimensions of 

moral intelligence. 

 
 

 Strongly significant differences between the experimental and 

control groups were observed for the Intra and Interpersonal 

dimensions of conflict resolution pattern when the post assessment 

data were considered. Similar results were found for all the sub-

dimensions of interpersonal conflicts viz Family (parents and 

siblings), friendship (with school friends and neighbourhood friends) 

and casual contacts. 

 

 When the effect size was considered the study found a very large 

effect on the Intra and Interpersonal dimensions of Conflict resolution 

pattern. Similar effect size was found for all the sub-dimensions of 



 

 

interpersonal conflicts viz Family (parents and siblings), friendship 

(with school friends and neighbourhood friends) and casual contacts. 

 The intervention had very large effect on both males and females for 

all the dimensions of moral intelligence viz cognitive, emotional and 

behavioural dimensions. 

 The intervention had very large effect on both males and females for 

both Intrapersonal and interpersonal dimensions of conflict resolution 

pattern. 

  The follow-up assessment scores had decreased when compared to 

post assessment indicating a strongly significant difference in the 

cognitive, emotional and behavioural dimensions of moral 

intelligence. 

 There was no significant difference found when follow-up 

assessment scores were compared with post assessment for the intra 

and interpersonal dimension of conflict resolution pattern expect for a 

moderately significant difference found for the “friends in the 

neighbourhood”, a sub-dimension of interpersonal dimension. 

 

 

 



 

 

CONCLUSION 

School is a place looked upon as the facilitator for all round development of 

the students. Despite this fact education is largely viewed as an agent to 

produce academically intelligent children. Society is an enduring unit which 

is passed on to every next generation for which we need people who are not 

only academically intelligent, but also morally intelligent.  

 

Conflict is one of the major causes disturbing the peace of the society. To 

combat conflicts, peaceful conflict resolution skills have to be fostered at 

individual level. By providing students opportunities to engage actively 

through thoughts (cognition), feelings (emotion) and action (behavior) they 

can be helped to understand how small  issues of day-to-day life seeks the 

application of moral principles. 

 

From the results of the present study it can be concluded that moral 

education program when offered through process curriculum approach, 

which is interactive influences the cognitive, emotional and behavioural 

dimensions of moral intelligence thereby facilitating skills for peaceful 

resolution of conflicts among early adolescents. The present intervention 

developed on the principles of experiential learning, situated learning and 

constructivism provide students ample opportunities to learn and relate the 



 

 

concepts taught to their real life. Also the approach provides scope for 

students to try out practical ways of dealing with moral issues.  

 

RECOMMENDATIONS 

 Schools must reconsider their forgotten moral responsibility of raising 

moral citizens. 

 It is imperative for educators to view moral education as more than a 

subject with specific content and not be refrained to a particular moral 

text. 

 There is a need to sensitize educators to design need based 

interventional programs enriched with students own experiences in 

which they are actively involved. 

 Schools engaging in moral education as a distinct curriculum should 

consider the inclusion of cognitive, emotional and behavioral 

dimensions of moral intelligence. 

 
 
 
 
 
 
 
 
 
 



 

 

REFERENCES 

 

Adams, R., & Laursen , B. (2001). The organization and dynamics of adolescent 
conflict with  parents and friends. Journal of Marriage and the Family, 63, 97-
111. 

Allison,B.N.( 2000). Parent-Adolescent Conflict In Early Adolescence:Research 
And Implications For Middle school Programs. Journal of Family and Consumer 
Sciences Education, 18(2),1-6 
 
Anandavalli mahadevan, “Change your attitude towards moral education”, 
teachers told, Tuesday, February 3rd 2004. The Hindu , Online edition of India's 
National Newspaper. Retrived on 25-10-2011 from  
http://www.hindu.com/2004/02/03/stories/2004020311470300.htm 
 
Anderson, L. & Krathwohl, D. A .(2001) Taxonomy for Learning, Teaching and 
Assessing: A Revision of Bloom's Taxonomy of Educational Objectives New York: 
Longman 
 
Aos, S. (2004, October). Costs and benefits of different prevention and 
intervention systems. In Interventions to reduce violence and related behaviors: 
Commonalities, costs, and practice. Symposium conducted at National Institutes 
of Health State-of-the-Science Conference: Preventing Violence and Related 
Health-Risking Social Behaviors in Adolescents, Bethesda, MD. 
 
Apsey, L. (1960). Transforming power for peace. Philadelphia, PA: Friends 
General Conference 
 
Association of Supervision and Curriculum Development Panel on Moral 
Education. (1988). Moral education in the life of the school. Educational 
Leadership, 45(8), 4-8. 
 
Atman, (1982). Adult education: Foundations of practice. New York: Harper & 
Row. Savage, Tom (1999). Teaching Self-Control through Management and 
Discipline. Boston: Allyn and Bacon 
 
Ayas,T., Deniz.M., Kağan.M., &Kenç.M.F. (2010) . An investigation  of 
conflict resolution strategies of adolescents. Procedia Social and behavioral 
Sciences 2, 3545-3551.doi:10.1016/j.sbspro.2010.03.549 
 



 

 

Bagwell, C.L, & Coie, J.D. (2004).The best friendships of aggressive boys: 
relationship quality, conflict management, and rule-breaking behavior. Journal of 
Experimental child Psychology,88(1),5-24. 

Beran, T.N., & Tutty, L. (2002). An evaluation of the Dare to Care: Bully 
Proofing Your School Program. Unpublished. Calgary, AB: RESOLVE Alberta 

Bentro, L. & Van Bockern, S. (1994). Courage for the discouraged: A psycho 
educational approach to troubled and troubling children. Focus on Exceptional 
Children, 26(8), 1-15. 

Black,KA. (2000). Gender differences in adolescents' behavior during conflict 
resolution tasks with best friends.Adolescence, 35(139),499-512. 
 
Bloom, B., Englehart, M., Furst, E., Hill, W., & Krathwohl, D. (1956). Taxonomy 
of educational objectives: Cognitive domain. New York: Longmans Green 
 
Boekaerts, M. (2002). Meeting challenges in a classroom context. In E. 
Frydenberg (Ed.), Beyond coping: Meeting goals, visions, and challenges (pp. 
129-147).New York: Oxford University Press. 
 
Borba, M. (2001). Building moral intelligence. Jossey-Bass 

Borbely, C.J.,Graber, J.A., Nichols,T., Brooks-Gunn,J., & Botvin,G. (2005). Sixth 
Graders’ Conflict Resolution in Role Plays with a Peer, Parent, and Teacher . 
Journal of Youth and Adolescence 34(4), 279-291.DOI: 10.1007/s10964-005-
5751-8 

Bosworth, K., Espelage, D.L., DuBay, T., Daytner, G., & Karageorge, K. (2000). 
A preliminary evaluation of a multimedia violence prevention program for early 
adolescents. American Journal of Health Behavior, 24(4), 268-280.  

Brabeck, M, Kenny, M., Stryker, S., Tollefson, T., Stern Strom, M. (1994). 
Human rights education through ‘Facing History and Ourselves’ program. Journal 
of Moral Education, 23(3): 333-347. 
 
Brannon, D (2008) Character Education--A Joint Responsibility . Eric doc 
EJ799022 
 
Brophy, J. (1987). Synthesis of research on strategies for motivating students to 
learn. Educational Leadership. ASCD. October. 



 

 

 
 
Brown, B. B. (1990). Peer groups and peer cultures. In S. S. Feldman & G. R. 
Elliott (Eds.), At the threshold: The developing adolescent (pp. 171-196). 
Cambridge, MA: Harvard University Press. 
 
Bruner, J. S. (1966). Toward a theory of instruction. Cambridge Mass: Harvard 
University Press. 
 
Buckley, G.J. (1998). Adler's birth order traits.Retrived September 13, 2011 from 
http://www.student.richmond.edu/~gbuckley/mostly_adler.html  
 
 
Buhrmester,D., &Furman,W. (1990). Perceptions of Sibling Relationships during 
Middle Childhood and Adolescence.Child development, 61,1387-1398. 
 
 
Butovskaya , M.L.,Timentschik,V.M.,&  Burkova,V.N. (2007). Aggression, 
conflict resolution, popularity, and attitude to school in Russian 
adolescents.Aggresive Behaviour,33(2),170-183. 
 
 
Byrnes, J. P. (2003). Cognitive development during adolescence. In G. R. Adams 
& M. D. Berzonsky (Eds.), Blackwell handbook of adolescence (pp. 227-
246).Oxford, MA: Blackwell Publishing. 
 
Calvete E, Cardeñoso O.(2005). Gender differences in cognitive vulnerability to 
depression and behavior problems in adolescents.Journal of Abnormal Child 
Psychology..33(2):179-92. 
 
Canary, D. J., Cupach, W. R., & Messman, S. J. (1995). Relationship conflict: 
Conflict in parent-child, friendship, and work relationships. Thousand Oaks, CA: 
Sage. 
 
Carlo ,G., Koller,S.H., Eisenberg ,E., Da Silva,M.S.,& Frohlich,C.B.(1996) .A 
Cross-National Study on the Relations Among Prosocial Moral Reasoning, Gender 
Role Orientations, and Prosocial Behaviors. Developmental Psychology,32(2), 
231-240. 
 
Carlo,G., Mestre,M.V.,SamperP.,  Tur,A.  Armenta .(2010). The longitudinal 
relations among dimensions of parenting styles, sympathy, prosocial moral 
reasoning, and prosocial behaviors .International Journal of Behavioral 
Development .35,116-124, doi:10.1177/0165025410375921 



 

 

 
Catterall,J.S. (2007). Enhancing Peer Conflict Resolution Skills through Drama: 
An Experimental Study. Research in Drama Education, 12(2), 163-178 . 
 
Chang, T., & Asher, S. R. (1996). Children's goals and strategies in peer conflict 
situations. Merrill-Palmer Quarterly, 42, 125-147. 
 
Chaudhary, M. and Kaur, P. (1993). Impact of home environment on moral values 
of Children. Prachi J Psychocultural Dimensions, 9, 39-43  
 
Cheng, K. (1998). “Looking into Cultural Differences.” Peabody Journal of 
Education 73(92). 
 
 
Clarken,R.H.(2009).  Moral Intelligence in the Schools.  Paper presented at the 
annual meeting of the Michigan Academy of Sciences, Arts and Letters  Wayne 
State University, Detroit, MI, 
 
Coke, J.S,& Batson, C.D,& McDavis,K. (1978).Empathic mediation of helping: a 
two-stage model. J. Personal. Soc. Psychol. 36,752–766. 
 
Collaborative for Academic, Social and Emotional Learning. (2003). Safe and 
sound : An educational leader’s guide to evidence-based social and emotional 
learning (SEL) programs.Chicago:Author 
 
Colsman,M., & Wulfert,E. (2002). Conflict resolution style as an indicator of 
adolescents' substance use and other problem behaviors. Addictive Behaviours, 
27(4),633-48. 
 
 
Crain, W.C. (1985). Theories of Development (2Rev ed.). Prentice-Hall. 
 
Crick, N.R., & Dodge, K.A. (1994). A review and reformulation of social 
information processing mechanisms in children’s social adjustment. Psychological 
Bulletin, 115, 74-101. 
 
De, Anuradha and Dreze, Jean.(1999) Public Report on Basic Education in India. 
Oxford University Press, Oxford. 
 
Decety J and Jackson PL. 2004. The functional architecture of human empathy. 
Behavioral and cognitive neuroscience reviews 3(2):71-100. 
 



 

 

Dembo, M. H., & Eaton, M. J. (2000). Self-regulation of academic learning in 
middle-level schools. The Elementary School Journal, 100(5), 473-491. 
 
Derntl B, Finkelmeyer A, Eickhoff S, Kellermann T, Falkenberg DI, Schneider F, 
Habel U.(2010). Multidimensional assessment of empathic abilities: neural 
correlates and gender differences. Psychoneuroendocrinology, 35(1),67-82. 
 
Deutsch, M. (1973). Conflicts: Productive and destructive. In Jandt F. E. 
(Ed),Conflict resolution through communication, New York: Harper & Row. 
 
 Dharmakumar,V.S.( January 23, 2008). Bullying becomes lethal, Retrieved June 
15, 2010 from 
http://www.sarkaritel.com/news_and_features/infa/january08/23shootout_school.h
tm 
 
 
Dishion, T. J. (2004, October). Features of ineffective and/or unsafe interventions. 
In Interventions to reduce violence and related behaviors: Commonalities, costs, 
and practice. Symposium conducted at National Institutes of Health State-of-the-
Science Conference: Preventing Violence and Related Health-Risking Social 
Behaviors in Adolescents, Bethesda, MD. 
 
Doherty, B. (1998). Blame society first. Reason, 30(2), 8. 
 
Doolittle, P. E., & Camp, W. G. (1999). Constructivism: The career and technical 
education perspective. Journal of Vocational and Technical Education, 16(1), 23-
46. 
 
Dudley, B.S., Johnson, D.W. & Johnson, R.T.(1996) Conflict-Resolution Training 
and Middle School’s Integrative Negotiation Behaviour. Journal of Applies Social 
Psychology.26,22,2038-2052 doi:10.1111/j.1559-18161996.tb01786.x 
 
Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D. and Schellinger, 
K. B. (2011), The Impact of Enhancing Students’ Social and Emotional Learning: 
A Meta-Analysis of School-Based Universal Interventions. Child Development, 
82: 405–432. doi: 10.1111/j.1467-8624.2010.01564.x 
 
 Dymnicki,A.B., Antônio, T., & Henry,D.B. (2011). Levels and growth of specific 
and general norms for nonviolence among middle school students.Journal of 
Adolescence, 34( 5), 965-976. doi:10.1016/j.adolescence.2010.11.012 
 
Eisenberg, N., Carlo, G. Murphy, B., & Van Court, P. (1995). Prosocial behavior 
in late adolescence: A longitudinalstudy. Child Development, 66, 1179-1197. 



 

 

 
Eisenberg, N., & Morris, A. S. (2004). Moral cognitions and prosocial responding 
in adolescence. In R. M. Lerner & L. Steinberg (Eds.), Handbook of adolescent 
psychology (2nd ed., pp. 155-188). Hoboken, NJ: John Wiley. 
 
Elliot, D. S. (2004, October). Commonalities among safe and effective 
interventions. In Interventions to reduce violence and related behaviors: 
Commonalities, costs, and practice. Symposium conducted at National Institutes 
of Health State-of-the-Science Conference: Preventing Violence and Related 
Health- Risking Social Behaviors in Adolescents, Bethesda, MD. 
 
Emmet, D. (1966) Rules, roles and relations. Boston, Beacon Press, (p.53). 
 
Feshbach, N.D.(1975). Empathy in children: some theoretical and empirical 
considerations. Couns. Psychol. 5,25–30. 
 
Flieller,A. (1999). Comparison of the development of formal thought in adolescent 
cohorts aged 10 to 15 years (1967–1996 and 1972–1993). Developmental 
Psychology,  35(4), 1048-1058. 
 

Friedman, W.J.,Robinson,A.B., & Friedman .(1987). Sex Differences in Moral 
Judgments? A Test of Gilligan's Theory. Psychology of Women Quarterly March. 
11 (1), 37-46. doi: 10.1111/j.14716402.1987.tb00772.x 

Gabler, I. C., & Schroeder, M. (2003). Constructivist methods for the secondary 
classroom. Boston: Pearson Education. 
 
Gallagher, T. (2001) Equal Opportunities Commission Conference on Boys and 
Girls in the 21st Century: Gender Differences in Learning. Retrieved September 
23, 2010 from http://www.eoc.org.hk/TE/edu/gendiff 
 
Gasser,L.,Keller,M.(2009).Are the Competent the Morally Good? Perspective 
Taking and Moral Motivation of Children Involved in Bullying.Social 
Development.18(4), 798–816, DOI: 10.1111/j.1467-9507.2008.00516.x 
 
Gervais,M. (2006) .Exploring Moral Values with Young Adolescents Through 
Process Drama . International Journal of Education & the Arts,7(2),1-34. 
 
 
Gibbons ,K.(2010).Circle Justice: A Creative Arts Approach to Conflict 
Resolution in the Classroom. Art Therapy: Journal of the American Art Therapy 
Association, 27 (2) 84-89. 



 

 

 
Giles, I. (1999). An examination of persistence and dropout in the online 
computer-conferenced classroom[Electronic version]. Dissertation retrieved April 
18, 2011 from http://scholar.lib.vt.edu/theses/available/etd-041999-
174015/unrestricted/chap_2.pdf 
 
Gill & Jaswal (2007). Impact of Parent’s Education and Occupation on Children 
for Learning Values Through ‘Teaching Values’ Programme.Journal of Human 
Ecology. 21(3), 185-189. 
 
Gilligan, C. (1987). Adolescent development reconsidered. New Directions for 
Child Development, 37(Fall), 63-92. 
 
Goldstein.T & Winner.E (In press).Enhancing Empathy and Theory oh 
Mind.Journal of cognitive development. Retrieved on 25 october 2011 from 
http://yale.academia.edu/ThaliaGoldstein/Papers/469244/Enhancing_Empathy_an
d_Theory_of_Mind 
 
 
Goodwin, M. P., and Roscoe. B. (1990). Sibling violence and agonistic 
interactions among middle adolescents.Adolescence ,15:,451–467. 
 
Greenberg, M. T., Kusche, C., & Mihalic, S. F. (1998). Blueprints for violence 
prevention, Book 10: Promoting alternative thinking strategies (PATHS). Boulder, 
CO: Center for the Study and Prevention of Violence. 
 
Grusec, J. E., Goodnow, J. J., & Kuczynski, L. (2000). New directions in analyses 
of parenting contributions to children’s internalization of values. Child 
Development, 71, 205–211. 
 
Gullota, T. P., Adams, G. R., & Markstrom, C. A. (1999). The adolescent 
experience (4th ed.). San Diego, CA: Academic Press. 
 
Gump, L.S., Baker,R.C.,& Roll.(2004). The Moral Justification Scale: Reliability 
And Validity Of A New Measure Of Care And Justice Orientations. Retrieved 
April 12 , 2011, from 
http://findarticles.com/p/articles/mi_m2248/is_137_35/ai_62958276/ 
 
 
Gomberg, A., Zadzora, K., Walter, R.,& Narvaez, D. (2005).How Good Are 
Children at Rating the Ethical Content of Moral Stories?. Paper presented at the 
Annual Meeting of the Association for Moral Education ,Cambridge, MA. 
 



 

 

Government of India,Ministry of Education, Report of the Secondary Education 
Commission,Madra,1953 
 
Haidt, J. (2003). The moral emotions. In R. J. Davidson, K. R. Scherer, & H. H. 
Goldsmith (Eds.), Handbook of affective sciences .(pp. 852-870). Oxford : Oxford 
University Press. 
 
Hay, D. F. (1984). Social conflict in early childhood. In G. Whitehurst (Ed.), 
Annals of Child Development, 1, 1–44. 
 
Hay, I., Byrne, M., Butler, C.(2000). Evaluation of a Conflict-Resolution and 
Problem-Solving Programme to Enhance Adolescents' Self-Concept. British 
Journal of Guidance & Counselling, 28(1),101-113. 
 
Helwig , C. C., Ryerson, R., & Prencipe, A. (2008). Children's, adolescents', and 
adults' judgments and reasoning about different methods of teaching values. 
Cognitive Development, 23, 119-135. 
 
Hopp, M.A.,Horn, C.L.,McGraw,K. and Meyer,J.(2000). Improving students 
ability To Problem Solve Through Social Skills Instruction. Eric doc ED 447907 
 
Horn,S.S., Daddis,C., & Killer,M.2008.(2008).Peer Relationships and Social 
group:Implications for Moral education. In Nucci, L., & Narvaez,D.(Eds) 
Handbook of moral and character education , (pp.267-283),Routledge,New York. 
 
HortaCsu,N.(1995).Parents Education Levels, Parents’ Beliefs and Child 
Outcome. Journal of Genetic Psychology,156,373. 
 
Jacob,E.(2004). To Cheat or Not to Cheat: Effects of Moral Perspective and  
Situational Variables on Students' Attitudes . Journal of Moral Education, 33 
(2),163-178. 
 
James, V.H. and Owens, L.D. (2004). Peer Victimisation and Conflict Resolution 
Among Adolescent Girls in a Single-sex South Australian School. International 
Education Journal ,5(1),37-49. 
 
 
Jassen-Campbell,L.A.,& Graziano,W.( 2000).Beyond the School Yard: 
Relationships as Moderators of Daily Interpersonal Conflict. Pers Soc Psychol 
Bull. 26(8), 923-935. doi:10.1177/01461672002610003 
 
Jayalakshmi venugopal. (October, 14, 2008). Bullying high in schools in North 
India.Retrived June 16 , 2010 from 



 

 

http://www.dnaindia.com/bangalore/report_bullying-high-in-schools-in-north-
india_1198011-all 
 
Johnston, C. (1994). Identifying a student’s learning connection. Paper presented 
at The Twentieth Convening of the British Educational Research Association, St. 
Anne's College, Oxford University. 
 
Johnson, D. W., & Johnson, R. T. (1996). Conflict resolution and peer mediation 
programs in elementary and secondary schools: A review of the research. Review 
of Educational Research, 66, 459-506. 
 
Johnson, D. W., & Johnson, R. T. (1997). Conflict resolution and peer mediation 
programs in elementary and secondary schools: A review of the research. Review 
of Educational Research, 66 (4), 459–506. 
 
Johnson, D. W., Johnson, R. T., Dudley, B., Mitchell, J., & Fredrickson, J. (1997). 
The impact of conflict resolution training on middle school students. Journal of 
Social Psychology, 137(1), 11–21. 
 
Johnson, D.W., & Johnson, R. (1995). Teaching students to be peace makers. 
Edina, MN: Interaction Book Company. 
 
Johnson,D.W.,& Johnson,R.T.(2008).Social interdependence, moral character and 
moral education. In Nucci, L., & Narvaez,D.(Eds) Handbook of moral and 
character education , (pp.204-229), New York. Routledge. 
 
Jones, T. S., & Brinkman, H. (1994). "Teach your children well": 
Recommendations for peer mediation programs. In J. P. Folger and T. S.Jones 
(Eds.), New directions in mediation: Communication research and perspectives 
(pp. 159-176), Thousand Oaks, CA: Sage 
 
Jovanovic, J., & Dreves, C. (1996). "Math, Science, and Girls: Can We Close the 
Gender Gap?" National Network for Child Care. Retrieved September 23, 2011 
from http://www.nncc.org/Curriculum/sac52_math.science.girls.html 
 
 
Kalam(2010, January 4). There must be education along with moral values: 
Kalam. Retrived  on November 7,2010 , from 
http://articles.timesofindia.indiatimes.com/2010-01-
04/india/28132200_1_spirituality-religion-moral-values 
 
Kang, T. and Thakur, S. (2004). Parenting as related to development of moral 
values and judgement. Psycholingua, 34(2), 137-139 . 



 

 

 
Kochenderfer-Ladd,B.(2004). Peer Victimization: The Role of Emotions in 
Adaptive and Maladaptive Coping. Social Development,13(3),329-349. 
 
Kohlberg, L. (1969). "Stage and Sequence: The Cognitive-Developmental 
Approach to Socialization." In The Handbook of Socialization Theory and 
Research, ed. David A. G. Chicago: Rand McNally. 
 
Kohlberg, Lawrence (1981). Essays on Moral Development, Vol. I: The 
Philosophy of Moral Development. San Francisco, CA: Harper & Row 
 
Kolb, D. A. (1984) Experiential Learning: Experience as the Source of Learning 
and Development. Englewood Cliffs, N.J: Prentice-Hall, Inc. 
 
Krathwohl, D., Bloom, B., & Masia, B. (1964). Taxonomy of educational 
objectives: Affective domain. New York: McKay. 
 
Kroll, J.,& Egan, E. (2004). Psychiatry, moral worry, and moral emotions. J. 
Psychiatr. Pract. 10,352–360. 
 
Kuala Lumpur Declaration on Education (1993) Final report. The Sixth Meeting 
of Ministers of Education in Asia and the Pacific, Kuala Lumpur, Paris. (p.31). 
 
 
Kumar,H.,(2008).Essentials For Value Education.Indian journal of Science and 
Technology,1(5), 1-3. 
 
Laursen, B. (1993). Conflict management among close friends. In B. Laursen 
(Ed.), Close friendships in adolescence: New directions for child development (pp. 
39-54). San Francisco: Jossey-Bass. 
 

Laursen, B. (1996).  Closeness and conflict in adolescent peer relationships:  
Interdependence with friends and romantic partners.  In W. M. Bukowski, A. F. 
Newcomb, & W. W. Hartup (Eds.), The company they keep:  Friendships in 
childhood and adolescence (pp. 186-210).  New York:  Cambridge University 
Press. 

 
Laursen, B., & Collins, W. A. (1994). Interpersonal conflict during adolescence. 
Psychological Bulletin, 115, 197–209.  
 



 

 

Laursen, B., Finkelstein, B.D., & Townsend Betts N. (2001). A developmental 
meta-analysis of peer conflict resolution. Developmental Review, 2,423–449. 
 
 
Laursen, B.,Finkelstein ,B.D., & Bett,N.T.(2002). A Developmental Meta-
Analysis of Peer Conflict Resolution. The entity from which ERIC acquires the 
content, including journal, organization, and conference names, or by means of 
online submission from the author.Developmental Review , 21(4),423-449. 
 
 Lave, J. (1988). Cognition in Practice: Mind, mathematics, and culture in 
everyday life. Cambridge, UK: Cambridge University Press.  
 
Lave, J., & Wenger, E. (1990). Situated Learning: Legitimate Periperal 
Participation. Cambridge, UK: Cambridge University Press. 
 
Lennick. D., & Kiel, F. (2005). Moral intelligence: Enhancing business 
performance & leadership success. New Jersey: Wharton School Publishing 
 
Lindeman, M., Harakka, T., & Keltikangas-Jaervinen, L. (1997). Age and gender 
differences in adolescents' reactions to conflict situations: Aggression, 
prosociality, and withdrawal. Journal of Youth and Adolescence, 26, 339-351. 
 
Magdelana,L.F.(2009).The Effects of  Social Skills Training on Junior Secondary 
School Students. Retrived on march 25 , 2011 from 
http://hub.hku.hk/handle/10722/55069 
 
Mahoney, M. J., & Patterson, K. M. (1992). Changing theories of change: Recent 
developments in counselling. In S. D. Brown & R. W. Lent (Eds.), Handbook of 
counselling psychology. (2nd ed., pp. 665-689). New York: John Wiley. 
 
 
Malm,L., & Lofgren,H. (2007) Empowering students to handle conflicts through 
the use of drama. Journal of Peace Education 4(1),1-20. 
DOI:10.1080/17400200601171164 
 
Manning, C.F., Mohole, K., & Goodman Research Group (2002). The Lesson One 
program results of a controlled pre and post study. Unpublished. Cambridge, MA: 
Goodman Research Group, Inc. Available from the Lesson One Foundation, Inc. 
 
McGillicuddy-De Lisi ,A.V., Sullivan, B.,& Hughes ,M.B.(2003).The effects of 
interpersonal relationship and charester gender on adolescent’s resolutions of 
moral dilemmas. Applied Developmental Psychology,23,655-669. 
 



 

 

McHenry,I.( 2000).Conflicts In Schools:A Fertile ground for moral Growth.Phi 
delta Kappan, 82(3),223-228. 
 
McMahon, S.D., Wernsman,J. ,& Parnes,A.L.(2006). Understanding prosocial 
behavior: the impact of empathy and gender among African American 
adolescents. Journal of Adolescent Health,39(1), 135-137. 
 
Medrano,C., &  De la Caba,M.A.(1994) .A Model of Intervention for Improving 
Moral Reasoning: an experiment in the Basque country. Journal of Moral 
Education 23(4),427-437. DOI:10.1080/0305724940230404 
 
Mehta, S., & Whitebread, D. (2004). Philosophy for children and moral 
development inthe Indian context. First Global Conference on Philosophy with 
Children . Retrieved May 7, 2009, From  http://www.inter-
disciplinary.net/ati/education/cp/cp1/mehta%20paper.pdf 
 
 
Mergler.A.(2007) Personal responsibility:The creation, implementation and 
evaluation of a school-based program. Retrieved  October 8,2011 from 
http://eprints.qut.edu.au/16382/1/Amanda_Mergler_Thesis.pdf 
 
 
Montemayor, R, and Hanson, E. (1985). A naturalistic view of confl ict between 
adolescents and their parents and siblings. J. Early Adolesc. 5: 23–30 
 
Murray-Close, Crick, & Galotti   Murray-Close,D., Crick,N.R., & 
Galotti,K.M.(2006). Children's Moral Reasoning Regarding Physical and 
Relational Aggression. Social Development.15(3), 345–372, DOI: 10.1111/j.1467-
9507.2006.00346.x 
 
Musgrave, P.W. (1978) The Moral Curriculum: A Sociological Analysis. London: 
Methuen & Co. Ltd 
 
Nanda, R.T. (1997) Contemporary Approaches to Value Education in India., New 
Delhi. Regency Publications. 
 
National Policy on Education, 1986, Government of India 
 
NCERT(1992). Fifth All-India Educational Survey 1992. National Council for 
Educational Research and Training, New Delhi. (pp.403). 
 
National curriculrm Framework (NCF). (2005). National Focus Group on Aims of 
Education. National Council for Educational Research and Training, New Delhi.  



 

 

 
Newton, G. B. (1984). A study of selected factors related to moral development in 
children ages seven to ten.Diss. Abstr. Int. A 44(9): 2707 (Cited from Abstr in 
Education Abstracts Order No.DA 8329192). 
 
Norcia,V.D.( 2003).Moral Intelligence. Retrived March 21, 2011 from 
http://dinorcia.net/moral.intelligence.php 
 
Nucci,L.(1997). Moral Development and Character Formation. In Walberg, H. J. 
& Haertel, G. D,Psychology and educational practice (pp. 127-157).Berkeley: 
MacCarchan.  
 
Nucci,L.(2001).Education In The Moral Domain.Cambridge: University press. 
 
O’Connell, K. (2001). Final report for the conflict resolution grant for Gallager 
Elementary in Virginia City, Nevada. Unpublished. Santa Barbara, CA: James 
Stanfield Company. 
 
Owens, L., Daly, A. and Slee, P. (2005). Sex and age differences in victimisation 
and conflict resolution among adolescents in a south Australian school.Agressive 
Behaviuor 31(1),1-12. DOI: 10.1002/ab.20045 

Padilla-Walker,L.M., Harper,J.M.,& Jensen,A.C. (2010). Self-regulation as a 
mediator between sibling relationship quality and early adolescents' positive and 
negative outcomes. Journal of family psychology 24(4), 419-428. 
 
Pearson, Q. (2000). Comprehensive character education in theelementary school: 
Strategies for administrators, teachers,and counselors. Journal of Humanistic 
Counseling, Education and Development, 38, 243–251. 
 
Pendharkar, M. (1995).School based conflict management. SSTA Research centre 
Report. Retrieved June 28, 2011, from 
http://www.saskschoolboards.ca/old/ResearchAndDevelopment/ResearchReports/
SchoolImprovement/95-02.htm 
 
Philliber,S.G .  Schwab,M.R. Sloss. G.S (1980) .Social research. F. E. Peacock 
Publishers. Itasca, Ill .  
 
Piaget, J. (1932/1965). The moral judgment of the child. London: Free Press. 
 
Pickhardt,C.( 2010). Sibling conflict in adolescence. Surviving (Your Child's) 
Adolescence. Retrieved August 26 2011 from 



 

 

http://www.psychologytoday.com/blog/surviving-your-childs-
adolescence/201003/sibling-conflict-in-adolescence 
 
Prinz.J. (2007). The Emotional Construction of Morals. Oxford: Oxford 
University Press. 
 
Prothrow-Stith, D. (1998). Peace by piece: A violence prevention guide for 
communities. Boston: Harvard  School of Public Health. 
 
Pruitt, D.G., & Carnevale, P.J. (1993). Negotiation  in social conflict. Pacific 
Grove, CA: Brooks/Cole. 
 
Putnam, L. & Wilson, C. (1982).Communication strategies in organizational 
conflicts: Reliability and validity of a measurement .In M. Burgoon 
(Ed.),Communication yearbook. (pp. 629–652). Vol 6. Beverly Hills, CA: Sage. 
 
Raffaelli,M.(1992).Sibling Conflict in Early Adolescence.Journal of Marriage 
and Family ,54 ,652-663. 
 
Rayburn, C. A.(2004).Assessing Students for Morality Education: A New Role for 
School Counselors, Professional School Counselling,7(5),356-363. 
 
Rayburn, C. A., & Richmond, L. J. (2001). Peacefulness, spirituality, and violence 
prevention. In D. S. Sandhu (Ed.), Faces of violence: Psychological correlates, 
concepts, and intervention strategies (pp. 455–464). Huntington, NY: Nova 
Science. 
 
Rice, F. P. (1999). The adolescent: Development, relationships & culture. Boston: 
Allyn and Bacon. 
 
Roberts, L. Yeomans, P. and Ferro-Almeida, S.( 2007).Project WIN Evaluation 
Shows Decreased Violence and Improved Conflict Resolution Skills for Middle 
School Students. Research in middle level education online, 30(8),1-14. 
 
Roberts, L., & White, G. (2004). An endurance test for Project WIN: A conflict 
transformation program in a low-income, urban, middle level classroom. Research 
in Middle Level Education Online, 27(1). 
 
Roberts, L., White, G., & Yeomans, P. (2004). Theory development and 
evaluation of Project WIN: A violence reduction program for early adolescents. 
Journal of Early Adolescence, 24(4), 460–483. 
 



 

 

Romanowski, M. H. (2003). Through the eyes of students: High school students' 
perspectives on character education. American Secondary Education, 32(1), 
3-20 
 
Roscoe, B., Goodwin, M. P, and Kennedy, D. (1987). Sibling violence and 
agonistic interactions experienced by early adolescents. J. Family Viol. 2: 121–
137. 
 
Ruyter, D. D. (2002). The virtue of taking responsibility. Educational Philosophy 
and Theory, 34(1), 25-35. 
 
Saelen,C. & Markovits ,H.(2008). Adolescents' emotion attributions and 
expectations of behavior in situations involving moral conflict. J Exp Child 
Psychol,100(1),53-76. 
 
Saltzstein, H.D., Roazzi, A.,& Dias, M. G.(2003). The Moral Choices Children 
Attribute to Adults and to Peers: Implications for Moral Acquisition . European 
Journal of Psychology of Education, 8(3),295-307 
 
Sanchez, E., Robertson, T.R., Lewis, C.M., Rosenbluth, B., Bohman, T., & Casey, 
D.M. (2001). Preventing bullying and sexual harassment in elementary schools: 
the Expect Respect model. Journal of Emotional Abuse, 2(2/3), 157-180. 
 
Santilli, N. R., & Hudson, L. M. (1992). Enhancing moral growth: Is 
communication the key? Adolescence, 27, 145-161. 
 
Savage, Tom (1999). Teaching Self-Control through Management and Discipline. 
Boston: Allyn and Bacon. 
 
Schavaneveldt,J.B., & Thinger,M.( 1979).Sibling Relationship in The Family.In 
Burr ,W. et.al(Eds) Contemporary Theories About the Family,1,New York:The 
Free Press. 
 
Scheckner,S.B., & Rollin,S.A. (2003). An Elementary School Violence Prevention 
Program. Journal of School Violence, 2 (4), 3-42. 
 
Schulte-Rüther ,M.,Markowitsch, H.J, Shah NJ, Fink, G.R., & Piefke 
M.(2008).Gender differences in brain networks supporting 
empathy.Neuroimage,42(1),393-403. 
 
Seddon, C. (2001). Seaview Community School report. Unpublished. Port Moody, 
BC: Author 
 



 

 

Seetaram,A.R.,(2005).Practical Methods of Moral Education. In Value 
Orientation: A Source Book of Value Education (pp.117-
126).Mysore:Ramakrishna Institue of Moral and Spiritual Education. 
 
Selman, R.E., Beardslee, W., Schultz, L.H., Krupa, M., & Podorefsky, D. (1986). 
Assessing adolescent interpersonal negotiation strategies: Toward the integration 
of structural and functional models. Developmental Psychology, 22, 45-459. 
 
Shanahan, L., McHale, S. M., Osgood, D. W., & Crouter, A. C. (2007).  Conflict 
with mothers and fathers from middle childhood through adolescence:  Within and 
between family comparisons.  Developmental Psychology, 43, 539-550. 
 
Shantz, C.U., & Shantz, D.W. (1987). Conflict between children: Social-cognitive 
and sociometric correlates. In M.W. Berkowitz (Ed.), Peer conflict and 
psychological growth: New directions for child development (pp. 3-21). San 
Francisco: Josey-Bass. 
 
Shapiro,S.(2005), March/April) Education and moral values: Seeking a new 
bottom line. Tikkun 20(2),23. 
 
Sheshadri. C. Kahder, M.A., and Adhya. G.L.(1992).Education in values: A 
source book .New Delhi: NCERT 
 
Shuval ,K., Pillsbury,C.A., McGruder, B.,McKinney, L.,Massey,C.m., Massey, 
Z.,& Groce, N.E. (2010). Evaluating the impact of conflict resolution on urban 
children's violence-related attitudes and behaviors in New Haven, Connecticut, 
through a community-academic partnership. Health education research. 25(5),757-
68. 
 
Snow, R. & Jackson, D. (1993). Assessment of conative constructs for educational 
research and evaluation: A catalogue. CSE Technical Report 354. Los Angels: 
CRESST. 
 
Srivastava, S. and Romani, P.(1988) The effect of sex, age and socio-economic 
status on the value patterns of adolescents. Manas, 35,1. 43 . 
 
Steen, T. A., Kachorek, L. V., & Peterson, C. (2003). Character strengths among 
youth. Journal of Youth and Adolescence, 32(1), 5-16. 
 
Steinberg, L., & Morris, A. S. (2001). Adolescent development. Annual Review of 
Psychology, 52, 83-110. 
 



 

 

Stephens .(2009) Moral development. Retrieved on January 8, 2011, from 
http://www.education.com/reference/article/moral-development1/ 
 
Sternberg, R. J. (1988). The Triangle of Love: Intimacy, Passion, Commitment. 
New York: Basic Books 
 
Stuewig, J.,Tangney,J.P., Heigel,C., Harty,L.,& McCloskey,L.  .(2010)Shaming, 
blaming, and maiming: Functional links among the moral emotions, 
externalization of blame, and aggression. Journal of Research in 
Personality,44(1),91-102. 
 
Thornberg,R.(2010). Schoolchildren's social representations on bullying causes. 
Psychology in the Schools. 47(4),311-327. DOI: 10.1002/pits.20472 
 
Taylor,J.,&Muller,D.(1995). Nursing adolescents : research and psychological 
perspectives. Oxford:Clarendon press. 
 
Thayer,S.M.,  Updegraff,K.A., &  Delgado.M.Y.(2008).Conflict Resolution in 
Mexican American Adolescents' Friendships: Links with Culture, Gender and 
Friendship Quality. Journal of youth and adolescence, 37(10), 1242-1256. 
 
Trochim,W.K.(2006).Research Methods Knowledge Base. Retrieved January 13, 
2011 from http://www.socialresearchmethods.net/kb/ 
 
Turiel, E. (1966). An experimental test of the sequentiality of developmental 
stages in the 
child’s moral judgments. Journal of Personality and Psychology, 3(6). 

Turiel, Elliot (1983).The Development of Social Knowledge: Morality & 
Convention. Cambridge: Cambridge University Press 89  

Turnuklu, A.,Kacmaz,T., Gurler,S.,Turk, F.,Kalender,A., Zengin,F.,&Sevkin,B. 
(2010a). The Effects of Conflict Resolution and Peer Mediation Training on 
Turkish Elementary School Students' Conflict Resolution Strategies. Journal of 
Peace Education, 7 (1) ,33-45. 
 
Turnuklu, A.,Kacmaz,T., Gurler,S.,Turk, F.,Kalender,A., Zengin,F.,&Sevkin,B. 
(2010b). The effects of conflict resolution and peer mediation training on primary 
school students' level of aggression . Education 3-13, 38(1),13-22. 
 
 



 

 

United Nations (1998)  International Decade for a Culture of Peace and Non-
Violence for the Children of the World, 2001-2010.10th November 1998.53rd 
session - General Assembly Resolution. (A/RES/53/25).New York NY) 
 
United Nations (1999). UN Declaration of culture of peace. 13th September 
1999.53rd session - General Assembly Resolution. (A/RES/53/243A).New York 
NY 
 
Van Doorn, M. D.,Branje, S. J. T., VanderValk, I.E.,De Goede, H. A.,&Meeus, 
Wim H. J.(2011). Longitudinal spillover effects of conflict resolution styles 
between adolescent-parent relationships and adolescent friendships. Journal of 
Family Psychology ,25(1), 157-161. 
 
Van Goethem  ,A.A.., Van Hoof,A.., Van Aken,M.A., Raaijmakers,Q.A.., Boom, 
J., & de Castro,B.O. (2011). The role of adolescents’ morality and identity in 
volunteering. Age and gender differences in a process model. Journal of 
Adolescence. doi:10.1016/j.adolescence.2011.08.012 
 
Vera, E.M., Shin,R.Q., Montgomery,G.P., Mildner,C.,& Speight,L. 
(2004).Conflict resolution styles, self-efficacy, self-control, and future orientation 
of urban adolescents. Professional School Counseling, 8, 73-80. 
 
Vygotsky, L.S. (1978). Mind and society: The development of higher mental 
processes. Cambridge, MA: Harvard University Press. 
 
Walker (1984) Sex differences in the development of moral reasoning: a critical 
review. Child development  55(3), 677-691. 
 
WHO.(2000).Information Series on School health Document 9.Retrived August 
10, 2008 from 
http://www.who.int/school_youth_health/media/en/92.pdf 
 
Wied , M., Branje,S.J.T. ,& Meeus,W.H.J. (2006). Empathy and conflict 
resolution in friendship relations among adolescents.Aggressive 
Behaviour,31(1),48-55. 
 
Wiginton, K., Rhea, D.J., Oomen, J. (2004). Using the Anger Response Inventory 
to Evaluate the Effect of Shame and Guilt on Interpersonal Communication Skills. 
American Journal of Health Education, 35 (3) 152-157. 
 
Winstok,Z. (2009). From self-control capabilities and the need to control others to 
proactive and reactive aggression among adolescents. Journal of Adolescence 
32(3), 455-466. doi:10.1016/j.adolescence.2008.08.006 



 

 

 
Yablon,Y.B.,(2009).Gender differences in peace education programmes. Gender 
and Education, 21(6), 689-701. 
 
Youniss, J. (1980). Parents and peers in social development. Chicago: The 
University of Chicago Press. 
 
Youniss, J., & Smollar, J. (1985). Adolescent relations with mothers, fathers, and 
friends. Chicago: The University of Chicago Press. 
 
Zbar, V., Brown, D., Bereznicki, B., & Hooper, C. (2003). Values education 
study,Final report. Melbourne, Australia: Curriculum Corporation. 
 
Zeijl, E., te Poel, Y., duBois-Reymond, M., Ravesloot, J., & Meulman, J. J. 
(2000). The role of parents and peers in the leisure activities of young adolescents. 
Journal of Leisure Research, 32, 281-303. 
 
Zigler, R.L., (1998). The Four Domains of Moral Education: The Contributions of 
Dewey, Alexander and Goleman to a Comprehensive Taxonomy. Journal of 
Moral Education ,27 (1),19-33. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

Appendix-i 
 

APPROACH TO MORAL/VALUE EDUCATION  
 
 
 
Name of the school:                                                                                        Date: 
Type of school: 
(Missionary, non-missionary, government, Progressive schools) 
Name of the Principal/ Head      : 
Syllabus pattern     : 
(ICSE, CBSE, STATE SYLLABUS) 
 
 
 
Dear Sir/Madam, 
 
    I am a research scholar doing my research in the field of moral education titled   
“Moral education program to facilitate peaceful conflict negotiations among early 
adolescents-A process curriculum approach”. 
 
    I request you to kindly furnish the following data to help me get familiar with the 
approach followed to impart moral/ value education in secondary schools. 
 
    I assure that the data will be kept confidential and used purely for the research 
purpose. 
 
 
Thanking you                                                  
                                                                                                            Yours faithfully 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

 
 

1. How is the provision made for moral education in your school for secondary 
school   children? 

a. (  ) have separate moral education classes  
b. (   ) integrated along with other subjects      
 

2. If there is a separate moral education how many hours a week is allotted for the    
Same? 
                                         

3. What is the name given for the moral education class? 
            a. (  ) moral science class          
            b. (  ) value education period    
            c .(  ) any other                          
 
4. Do you prefer the term value education to moral education? (Yes / No) 
 
5. If, yes why?  
 

 
 
 
 
 
  6. Who handles moral education in your school? 

a. (  ) Head teacher                        
b. (  ) Class teacher                        
c. (  ) All teachers of the school    
d. (  ) Specially trained teachers    
e. (  ) Guest teachers                      

 
       7.   Do you feel the need for special training to teachers imparting moral education?          

(Yes / No)  
 

8. In which of the following subjects moral education finds place according to you? 
a. (  ) Languages                     
b. (  ) Science                          
c. (   )Mathematics                  

d. (  ) Social science                
e. (  ) Physical education            
f. (  ) Art education                 
g. (  ) Work experience              
h. (  ) All of the above             
 

 
 



 

 

9. What objectives do you generally pursue in giving moral education? Rank in order     
     of preference 

a. (  )  Transmission of knowledge regarding teachings of different religions  
b. (  ) Developing understandings of different values in life                             
c. (  ) Transmission of knowledge about our social conventions, customs and 
    traditions.         
d. (  ) Developing understandings of the values enshrined in our constitution. 
e. (  ) Transmission of knowledge of ways of behaving in different social 
         situations                         
f. (  ) Training of emotions of the students (enabling students to feel and  
          express emotions in the appropriate context).                                                         
g. (  ) Developing appreciation of higher values of life.                                       
h. (  ) Knowledge of important events in the lives of great men.                          

  i. (  )  Passing on information about what things are right and what things are  
            wrong.                 
j.   (  ) Developing independent thinking about what is right and wrong.             
k.  (  ) Developing the ability to make sound moral judgements. 
l    (  )Any other, specify  

       
10. Which of the following learning resources are made use of for moral education? 

a. (  ) Biographies of great men 
b. (  ) Religious scriptures 
c. (   ) proverbs 
d. (  ) hymns 
e. (  ) Sayings of great men 
f. (  ) Current social and political events 
g. (  ) Stories from religion (mythology) 
h. (  ) Moral dilemmas 
i. (  ) Day to day events arising in schools 
j. (  ) Any other, specify  

 
 

11. What method/s do you adopt for moral education? 
a. (  ) Moral discussion 
b. (  ) Story telling 
c. (  ) Meditation 
d. (  ) Prayers/singing 
e. (  ) Problem solving 
f  (  ) Dramatisation 
g. (  ) Explanation 
h. (  ) Exhortation 
i. (  ) Preaching 
j. (  ) Recitation   
k. (  ) Narration of events 
l. (  ) Games 
m. (  ) Debates 



 

 

n. (  ) Team learning 
o. (  ) Any other, specify            

  
 
12. What instructional materials and aids do you make use for moral education? 

a. (  ) Moral text book prescribed by the department of education  
b. (  ) General books 
c. (  ) News papers  
d. (  ) Magazines 
e (  ) Charts 
f. (  ) models 
g. (  ) films 
h. (  ) Any other, specify 

 
13. Do you evaluate students learning in moral education? ( Yes / No) 
 
14. .if yes, how? 

a. (  ) Oral tests 
b. (  ) Observation/check list 
c. (  ) Parent evaluation 
d. (  ) self evaluation 
e. (  ) Situational performance test 
f. (  ) Paper pencil test 
g. (  ) Anecdotal record 
h. (  ) Any other specify 
 

15. Are parents involved while imparting moral education in your school? (Yes/No) 
 
        16.  if yes how? 
                  a. through parent teachers meeting  
                  b   through report cards 
                  c. any parent education program conducted 
                  d. Any other specify 
   

17.  Do you teach children skills to resolve conflicts?(Yes/No) 
 
        18. If yes how?  
               a. (  )  foster cooperative learning 
               b. (  ) guide children in pro social behaviour 
               c. (  ) Teach the capacity for responsible decision making 
               d. (  ) convey message about human diversity 
               e. (  ) teach alternatives to violence 
               f. (  ) teach students to understand and accept the consequences of their  
                          behavior 
               g (  ) any other specify 
 



 

 

 
         19. What are the types of conflicts generally your students come across?     
                a. (  ) bullying 
                 b. (  ) teasing 
                 c. (  ) playground fights 
                d. (  ) disputes over possessions 
                 e. (  ) disputes over clothing 
                 f. (  ) family/Siblings disputes 
                 g. (  ) discipline 
                 h..(  ) any other specify 
 
2o. Do you feel secondary school children are able to handle the above situations 
      effectively? (Yes / No) 

 
21. Do you feel moral education will help children to develop conflict negotiation  
     Skills? (Yes / No) 

 
22. Any suggestion to equip students with conflict resolution skills through moral  
         education. 
 
                
      
  
 
 
23. Other activities of the school through which values are imparted 
 
     a. (  ) counseling services 
     b (  ) Assembly 
     c (  ) Scouts and Guides 
     d (  ) Cultural programs 
     e (  ) celebration of religious festivals 
     f (  ) S.U.P.W 
     g (  ) student/peer club 
     h (  ) Visits/excursions 
     I (  ) Games & sports 
     J. (  ) any other, specify  
 
 
 
 
 
 
 
 
 



 

 

Appendix-ii a 
Aiken index and Item total correlation of MISIR 

 
 Moral Intelligences Self Inventory Report (MISIR)  
 
Content and Construct validity by Aiken`s Index and Item-total correlation 

No. Statements 

Not relevant 
(score 1) ↔Relevant 
(score 5) 

Aiken
` s 

Index 
Item-total 
correlation 

E1 E2 E3 E4 E5 

 Cognitive dimension        

1 I lie only if someone benefits from it. 4 5 4 4 5 0.850 0.383 

2 I am usually accepted by other children 4 4 5 4 5 0.850 0.548 

3 I think it all right to copy in a test but 
definitely not in an exam. 5 4 4 4 5 0.850 0.579 

4 
I feel one can take others things without 
asking if it belongs to sibling or a close 
friend. 

4 4 5 5 5 0.900 0.538 

5 I cheat while playing games 5 3 5 4 4 0.800 0.573 

6 I make attempts to accept/identify my 
weaknesses and try to improve on them. 5 4 3 5 5 0.850 0.484 

7 I lie to my parents/ teachers to escape a 
punishment. 4 4 5 4 5 0.850 0.656 

8 I am invited by other children to join 
them in play, friendship, work 3 5 4 5 5 0.850 0.463 

9 I exaggerate things at times. 5 4 4 5 4 0.850 0.523 

10 I have good relationship with others. 5 3 5 4 5 0.850 0.514 

11 I think its alright to copy answers from a 
friend in a test/ exam if he/she permits. 5 4 4 4 5 0.850 0.573 

12 I speak truth on all occasions. 5 3 4 4 5 0.800 0.632 

13 I feel stealing is not a difficult a task. 4 4 5 5 4 0.850 0.518 

14 
While making another person 
understand my ideas, views etc., I am 
always conscious about my tone of 
voice. 

5 5 4 5 4 0.900 0.585 

15 I am conscious about my body language 
when conversing with others. 5 4 5 4 5 0.900 0.642 

16 
I am always honest about completing 
assignments on my own without 
resorting to any unfair means. 

3 5 4 5 4 0.800 0.603 

17 I think of the impact that my words can 5 4 4 5 5 0.900 0.742 



 

 

have on the others person befors 
saying/doing it. 

18 
I can easily enter an on going discussion 
and make relevant contributions to it 
with my classmates. 

4 4 5 5 4 0.850 0.560 

19 I have never told a lie to anyone. 4 5 3 5 5 0.850 0.551 

20 I feel teasing/name calling is ok if the 
other person involved is not offended. 5 4 5 4 4 0.850 0.398 

21 I find it difficult to say no to a friend on 
various issues. 5 4 5 4 4 0.850 0.515 

22 I am not easily bullied by others. 4 3 4 4 5 0.750 0.548 

23 I have the capacity to really care for 
others and attend to them when in need. 5 3 5 4 5 0.850 0.525 

  Emotional dimension        

24 I retort angrily to show my discontent / 
unhappiness. 4 5 5 4 5 0.900 0.521 

25 I avoid or neglect a friend after a 
quarrel. 5 4 3 4 4 0.750 0.517 

26 
I am quick to use physical force 
like..whrn someone irritates me/ when 
in an argument/fight. 

5 5 4 4 3 0.800 0.539 

27 In most situations I find it hard to 
express my needs. 3 4 4 5 4 0.750 0.475 

28 I express frustrations anger without 
hurting others. 5 4 5 5 3 0.850 0.448 

29 I am always able to express my feelings, 
ideas freely. 5 4 4 4 3 0.750 0.493 

30 
I try to understand the feelings and 
moods of the other person while in 
conversation. 

4 5 4 4 5 0.850 0.458 

31 I am in a positive mood most of the 
time. 4 5 5 4 5 0.900 0.432 

32 
When I get angry I do not have control 
over the words I am using and use 
hurtful words. 

5 4 5 5 4 0.900 0.352 

33 I never feel lonely/rejected. 4 4 5 5 4 0.850 0.531 

34 I accept and enjoy peers and adults of 
others ethnic groups. 4 5 4 5 5 0.900 0.380 

35 I fear the consequences of cheating even 
if no one has noticed it. 5 5 4 5 5 0.950 0.357 

36 I tend to make descision in haste and 
regret for it later. 4 3 4 5    

5 0.800 0.363 

37 Most of the time I tend to blame others 
for my shortcomings/failures. 5 5 4 4 5 0.900 0.383 

38 I wait till the other person resumes the 
relationship after a quarell/fight. 4 5 4 5 4 0.850 0.313 



 

 

39 
I do not accept/appreciate others if their 
views, likings, choices are not 
compatible with mine. 

5 4 5 4 5 0.900 0.370 

40 I can still be happy for my friends 
success in a work/task at which I failed. 4 4 4 4 5 0.800 0.466 

41 I like to win an argument/ fight no 
matter what it is. 4 4 5 5 5 0.900 0.399 

42 I feel guilty to copy in test/exam. 4 5 4 4 4 0.800 0.548 

43 When I dislike a friend in a group I try 
to make others also dislike that friend. 4 5 3 4 5 0.800 0.300 

    Behavioural dimension        

44 
I act innocent when questioned about 
the damage caused by me to an object or 
a person. 

5 3 4 5 4 0.800 0.326 

45 I always obey the rules. 5 4 5 5 5 0.950 0.487 

46 I take the initiative to help my friends 
patch up their quarrels. 4 5 4 5 5 0.900 0.293 

47 I always give a current account of the 
money spent to my parents. 4 4 5 3 5 0.800 0.306 

48 I sometimes eat the delicacies prepared 
at home without others knowledge 5 5 5 5 4 0.950 0.371 

49 I allow only my close friends to copy 
my answers or assignments. 4 5 4 5 5 0.900 0.342 

50 I express my wishes and preferences 
clearly. 5 4 5 5 5 0.950 0.441 

51 I tell my friends things, which are not 
true of me 5 4 5 4 5 0.900 0.371 

52 I always admit my faults. 4 4 5 5 5 0.900 0.333 

53 I may not be totally honest in friendship. 5 5 4 4 5 0.900 0.350 

54 I share the secrets confided in me with 
others. 5 4 5 5 5 0.950 0.442 

55 
I like to have my own way and I get 
angry if anyone doesn’t listen to what I 
say. 

5 5 4 4 5 0.900 0.565 

56 I fail to keep up the promises/ 
commitments made. 4 4 4 5 5 0.850 0.544 

57 
I pretend having completed an 
assignment set by my teacher to avoid 
punishment. 

4 5 5 5 5 0.950 0.502 

58 I tend to steal money from my parents. 5 4 4 5 4 0.850 0.431 

59 
I copy fom my friends in the exam only 
when it becomes difficult to recall an 
answer. 

4 3 5 4 5 0.800 0.404 

60 I take my friends homework and hide it 
to put her into trouble. 4 4 4 4 5 0.800 0.397 



 

 

 

61 I have the habit of backbiting. 4 4 5 4 3 0.750 0.385 

62 I steal notes from my friends during 
exam times. 4 5 4 4 5 0.850 0.515 

63 I keep the extra money given by a 
shopkeeper 4 4 5 4 5 0.850 0.523 

64 
I take things belonging to my friend/ 
sibling to avoid punishment when I 
loose mine. 

5 4 3 5 5 0.850 0.662 

65 I always interact nonverbally with other 
children with smiles, waves, nods, etc. 4 5 5 4 4 0.850 0.298 

66 I do not make fun of others. 5 4 4 5 5 0.900 0.433 

67 
In a quarrel, I am partial to my friend 
while trying to bring about a 
compromise between two parties. 

4 4 5 5 4 0.850 0.327 

68 I hide things from my parents when I 
am questioned. 4 5 5 4 5 0.900 0.481 

69 
I take away my friends 
homework/project/and hide it when I 
have not completed mine. 

4 4 4 5 5 0.850 0.455 

70 I normally quarrel at home over sharing 
household chores. 4 4 3 4 5 0.750 0.506 

71 
I do not unnecessarily draw attention to 
myself..(by telling things which or not 
true, crying, being angry) 

5 3 4 5 4 0.800 0.334 

72 I always listen to others when they 
speaking/expressing their views. 4 4 4 5 5 0.850 0.439 

73 I sneak about another’s wrong doing to 
the concerned people. 5 4 5 4 4 0.850 0.307 

74 I can forget an issue of disagreement / 
fight and be normal with others 5 5 4 3 5 0.850 0.546 

75 
I exchange information with and request 
information from  
Others 

5 5 4 5 5 0.950 0.423 

76 I make use of friend’s ideas to complete 
a project without informing him/her. 4 5 5 4 5 0.900 0.388 

77 
When there is a clash I generally tend to 
withdraw from the situation rather than 
solving it. 

5 4 4 5 5 0.900 0.347 

78 
I take away fancy things from my 
sibling/ cousin/friends without their 
permission. 

4 5 5 5 5 0.950 0.636 

79 I negotiate and compromise with others 
during a conflict/ argument. 4 4 5 4 5 0.850 0.442 

80 I always wait for my turn in any 
situation. 4 5 3 5 4 0.800 0.565 

81 I assert my rights and needs 
appropriately (non-violently).  4 5 5 4 4 0.850 0.422 



 

 

Appendix-ii b 
Moral Intelligence self Inventory report (MISIR) 

 
 

Dear students 
 
 You are given a set of statements. Please read them carefully and tick (   tick the 
most appropriate response according to them for each statement presented) in the 
appropriate column. 
 
There is no right or wrong answers.  There is no time limit. Try to finish it as early 
as possible. Each tool may take approximately about 45 minutes. Do not ponder 
much time and please give your immediate response. Please be honest in your 
response.  
 
Your views and responses will be kept confidential.  
 
 

 

STATEMENTS Not at all 
true of me 
         
         

Not very 
true of me 
         
       

Somewhat 
true of me 
    
       

Very true 
of me                    
 
           

Completely  
True of me 
 
           

       
1 I act innocent when 

questioned about the 
damage caused by me to an 
object or a person. 
 

     

2 I always obey the rules. 
 

     

3 I take the initiative to help 
my friends patch up their 
quarrels 

     

4 I retort angrily to show my 
discontent /      unhappiness. 
 

     

5 I avoid or neglect a friend 
after a quarrel. 
 

     

6 I lie only if someone 
benefits from it. 
 

     

7 I always give a correct 
account of the money spent 
to my parents 

     

8 I sometimes eat the 
delicacies prepared at home 
without others knowledge. 

     



 

 

 
9 I allow only my close 

friends to copy my answers 
or assignments 

     

10 I am quick to use physical 
force like… when someone 
irritates me / when in an 
argument/fight. 
 

     

11 I express my wishes and 
preferences clearly 

     

12 I am usually accepted by 
other children of my class 

     

13 I tell my friends things, 
which are not true of me 

     

14 I always admit my faults 
 

     

15 I think it is all right to copy 
in a test but definitely not in 
a final exam. 

     

16 When I dislike a friend in a 
group I try to make others 
also dislike that friend. 

     

17 In most situations i find it 
hard to express my needs. 

     

18 I express frustrations and 
anger without hurting others. 

     

19 I may not be totally honest 
in a friendship. 

     

20 I feel one can take others 
things without asking if it 
belongs to a sibling or close 
friend. 

     

21 I cheat while playing games.      
22 I share the secrets confided 

in me with others. 
     

23 I like to have my way and I 
get angry if anyone doesn’t 
listen to what I say. 

     

24 I fail to keep up the 
promises / commitments 
made. 

     

25 I pretend having completed 
an assignment set by my 
teacher to avoid punishment 

     

26 I am always able to express 
my feelings, ideas frankly. 

     



 

 

27 I tend to steal money from 
my parents 

     

28 I copy from my friends in 
the exam only when it really 
becomes difficult to recall 
an answer 

     

29 I try to understand the 
feelings and moods of the 
other person while in 
conversation. 

     

30 I am in a positive mood 
most of the time. 

     

31 I make attempts to accept / 
identify my weaknesses and 
try to improve on them. 

     

32 I lie to my parents / teachers 
to escape a punishment 

     

33 When I get angry I do not 
have control over the words 
I am using and use hurtful 
words. 

     

34 I never feel lonely / rejected 
in my class. 

     

35 I accept and enjoy peers and 
adults of ethnic groups other 
my own. 

     

36 I fear the consequences of 
stealing even if no one has 
noticed it 

     

37 I tend to make decisions in 
hasty and regret later 

     

38 I take away my friends 
homework and hide it to put 
her into trouble. 

     

39 I am invited by other 
children of my class to join 
them in play, friendship, and 
work. 

     

40 I have the habit of 
backbiting. 

     

41 I steal notes from my friends 
during exam times. 

     

42 Most of the times I tend to      



 

 

blame others for my 
shortcomings/failures 

43 I keep the extra money 
given by a shopkeeper 

     

44 I take things belonging to 
my friend/sibling to avoid 
punishment when I loose 
mine 

     

45 I exaggerate things at times. 
( embellishment) 
 

     

46 I always interact 
nonverbally with other 
children with smiles, waves, 
nods, etc. 

     

47 I do not make fun of others.      
48 I wait till the other person 

approaches to resume the 
relationship after a fight/ 
quarrel 

     

49 I do not accept/ appreciate 
others if their views, likings, 
choices are not compatible 
with mine. 

     

50 In a quarrel, I am partial to 
my friend while trying to 
bring about a compromise 
between two parties. 

     

51 I have good relationship 
with others 

     

52 I hide things from my 
parents when I am 
questioned. 

     

       
53 I take away my friends 

project/ home work and hide 
it when I have not 
completed mine. 

     

54 I think it is alright to copy in 
a test/ exam from a friend if 
he/ she permits. 

     

55 I normally quarrel at home 
over sharing household 
chores. 

     

56 I can still be happy for my 
friend’s success in a 
work/task at which I failed 

     

57 I speak the truth on all 
occasions 

     

58 I feel stealing is not a      



 

 

difficult a task. 
59 While making another 

person understands my 
ideas, views etc., I am 
always conscious about my 
tone of voice. 

     

60 I like to win always in  an 
argument/ fight no matter 
what it is. 
 

     

61 I am conscious about my 
body language when 
conversing with others. 

     

62 I do not unnecessarily draw 
attention to myself..( by 
telling things which are not 
true, crying, being angry) 

     

63 I am always honest about 
completing assignments on 
my own, without resorting 
to unfair means 

     

64 I think of the impact that my 
words/ action can have on 
the other person before 
saying / doing it. 

     

65 I always listen to others 
when they speaking/ 
expressing their views. 

     

66 I can easily enter an ongoing 
discussion and make 
relevant contributions to it 
with my class mates. 

     

67 I have never told a lie to 
anyone 

     

68 I sneak about another’s 
wrong doing to the 
concerned people. 

     

69 I feel teasing/ name-calling 
is ok as long as the other 
person involved is not 
offended. 

     

70 I can forget an issue of 
disagreement / fight and be 
normal with others 
immediately/after sometime. 

     

71 I find it difficult to say ‘no’ 
to a friend on various issues 
 

     

72 I feel guilty when I am 
copying in a test/exam. 

     



 

 

 
73 I exchange information with 

and request information 
from others. 

     

74 I make use of my friend’s 
ideas to complete a project 
without informing him/her 

     

75 When there is a clash I 
generally tend to withdraw 
from the situation rather 
than solving it. 

     

76 I take fancy things from my 
sibling / cousins/friends 
without permission. 

     

77 I am not easily bullied by 
others. 

     

78 I negotiate and compromise 
with other. 
 

     

79 I have the capacity to really 
care and attend to them 
when in need. 

     

80 I always wait for my turn in 
any situation 

     

81 I assert my rights and needs 
appropriately.(being non- 
violent) 
 

     

       
 
 
 
 
 
Thank you 
 
 
 
 
 
 
 
 
  
 
 
 
 



 

 

 
Appendix-iii a 

Aiken index and Item total correlation of CRP 
 
 
Conflict Resolution Pattern (CRP) 
 
Scale standardization of CRP; Content and Construct validity  
 

Sl 
no. Statements 

Not relevant(score 1) 
↔Relevant(score 5) Aiken` s 

Index 
Item-total 
correlation 

E1 E2 E3 E4 E5 

 Intrapersonal dimension        

1 

Sherry buys a new dress and she likes it 
very much. She wears it to school on the 
colour dress day, but none of her friends 
compliment her, for her dress. What Sherry 
would have done with that dress? 

5 3 4 5 4 0.800 0.449 

2 
Imran was looking for some information in 
the school library. A page from the book he 
is handling tears. What should Imran do 
now? 

4 4 5 4 3 0.750 0.410 

3 

Rekha and Komal are siblings. They are 
allotted household chores to be performed   
every evening for twenty minutes. Rekha 
being older was allotted the washing, 
drying and arranging of the dinner plates. 
Komal was allotted the chore of watering 
the plants. Rekha enjoys watering the 
plants, and wants to exchange the chores 
with Komal. But Komal is too young to 
perform Rekha’s chore. Rekha cannot carry 
out both the chores since only 20 minute’s 
time is available. How Rakha manage to 
enjoy doing both the chores in the available 
time? 

3 4 4 5 4 0.750 0.554 

4 

Reema went to a shop to buy 1 kg. sugar, 
which she needed urgently. The shopkeeper 
had only ½ kg. of sugar. There are no other 
shops to close-by. What will Reema do 
now? 

5 4 4 5 3 0.800 0.377 

5 
In a Nursery school, there are only 10 
tricycles for 30 boys. All the boys want to 
ride the tricycles. What will the teacher do ? 

4 4 5 4 5 0.850 0.363 

6 
Rohan’s class teacher made him a leader for 
bringing out a class magazine. She asks him 
to select a group of 6 children to work on 

5 4 3 4 5 0.800 0.425 



 

 

the magazine. Whom should Rohan select? 

 
Interpersonal dimension 

 1.Family 
1.a With parents 

7 

All of Mandira’s friends are getting more 
pocket money than her. So she asks her 
parents to give her more pocket money. Her 
parents tell her that the money they are 
giving her  is sufficient for her age. How 
shoul Mandira respond to this? 

4 5 4 4 4 0.800 0.756 

8 

Neeraj’s exams are fast approaching. Today 
Neeraj studied for 4 hours in the morning 
and 3 hours in the evening. He feels he 
cannot study any more today. His father 
insists him to study for 2 more hours in the 
night. What should Neeraj do? 

4 5 4 3 5 0.800 0.754 

 1.b With siblings        

9 

Mithun was writing his homework. He went 
to the kitchen for a minute to drink water, 
as he was thirsty. When he comes back to 
his room, he sees that his sister has torn his 
home work sheets. What do you think 
Mithun would have done? 

5 3 5 4 5 0.850 0.609 

10 
Hari and his sibling are watching T.V. Hari 
want to watch one program and his sibling 
wants to view another. What could Hari do? 

5 4 4 4 5 0.850 0.542 

11 

A mother has 6 children. One day she 
bought 5 chocolate bars and gave it to her 
eldest son to distribute the chocolates to his 
siblings. How should he distribute the 
chocolates? 

5 3 4 4 5 0.800 0.533 

12 

Seetha and Geetha are sisters. One day, 
their mother bought a dozen bangles for 
Seetha, but nothing for Geetha. Geetha also 
wants bangles. How will she get the bangles 
for herself ? 

4 4 3 5 4 0.750 0.458 

 
2.  Friendship 

 
2.a  Friends at school 

13 
Arjun sees his friend Jitendar copying in the 
exams. He also realizes that the teacher has 
not noticed this. What will Arjuns do? 

4 5 3 5 4 0.800 0.520 

14 

Himesh is a poor boy. At school, while in 
the chemistry lab, a glass jar slips from 
Himesh’s hands and breaks.  The Lab 
instructor asks him to pay Rs 200 for it. But 
Himesh cannot afford to pay so much. 
Some of Himesh’s classmates suggest that 
the entire class can share the amount, while 

4 5 5 4 4 0.850 0.555 



 

 

others say that they need not pay because it 
was not their mistake. What should the 
class decide now? 

15 

Tejas is a very hard working and intelligent 
student. His friends approach him for help. 
But Tejas does not want to help them 
because he feels that it is his efforts and if 
he if teaches them they may score better 
marks and he will miss his regular first 
rank. What should Tejas do? 

4 3 4 5 5 0.800 0.576 

16 

Vaibhav uses spectacles since he is short 
sighted. Often, his friends made fun of him 
for wearing spectacles. He feels miserable 
and hurt with the teasing. Since they are his 
friends he is forced to keep quite. But the 
teasing doesn’t seem to stop. What should 
vaibhav do?   

5 4 4 4 5 0.850 0.606 

 2.b Friends in the neighbourhood        

17 

Divya and Preethi are very close friends 
and it was a commitment with them that 
every Saturday evening they would go to 
the park and play. Akshata is a new girl to 
the colony and she has developed good 
acquaintance with preethi. Divya does not 
like Akshata and always avoids talking to 
her. One Saturday evening Akshata requests 
Preethi to accompany her to the market to 
buy some materials for her project work, 
which she needs urgently, and being new to 
the colony she does not know where to 
shop. But as per their routine, Preethi has to 
meet Divya for play in the park. Now what 
can Preethi do? 

4 4 5 3 5 0.800 0.530 

18 

Seema’s Parents have strictly instructed her 
to not eat out.. But she feels like eating out, 
when all her friends are eating out. Her 
friends tell her that their parents do not 
forbid them from eating out as they feel 
there is nothing wrong in eating out. The 
friends encourage her to eat out with them 
and not tell her parents about it. What can 
seema do now? 

4 4 5 5 4 0.850 0.409 

19 

David and Nimmi were on their way back 
home from school. David saw four Guavas 
on a guava tree. He tells Nimmi that he 
would climb the tree to pluck the fruits and 
asked her to catch them when he throws 
them down. When he climbs down  Nimmi 
gave him two guavas and kept two for 
herself. David says that he should get a 

3 5 4 5 5 0.850 0.528 



 

 

bigger share because he had seen the fruits 
and it was he who climbed the tree and 
plucked the fruits. They go to their mutual 
friend seema and ask her to solve this 
problem. What would you do if you were 
seema? 

20 
Two boys walking on the road saw a ripe 
mango in a tree. Both of them want to have 
the mango themselves. How will they 
decide who should get the mango? 

5 4 4 5 4 0.850 0.567 

 3. Casual contacts        

21 
Two cats found a fish. They quarreled over 
who should get a bigger share. They went 
to another cat for solving this problem. Can 
you help the cat in solving this problem? 

4 5 3 5 5 0.850 0.487 

22 

One day Gopal was going to Mysore. In the 
train, he kept his luggage on a seat in an 
unreserved compartment and went out to 
have a cup of tea. When he returned he 
found that a stranger had thrown his 
luggage down and occupied the seat. How 
will Gopal react to this situation? 

5 4 5 4 4 0.850 0.407 

23 

Ramu and his friends were playing cricket 
on the road. While batting, Ramu broke a 
window of a house. All the boys run away. 
The owner of the house, whose window he 
has broken, catches Ramu. How will Ramu 
come out of the situation? 

4 4 3 4 5 0.750 0.591 

24 

Ravi borrowed Rs.5,000 from Suresh 
saying he would return the money within a 
week. At the end of the week, he gave back 
Rs.3,000 insisting that he had borrowed 
only 3,000 rupees. What will Suresh do 
now? 

5 3 4 5 4 0.800 0.474 

25 

Sam is an old man. His voice is little hard 
to understand because his voice is harsh and 
gravelly. Once Sam went to the Bank to 
draw some money. But the lady in the Bank 
did not understand Sam’s language. How 
can she help Sam to draw cash ? 

4 3 4 4 5 0.750 0.200 

26 

The students of class VIII decided to buy a 
gift for their class teacher on Teacher’s day. 
They wanted to keep this as a surprise, so 
did not take any help from the teacher. 
Write down the steps to buy the gift 
successfully. 

5 3 5 4 5 0.850 0.473 

 
 
 



 

 

 
Appendix-iii b 

Conflict Resolution Pattern (CRP) 
 

Dear students 
 
You are given some of the conflict situations. Please read them carefully and write 
the how can the person in the conflict solve the problem.  
 
There is no right or wrong answers.  There is no time limit. Try to finish it as early 
as possible. Each tool may take approximately about 45 minutes. Do not ponder 
much time and please give your immediate response. Please be honest in your 
response.  
 
Your views and answers will be kept confidential.  
 

 
 
1. Divya and Preethi are very close friends and it was a commitment with them that 

every Saturday evening they would go to the park and play. Akshata is a new girl to 
the colony and she has developed good acquaintance with preethi. Divya does not like 
Akshata and always avoids talking to her. One Saturday evening Akshata requests 
Preethi to accompany her to the market to buy some materials for her project work, 
which she needs urgently, and being new to the colony she does not know where to 
shop. But as per their routine, Preethi has to meet Divya for play in the park. Now 
what can Preethi do? 
 

 
 
 

 
2. Arjun sees his friend Jitendar copying in the exams. He also realizes that the teacher 

has not noticed this. What will Arjun do? 
 

 
 
 

 
3. Seema’s Parents have strictly instructed her to not eat out.. But she feels like eating 

out, when all her friends are eating out. Her friends tell her that their parents do not 
forbid them from eating out as they feel there is nothing wrong in eating out. The 
friends encourage her to eat out with them and not tell her parents about it. What can 
seema do now? 

 



 

 

 
__________________________________________________________________ 

            __________________________________________________________________ 
 

4. Mithun was writing his homework. He went to the kitchen for a minute to drink 
water, as he was thirsty. When he comes back to his room, he sees that his baby sister 
has torn his home work sheets. What do you think Mithun would have done? 

 
 
 
 

 
 
 
5. Hari and his sibling are watching T.V. Hari want to watch one program and his 

sibling wants to view another. What could Hari do? 
 

 
 
 

 
6. Himesh is a poor boy. At school, while in the chemistry lab, a glass jar slips from 

Himesh’s hands and breaks.  The Lab instructor asks him to pay Rs 200 for it. But 
Himesh cannot afford to pay so much. Some of Himesh’s classmates suggest that the 
entire class can share the amount, while others say that they need not pay because it 
was not their mistake. What should the class decide now? 

 
 
 

  
7. Sherry buys a new dress and she likes it very much. She wears it to school on the 

colour dress day, but none of her friends compliment her, for her dress. What do you 
think Sherry would have done with that dress? 

 
 

 
 
8. Tejas is a very hard working and intelligent student. His friends approach him for 

help. But Tejas does not want to help them because he feels that it is his efforts and if 
he if teaches them they may score better marks and he will miss his regular first rank. 
What should Tejas do? 
 

 
 



 

 

 
 
9. Imran was looking for some information in the school library. A page from the  book 

he is handling tears. What should Imran do now? 
 

 
 
 

 
 
10. David and Nimmi were on their way back home from school. David saw four Guavas 
on a guava tree. He tells Nimmi that he would climb the tree to pluck the fruits and asked 
her to catch them when he throws them down. When he climbs down  Nimmi gave him 
two guavas and kept two for herself. David says that he should get a bigger share because 
he had seen the fruits and it was he who climbed the tree and plucked the fruits. They go 
to their mutual friend seema and ask her to solve this problem. What would seema do? 
 
 
 
 
 
11.  Rekha and Komal are siblings. They are allotted household chores to be performed   
every evening for twenty minutes. Rekha being older was allotted the washing, drying 
and arranging of the dinner plates. Komal was allotted the chore of watering the plants. 
Rekha enjoys watering the plants, and wants to exchange the chores with Komal. But 
Komal is too young to perform Rekha’s chore. Rekha cannot carry out both the chores 
since only 20 minute’s time is available. How will Rekha manage to enjoy doing both the 
chores in the available time? 
 
 
 
 
 
12. Vaibhav uses spectacles since he is short sighted. Often, his friends made fun of him 
for wearing spectacles. He feels miserable and hurt with the teasing. Since they are his 
friends he is forced to keep quite. But the teasing doesn’t seem to stop. What should 
vaibhav do?   
 
 
 
 
 



 

 

13. All of Mandira’s friends are getting more pocket money than her. So she asks her 
parents to give her more pocket money. Her parents tell her that the money they are 
giving her  is sufficient for her age. How should  Mandira respond to this? 
 

 
 

 
 
 
 
14. Two cats found a fish. They quarreled over who should get a bigger share. They went 
to another cat for solving this problem. Can you help the cat in solving this problem? 
 
 

 
 

 
 
15. One day Gopal was going to Mysore. In the train, he kept his luggage on a seat in an 
unreserved compartment and went out to have a cup of tea. When he returned he found 
that a stranger had thrown his luggage down and occupied the seat. How will Gopal react 
to this situation?  
 
 

 
 

 
 
16. Ramu and his friends were playing cricket on the road. While batting, Ramu broke a 
window of a house. All the boys run away. The owner of the house, whose window he 
has broken, catches Ramu. How will Ramu come out of the situation ? 
 
 

 
 

 
 
17. Neeraj’s exams are fast approaching. Today Neeraj studied for 4 hours in the morning 
and 3 hours in the evening. He feels he cannot study any more today. His father insists 
him to study for 2 more hours in the night. What should Neeraj do? 
 
 
 
 



 

 

 
 
 
18. Reema went to a shop to buy 1 kg. sugar, which she needed urgently. The shopkeeper 
had only ½ kg. of sugar. There are no other shops to close-by. What will Reema do now? 
 
 
 
 
 
19. A mother has 6 children. One day she bought 5 chocolate bars and gave it to her 
eldest son to distribute the chocolates to his siblings. How should he distribute the 
chocolates? 
 
 
 
 
 
 
20. Ravi borrowed Rs.5,000 from Suresh saying he would return the money within a 
week. At the end of the week, he gave back Rs.3,000 insisting that he had borrowed only 
3,000 rupees. What will Suresh do now ? 
 
 
 
 
 
21. Two boys walking on the road saw a ripe mango in a tree. Both of them want to have 
the mango themselves. How will they decide who should get the mango ? 
 
 
 
 
 
22. Seetha and Geetha are sisters. One day, their mother bought a dozen bangles for 
Seetha, but nothing for Geetha. Geetha also wants bangles. How will she get the bangles 
for herself ? 
 
 
 
 
 
 
 



 

 

 
 
23. In a Nursery school, there are only 10 tricycles for 30 boys. All the boys want to ride 
the tricycles. What will the teacher do ? 
 
 

 
 

 
 
24. Rohan’s class teacher made him a leader for bringing out a class magazine. She asks 
him to select a group of 6 children to work on the magazine. Whom should Rohan select? 
 
 

 
 

 
 
25. Sam is an old man. His voice is little hard to understand because his voice is harsh 
and gravelly. Once Sam went to the Bank to draw some money. But the lady in the Bank 
did not understand Sam’s language. How can she help Sam to draw cash ? 
 
 
 
 
 
26. The students of class VIII decided to buy a gift for their class teacher on Teacher’s 
day. They wanted to keep this as a surprise, so did not take any help from the teacher. 
Write down the steps to buy the gift successfully. 
 
 

 
 

 
 
 
Thank you 
 
 
 
 
 
 
 



 

 

 
 

Appendix-iv 
Socio-demographic data tool 

 
 
Dear student, 
 
 please fill the following information:  
 
 
Name:___________________________ Class: ___________ section:______________ 
 
Sex:____________   Age:__________        Date of birth:_____________ 
 
School:_______________ place:_______________ Religion:______________ 
 
No. of siblings a) brother/s__________ b) sister/s:_________________ 
 
Ordinal position: ________________ type of family ( nuclear / joint):__________ 
 
NO. of family members:___________  
 
Parental Education A) Father:______________ B) Mother:______________ 
 
Parental Occupation   A) Father:__________________ B) Mother:______________ 
 
Annual income of the family:________________  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

 
 
 
 

Appendix-v a 
Peer evaluation checklist 

 
 

 
 
Session title  _________________Name of the Facilitator _____________ 
 
Name of the Evaluator  _________________________  Date _________ 
 
 
Give your feedback for the following  
 
0 -not at all 1 - to some extent 2 - to a great extent  
 

Sl No. Criteria 0 1 2 

1 Topic discussed was useful    

2 Activities planned were relevant    

3 Examples given were suitable and age 
appropriate    

4 Interaction techniques used were appropriate    

5 Facilitators communication / interaction skills 
were appropriate    

6 Management of time successfully    
7 Provides opportunity for participation    
8 Instruction given were clear    

9 Facilitator’s was able to put together the 
concepts introduced 

   

10 Was able to summarize the session 
meaningfully 

   

11 Overall success of the day’s session    
 
 
 

Signature 
 



 

 

Any other suggestion: 
 
 
 

Appendix-v b 
Teacher evaluation checklist 

 
 
 
 
Session title  _______________Name of the Facilitator _______________ 
 
Name of the Evaluator  _________________Date ______________ 
 
Give your feedback for the following  
 
0 -not at all 1 - to some extent 2 - to a great extent  
 
Sl No. Criteria 0 1 2 

1 Topic discussed was useful    
2 Activities planned were relevant    

3 Examples given were suitable and age 
appropriate    

4 Interaction techniques used were appropriate    

5 Facilitators communication / interaction skills 
were appropriate    

6 Management of time successfully    
7 Provides opportunity for participation    
8 Instruction given were clear    

9 Facilitator’s was able to put together the 
concepts introduced    

10 Was able to summarize the session 
meaningfully    

11 Overall success of the day’s session    
 
 
 

Signature 
 



 

 

Any other suggestion: 
 
 
 

Appendix-v c 
Participant evaluation checklist 

 
 
 
Session title  ___________________ Name of the Facilitator  ___________ 
Name of the Evaluator  __________________Date  ______________ 
 
Please give your feedback on the day’s session 
0 -not at all 1 - to some extent 2 - to a great extent  
 
Sl No. Criteria 0 1 2 

1 Topic discussed was useful    
2 Activities helped understand the topic    
3 Examples given helped understand the topic    
4 Facilitators communication was appropriate    
5 Management of time successfully    
6 Provided opportunity for participation    
7 Instruction given were clear    

8 Facilitator was able to put together the 
concepts introduced    

9 Was able to summarize the session 
meaningfully    

10 Overall success of the day’s session 
    

 
 
 

Signature 
 
Any other suggestion: 
 
 
 
 
 



 

 

 
 
 
 

Appendix-vii a 
Participant feedback form 

 
Name of the Participant:  ___________________ Class: ___________  
 
School ______________ 
 
Facilitators Name  _______________    Date  ____ 
 
 
Give your feedback for the following  
 

Sl No. Statements To a large 
Extent 

To some 
Extent 

Not at 
all 

1 Were the topics covered interesting/useful?    

2 Was the method adopted to reach the concepts 
easily understandable?    

3 Were the activities planned helped you 
understand the topics covered in the program?    

4 Did the facilitator motivate you to set 
target/goal to practice values?    

5 Did the facilitator help measure progress 
towards the set goal?    

6 Did the facilitator attained to your queries or 
difficulties?    

7 
Do you think the topics covered in the 
program will contribute to your self-
development in future? 

   

8 Would you like to have such programs as a 
part your academic activity every year?    

 
 
 9. How do you rate the program? 
 
 ( ) Excellent 
 ( ) Very good 
 ( ) Good 
 ( ) Satisfactory 
 ( ) Poor 
 
 



 

 

 
10. Which was the best session you liked in the entire program and why? 
 
 
 
 
 
 
 
 
 
 
11. Which of the strategies adopted by the facilitator did u like the most during the course 
of the program and why? 
 
 
 
 
 
 
 
 
12. Write your overall experience in the program? 
 
 
 
 
 
 
 
 
13. Any suggestions your would like to make. 
 
 
 
 
 
 
 
 
Thank you 
 
Chitkalamba N 
 
 
 



 

 

Appendix-vii b 
Parents’ feedback form 

 
Dear Parent 
 
As you are aware your child has been a part of our research program “Moral education 
program to facilitate peaceful conflict negotiations among early adolescents- A process 
curriculum approach” conducted during the academic year 2009-2010. Please give your 
feedback about the program conducted. 
 

Sl 
No. Statements Yes No Don’t 

know 

1 Does your child talk to you about what he/she 
learnt in the program?    

2 Were the topics covered in the program useful    

3 
Would you encourage your child to continue 
practice the values and skills thought in the 
workshop? 

   

4 Would you like the program to be a part of 
academic activity every year?    

5 Would you recommend this workshop for other 
children?    

    6        
Have you noticed any changes in your child in the      
areas that has been taught in this program? 
 

   

 
 6.a  If any, please write what changes have you noticed. (give examples) 
 
 
 
 
 
  7. What is your opinion about the program? 
 
 
 
 
 
  8. What suggestions would you like to recommend for improving? 
 
 
 
 
Thank you                                                                                                     Chitkalamba N                                                                                                                 
Name of the parent:                                                                                   (Research Scholar) 
Name of the Participant: 
Place: 
Date: 



 

 

 
Appendix-viii 

List of papers published, papers presented, workshops attended and 
outreach program conducted in connection with research work 

 
 
 
PAPERS PUBLISHED 
 
1. 
   Journal                                   Title       Issue 
 
Journal of 
Educational 
Chronicle- an 
international journal 
of education 
ISSN : 2229-6220 

Fostering peaceful conflict negotiation 
skills among early adolescents through a 
process curriculum approach 

vol 1, Issue 2, 
June 2011, 
PP:45-55 

 
Authors: Chitkalamba N. , Rajalakshmi M.S. and K.P suresh 
 
Journal of Educational Chronicle- an international journal of education is a peer 
reviewed multi-disciplinary educational online and print publication, scheduled to 
appear half yearly published by Institute of Professional Studies (IPS) 
    
2. 
   Journal                                   Title       Issue 
 
ACRM Journal of 
Business 
Management and 
Research, 
September   
ISSN: 0973-3523 

Effect of a conflict resolution education 
program on the interpersonal conflict 
resolution skills of early adolescents 
 

Vol 6, No.2 
September 
2011 
PP:1-7 

AIMS Centre for Research and Management 
 
Authors: Chitkalamba N. , Dr.Rajalakshmi M.S. and  Dr.suresh 
 
ACRM Journal of Business Management and Research is national bi-annual peer 
reviewed journal published by ACRM of Acharya Institue of Management Studies 
(AIMS). 
 
 



 

 

 
CONFERENCE 
 
Papers presented: 
 
 presented  a paper titled “ An exploratory study on the pattern of 

imparting moral education to students in selected Government, Private 
and Missionary schools” at the National level conference “ 
Converging sciences for quality life” held at Mount Carmel college, 
Bangalore from 24-26 Feb. 2009.  

 
 Presented a paper on “fostering positive conflict resolution skills for 

adolescents well being” in the national conference on ‘Quality health 
care for better living” held on 20th and 21st January 2011 at Mangalore.  

 
 Paper presented on “Moral education program for nurturing non-violent 

conflict resolution skills among early adolescents” at the National level 
conference on “Human excellence through holistic education” 
organized by Christ University, Bangalore on 30-31 May 2011. 

 
 
Attended: 
 
 The researcher attended a UGC sponsored National conference on “ 

Role of home science and interdisciplinary subjects towards promoting 
health for all” held on 23rd and 24th of July 2009 by Smt VHD Central 
Institute of Home Science, Bangalore 

 
 
WORKSHOPS 
 
 
 The researcher participated in a 3 days workshop on “Life Skills 

Educators Workshop: Empowering Adolescents using Life Skills 
Education” conducted by NIMHANS, Bangalore, from 16th-18th April 
2007. 
 

 



 

 

 Participated in National level Workshop on “Research methodology 
and SPSS training programme” Conducted by St.Paul’s Group of 
Institutions, Pattegarpalya, Bangalore-79 from 20th-24th April 2011. 

 
 Participated in the national level workshop on “Writing research/ 

scholarly articles” held at St Aloysius institute of education, Mangalore 
from 14th to 15th October, 2010. 

 
 Completed the Workshop cum training on “Data management and 

Biostatistics using SPSS Statistical Software” Conducted by 
National Institute of Animal Nutrition and Physiology, Bangalore, 
from  12th-13th December 2008. 
 

 
 
OUTREACH PROGRAM 
 
 

 A two days workshop conducted on “Values of cooperative learning” 
to the resident students of Bande Mutt, Solur hobli, Magadi Taluk on 
19th -20th September 2010. 

 


