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case  method   and  has   been   fully   committed   to   the   case  

method  of  learning  since  its  inception.

ĸ  Although  this  paper  focuses  on  the  MBA  program  many  of  

the  elements  described  in  this  paper  are  equally  applicable  

to   the  undergraduate   business   program  and   especially   for  

executive  education  programs.

Ĺ  An   intellectual   debt   is   owed   to   Professor  Claude   P.  

Lanfranconi  who  made  available   an  unpublished  paper  on  

values  and  norms  at  Ivey.

ĺ  As  an  aside,  this  very  close  relationship  between  the  students  

in   the  program  makes   for   an   incredibly   strong   alumni  

network.  

Ļ  To  give   a  more   specific   example   it   is   common   for   the  

instructor   in   accounting   to   discuss   accounting   for   foreign  

exchange   the  day  before   the   finance   instructor   discusses  

the  risks  associated  with  exchange  rate  movements.  In  such  

a  situation  both  instructors  are  well  aware  of   the  materials  

being   taught   in   each  other’s   classes   and  often   refer   to  

material  learned  from  another  instructor.

ļ  These  values  and  norms  are  also  shared  with  faculty  mentors  

and  section  heads,  senior  administrators,  staff  and  students.

Ľ  As   in  most   schools   this   takes   the   form  of   formal   teaching  

evaluations  on  a  7  point  scale.

ľ   Some  of   these   schools   include  Harvard,  Thunderbird,  

Northeastern,  CEIBS,  National  Chengchi  University,  

Indiana  School   of  Business,   Indian  School   of  Business,  

Nanying  Business  School,  University   of  Pretoria,  Peking  

University,  Tsinghua  University  and  Yonsei  University.

Ŀ  At  Ivey  this  challenge  is  recognized  and  addressed  through  

a   variety   of  methods   including   scheduling  of   course  

commitments,  mentoring  of   teachers,   sharing  of   class  

notes   among   instructors,   infrastructure   support   including  

administrative   assistance,   funding   for   research   and  

conference  travel,  research  seminars  and  the  like.
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Abstract:  

and  discoursive  way.  How   to  protect   school-­aged   children   against   aggressive  behavior?  Georg  Lind´s  Konstanz  
Method  of  Dilemma  Discussion  (KMDDTM

psychology  ,  neurosciences  and  the  developmental-­educational  psychology  by  Georg  Lind  in  order  to  show  how  moral  
decision  making  works  and  how  the  KMDD  can  foster  the  emotional-­cognitive  balance  in  young  offenders.      
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1.  Aggression   in   the  Well-­educated  
Societies  

Juvenile   aggressive  behaviour   is   observable  

in  modern   highly   educated   societies   as  well   as  

developing  societies.  Children  today  become  subjects  

of   autonomous   judgments   and  decisions   sooner   than  

in   pre-­democratic   cultures.  However,   all   humans  

begin   to  make   judgments   by   following   their   in-­

born   feelings  of   rightness   and   justice   (Piaget,   1981;;  

Radbruch,  1998,  p.  266;;  Hamlin  et  al.,  2007).  Moral  

affects  are  relevant  for  judging.  But  truly  human  moral  

behaviours   can  only  be   “driven”   (Piaget,   1981)   by  

affects  that  people  can  understand,  express,  exchange  

with  others,  and  are  used   to  socialize  and  rationalize  

(Lind,  2010).  The  ability  to  bridge  between  intuitions  

and   reasoning  within   interpersonal   relationships,   by  

applying   right   and   just   rules   (Kohlberg,   1964;;  Apel,  

1990;;  Damasio,   1999),  makes  people   social   beings.  

The  question   is   not,  why  must   education  promote  
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cognitive   abilities   like  understanding  of   affects,  

emotions,  rmoral  reasoning,  interpersonal  perspective  

taking,   dealing  with   normative   conflicts,   and  

deliberating  with  others   respectfully?  The  question  

is,   “how  do  people   [become]   capable  of   respect   and  

democratic   equality?”   (Nussbaum  2010:   p.   29).   In  

this  paper,  we  would  like  to  consider  a  “psychological  

balance,”   rather   than  a  political  one  (p.  29),   in  order  

is  basic  because  democracy  cannot  be  a  real  lifestyle  

until  people  are  able  to  handle  their  own  aggression.

It   is   not  merely   that   “children  who  develop   a  

capacity  for  sympathy  or  compassion  –  often  through  

empathetic   perspectival   experience  –  understand  

what   their   aggression  has   done   to   another   separate  

person”  (p.  37).  According  to  Nussbaum,  “empathy  is  

not  [yet]  morality”  (p.  37)  because  the  latter  requires  

more   than   feelings   and   affects.  Morality   requires   a  

development  of  cognitive  skills  which  we  can  support  

educationally.  Immature  cognitive  structures  of  moral  

reasoning   in   young   children   can  give   rise   to   the  

formation  of  aggressive  behavioural  tendencies.

,   2006).  They   can   evoke   either   positive  or   negative  

emotional  attitudes.  Affects  “tune”  persons  to  perceive  

things,  other  persons,   relationships  and  social   issues.  

or   rational   rules   if   that   child   experiences   negative  

emotions  within   a   conflict  with  peers   (especially  

with  peers   behaving   in   a  way   that   is   “wrong”   in  

the   eyes  of   the   child).  As   the   research  demonstrates  

(Lind,   1993,   1997,   2010a;;  Oswald,   1996,  Ekman,  

2003),   people  with   low  moral   judgment   competence  

and   interpersonal   perspective   taking   also  have   low  

emotional   self-­control   and  decision  making   ability  

(especially  in  front  of  social  controversies).  This  is  a  

strong  reason  for  early  educational  fostering  of  socio-­

moral   skills   on   the   cognitive   level.  Another   reason  

is   that   children  mostly   come   from   families  with  

age,   children  begin   a   highly   technocratic   education  

in   their   schools.  Of   course,   humans  don’t   exist   in   a  

purely   technical   and   scientific   environment.  They  

exist,   first   of   all,   together  with  other   humans   and  

interact  with  them  as  moral  subjects.  Education  must  

promote   their   socio-­moral   skills,   too.  Unfortunately,  

we  are  reminded  of  this  human  purpose  of  education  

when  we  observe  how  deeply   that   interpersonal  

relationships   are   destroyed  when  people   lose   their  

affective  self-­control  and  begin  to  behave  violently.  

I n   s umma r y,   t h e   g r ow t h   o f   c o g n i t i v e  

competencies   seems   to   have   a   distinct   impact   on  

the  growth  of   emotional   self-­control   (Lind,   2010):  

both  contribute   to   the  development  of   the  key  social  

competencies   and,   especially,   of   the   competence  of  

solving   social   conflicts  without   the  use  of   physical  

violence.

2.  Georg  Lind:  Aggression  as   the  Lowest  

Regarding  the  impact  of  cognitive  competencies  

on   the  moral   development,   the  German  moral  

experimental   psychologist  Georg  Lind   defines  

the  use  of   violence   as   the   lowest   level   of   conflict-­

solving   competence   (Lind,   1997,   2010,   p.   1).  

Lind  disagrees  with   the   superficial   statement   that  

aggression  is  a  lasting  “stigmatic”  or  “devil”  attitude  

of   personality.  On   the   contrary,   he   sees   the  highest  

level   of   conflict-­solving   competence   as   a   rational  

and  discursive  dealing  with   socio-­moral   problems  

in   sensu   (Habermas   e.g.).  Rationality   is   the  main  

control   factor   in   aggressive  behaviour.  Aggression  

can  result  from  physiological  processes,  but  there  are  

still   “the   cognitive  processes   that   decide   about   how  

long,   how  explosive,   how   strong  or   how  weak   the  

aggressive   reaction  will   be  performed”   (Lind,   1993,  

p.   15).  Positive   correlation  between  high   cognitive  

competencies   and   aggression   control   implies   that  

self-­control  will   increase   if  moral   reasoning   is  

trained  using   careful   didactic  with  highly   stressing  

sociomoral   issues   like  dilemmas.  We  would   like   to  

examine   this   didactic   implication  with   reference   to  

some  pilot-­studies  and  observations.  

In   light   of   the  highly   authoritarian   learning  

environment   in  Poland   and   other   countries,  we  

suggest   that   teachers   need   to   apply   a   research-­based  

didactic   like   the  Konstanz  Method  of  Dilemma  

Discussion  (KMDD©)  to  increase  personal  aggression  

control   through   the   development   of   student’s  

moral   reasoning   skills.   In   this  way   the   “deficient  

competence   of   solving   problems”   (“mangelnde  

Problemlösefähigkeit”,   p.   4)   can  be   educationally  

strengthened   instead  of   producing   “docile   citizens  

who  …  would   follow  authority”   (Nussbaum,  2010,  

p.   58)   and  neither   ask  questions  nor   solve   social  

problems  together  with  other-­  minder  persons  who  are  

living  in  the  same  democratic  society.  

Aggressive   behavioural   tendencies   among  

children   seem   to   be   additionally   stimulated   by  

teachers´  personal  authoritarian  attributions  (applying  

sanctions,  making  criticisms,  engaging  in  harassment,  

etc.).  Not   having   enough   aggression-­prevention  

training  opportunities,  teachers  instead  contribute  to  a  

“spiral  of  violence”  (Lind,  1993,  p.  13)  and  create  “a  

circle  of  hostile  attributions”  (p.  13).  According  to  the  

American  psychologist  of  aggression,  Kenneth  Dodge,  

Lind  emphasizes  that  aggressive  people  stimulate  one  

another   to   engage   in   aggressive  behaviour.  Similar  

attributional   stimulation   can   take  place   in   child-­

parent,  child-­teacher,  and  peer  relationships.  However,  

people   can   (and   should)   stimulate   one   another   to  

engage   in   rational   and  discoursive  behaviour   being  

2010).  Can   teachers   promote  moral   and  discourse  

competencies  in  student’  minds?  

Yes,   they   can  use  Georg  Lind’s   professional  

method,   the   so-­cal led   “Konstanz  Method   of  

Dilemma  Discussion”   (KMDD©).  Lind  developed  

his  method  30  years   ago.  He   also   constructed   the  

“Moral   Judgment  Test”   (MJT©,  N  =  1;;  Lind,   2004)  

being   a   highly  precise   experimental   instrument   of  

measuring  both   affective   and   cognitive   aspect   of  

moral   judgmental   behaviour.  A  KMDD-­teacher  

introduces   a  moral   dilemmatic   story  being   a   task  

for   participants.  Participants   have   to   deal  with   their  

emotions  getting   involved   in   the   individual   and  

collective   reflection  on  dilemmas   that   the   story  

contains.  Step  by   step   they  process   and   re-­construct  

their  intuitive  judgments  on  the  discourse  level.  Being  

confronted  with  controversial  opinions  they  learn  how  

to  deal  with   their  own  emotions,  and  how   to   respect  

the   emotions  of   others.  An   affect   regulation  will   be  

trained.  Participants   have   to   observe   two  discourse-­

rules:   the   “respect-­rule”   and   the   “ping-­pong   rule”  

(Lind,  2009)  which  protect  them  against  physical  and  

oral   aggression.  This   is   the   reason  why   the  KMDD  

can  support  personal  emotional  self-­regulation  which  

seems  to  be  crucial  in  reactive  aggression  prevention.  

3.  Reactive  Aggression  

Lind  and  Dodge  both  refer  to  reactive  aggression  

as   the  most   common  aggression   type   in   school-­

aged   children.   “Reactive   aggression   has   been  

conceptualized  as  a  fear-­induced,  irritable,  and  hostile  

affect-­laden  defensive   response   to   provocation”  

(Dodge,   1991;;   see   also  Meloy,   1988).   Further,  

reactive   aggression   “involves   a   lack  of   inhibitory  

functions,   reduced   self-­control,   and   increased  

impulsivity”   (Atkins   et   al.,   1993;;   see  Raine   et   al.,  

1998).   In   contrast   to   proactive   aggression,   reactive  

aggression   requires   a   high   level   of   emotions   and   a  
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low   level   of   self-­control,   resistance   to   provocation  

and  frustration.  It  is  also  characterized  by  feelings  of  

guilt   and  outbursts   of   anger  when  one   is   confronted  

with   an   interpersonal   conflict.  As  Ekman   assumes,  

“when   anger   is   intense,  we  may  not   initially   know,  

or  even  want   to  know,   that  we  have  become  angry.”  

(Ekman,  2003,  p.  121).  All  the  characteristics  refer  to  

the  law  of  rational  self-­control  of  emotions.  However,  

“it   is  not   that  we  are  unable   to   take  a   step  back  and  

consider  whether  we  want   to   go   along   and   act   on  

our   anger.  Rather,  we   are   not   even   aware  of   being  

angry,  even  though  we  are  speaking  angry  words  and  

engaging   in   angry   actions”,   as  Ekman  highlightes  

(p.  121).  Strong  emotions  “drive”  (in  Piaget´s  terms)  

or  deliberated  upon:  rational  affect  regulation  doesn’t  

being  aware  of  and  attentive   to  our  angry  feelings   is  

the  opportunity  to  regulate  or  suppress  our  reactions,  

reevaluate   the   situation,   and  plan   the   actions  most  

likely   to   remove   the   source  of   our   anger.”   (p.   121).  

From  a  viewpoint   of  Georg  Lind´s  Dual-­Aspect  

Theory   (Lind   2010),   in   such   an   anger   evoking  

situation,  the  balance  between  affective  and  cognitive  

aspects   of   one´s   judgmental   behavior      is   disturbed.  

By  observing  personal  reactions  and  behaviors  within  

can  assume  that  this  kind  of  situations  mostly  arouse  

strong   emotional   reactions   and   especially   emotional  

dissonances  in  the  mind.    

Being   confronted  with   social   conflicts,   under  

stress,  one  makes  judgments  and  decisions  which  are  

based  on  one’s  internal  feelings.  They  can  be  positive  

or   negative   (Hamlin,   2007).  Positive  moral   feelings  

are,  for  example,  acceptance,  “the  feeling  of  respect”  

(Piaget,   1981),   and   the   feeling   that   another   person  

moral   feelings   are,   for   example,   anger,   feelings  of  

revenge,  and  the  feeling  that  one’s  opponent  is  wrong  

rightness”  (Radbruch,  1999)  and  interpersonal  “feeling  

of   justice”   (Piaget,   1981;;  Lind,   2009)   seem   to  be  

strongly   connected   to   the  basic   structures   of  moral  

judging  (de  Souza,  1980,  Solomon,  1983,  Nussbaum,  

2000)  as  to  the  in-­born  basic  moral  intuitions  (Hamlin,  

2007).  From   the  perspective  of  Lind´s  Dual-­Aspect  

Theory  moral   feelings  have   a   strong   effect   on  our  

moral   decisions.   “But   because   they   are   at   first   very  

vague   and  undifferentiated,   they   are   scarcely   in   a  

position   to  guide  us   in  dealing  with   the   complicated  

moral   problems  …  They  have   to   be   linked   to   our  

understanding.  They  must   be   (re-­)constructed   at   the  

level  of  oral  …  communication  so  that  young  people  

can   communicate   their  moral   feelings   adequately  

and  understand   the   feelings  of   others.  …  Morality  

is   a   product   of   the  human   intellect  …  To   this   end  

shared   experiences   and   cooperation   are   necessary”  

(Lind,  2010).  Being  confronted  with  everyday  social  

conflicts,   young  people   need   to   be   strengthened   in  

their  moral   judgment   competence.  Lind  warns,   “As  

we  have   seen,   strong  moral   affects   are   a   necessary  

precondition   for  moral   behavior,   but   they   are   also  

potentially   contrary   to   reason”   (Lind,   2010a).  

Reactive   aggression  prevention   requires   that   people  

learn  to  understand  and  “re-­construct”  (Lind,  2010  a)  

their  emotions  and  beliefs  on   the  verbal  and   rational  

level.   If   one  uses   one´s   cognitive  powers   (Kant,  

1994,  p.  249)  in  moral  decision  making,  he  or  she  can  

avoid  of  to  be  guided  by  blind  emotions.  On  the  other  

hand,  the  contemporary  psychologists  see  a  source  of  

aggression  in  the  low  emotional  level  too.    

4.  Proactive  Aggression

Dodge  notes   that,   “Proactive   aggression   in   the  

human   and   animal   literature   has   been   characterized  

as   instrumental,   organized,   and   ‘cold-­blooded’,  with  

little   evidence  of   autonomic   arousal”   (Dodge  1991,  

pp.  374-­393).  In  proactive  aggression,  a  low  need  for  

social  contacts  with  peers  and  adults,  a  low  affective  

level,   and   a   low   intrinsic  motivation  occur   together.  

Proactive  aggression   is   “characterized  by  …  blunted  

affect,  and  stimulation  seeking   tendencies”  (pp.  374-­

393).  As  Olweus   states,   proactive   aggression   seems  

to   be   rooted   in   cognitive   and   intentional   processes  

(Olweus,  1994,  pp.  97-­130);;  it  can  be  an  indicator  of  

future  delinquent  behavior,  too.  

We  agree  with  Piaget   (1981)   that   the   “affective  

primacy”   and   “affective   exchange”   (Piaget   1976,   p.  

8;;  1981,  pp.  11-­74)  with  other  persons  are  necessary  

preconditions  of   the  development  of  moral   judgment  

competence.  With   a   tendency   towards  proactive  

aggression,   people   don’t   experience  moral   feelings  

within   their   reduced   interpersonal   relationships.  

Moral   affects   have   no   impact   on   their  moral  

judgments  and  decisions.  On  one  hand,   those  people  

seem  to  understand  the  meaning  of  social  rules  quite  

adequately;;   on   the  other   hand,   they   cannot   evaluate  

the  moral   validity   of   these   rules   on   the   affective  

and  “right”   in  abstrac  only,  without  using   the  “sense  

of   rightness”   (Radbruch)   or   the   “feeling  of   justice”  

(Piaget).   Persons  with   a   low  emotional   level   don’t  

feel  an  “affective  content”  of  their  moral  orientations  

(Lind,   2010c,   p.   33).     Evaluational   act,   that   usually  

begin   from   inside,   is   probably   reduced   in   the   case  

of   proactive   aggression.  Of   course  moral   principles  

and   judgments   “are   to   be  understood  ultimately   as  

universal   constructions…   rather   than  …   internal  

emotions”   (Kohlberg,   1971,   p.   184),   however,  we  

can  experience  their  validity  in  an  affective  way  only.  

It   depends  on   the   feeling,   how  good  we   follow  our  

internal  principles.  

Dilemma  discussion  seems  to  be  recommendable  

as   training   for   participants  with   the   low  affective  

level,  too.  In  order  to  protect  against  the  development  

of   intentional   (proactive)   aggression,   it   is   important  

to   observe   the   “early   starters”   (Lösel,   2008,   p.   4)  

such   as   reduced   emotional   relationships   between   a  

child   and  other   persons,   and   social   exclusion   and  

discrimination.   Inclusion   in  KMDD-­sessions   can  

activate  moral   affects   in   the   child   during  dilemma  

presentation   and  plenary  discussion   in   a  way   that  

participants  will   be   confronted  with   controversial  

social   issues   and   fully   involved   in   the   inter-­personal  

“affective  exchange”.

It   is   truly  challenging   for   the  brain   to  deal  with  

in   dilemmatic   reasoning   evoke   a   dissonance   in   the  

cerebral   cortex.  A   functional  magnetic   resonance  

imaging  study  by  Prehn  et  al.  (2008),  for  instance,  has  

shown   that   individual  differences   in  moral   judgment  

competence  modulate   the  brain  network   involved   in  

moral   judgment,   and,   in   particular,   that   a   low  moral  

of  the  right  dorsolateral  prefrontal  cortex.  This  means  

that   these   conflict   solving   and   reasoning   activities  

strengthen   the  moral   judgment   ability   in   the   right  

meet.   “This   finding   is   also   interesting   in   light   of  

evidence  suggesting  that  patients  with  right  prefrontal  

lesions   are   characterized  by   the   inability   to   behave  

in  normatively  appropriate  ways  despite   the  fact   that  

they  possess   the   judgmental   abilities   necessary   for  

normative  behavior,   supporting   the   importance  of  

right   prefrontal   areas   for   normatively   appropriate  
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behaviors.  Thus,   a   dysfunction  of   the   right  DLPFC,  

or   its   specific   connections,  may  underlay   certain  

psychopathological   disorders   that   are   characterized  

provide   evidence   for   theoretical   approaches   to  

social   cognition   and  decision-­making   that   stress   the  

fundamental   role   of  DLPFC   in  neural   networks   that  

support   deliberative  processes   in   human  decision-­

making”  (Knoch  et  al.,  2006,  p.  4).  

As   a   result   of   (1)   this   neuroscientific   research,  

(2)   the   long-­standing  KMDD-­and  MJT   research,  

(3)   the   affective-­cognitive  parallelism  by  Piaget   and  

Lind,   (Lind  2002,   2010b),   and   (4)   the   educational  

Dual-­Aspect  Theory   (Lind,   2002,   2009,   2010b)  

we   suggest   that   professional   dilemma  discussions  

can   strengthen  moral   judgment   competence   in   both  

affective  and  cognitive  aspect.  Additionally,  a  higher  

moral   judgment   competence   seems   to   be   correlated  

with  a  low  level  of  reactive  and  proactive  aggression  

tendencies.   Longitudinal   studies   (Hemmerling  

&  Scharlipp,   2009,   2010)   have   shown   a   strong  

correlation  between  low  moral  judgment  competence,  

social  rules  breaking  and  delinquency  in  both  juvenile  

and   adult   offenders.  Hemmerling   and  Scharlipp   also  

innovative  rehabilitation  method.    

The  Authors   suggest   that   the   implementation  

of   the  Konstanz  Method  of  Dilemma  Discussion   at  

against   the  development   of   aggressive  behavioural  

tendencies   in   children   and   adolescents   because  

“antisocial   behavior   is   a   particularly   frequent  

problem  during   childhood   and   a   predictor   of   later  

criminality”   (Lösel  &  Beelman,   2007,   pp.   84-­109).  

Hemmerling’s  KMDD-­research   findings   in  German  

penal   institutions   (Hemmerling,   2010)   demonstrate  

how  difficult   it   is   to   protect   the  moral   judgment  

competence  of   young  offenders   against   diminishing  

factors  during  penalization.  We  would  like  to  remark  

that   the   cognitive  moral   skills   of   young  offenders  

in   the  penal   and   reforming   institutions   are   low   (see  

Figure  1).  Offering  dilemma-­discussion   training   in   a  

reforming   institution   (with   integrated  high   school),  

we  have   initiated   a   project   “Aggression  Prevention  

with   the  KMDD”   (M.  Schillinger,  E.  Nowak,  &  A.  

of  10  C-­points  after  six  KMDD-­sessions  (measurement  

instrument:  MJT,  Lind,   2004,   2010);;   aggressive  

emotions   and  violent   behaviour   data  were   self-­

reported  and  observed  with  the  help  of  the  Reactive-­

Proactive  Aggression  Questionnaire  (Raine  &  Dodge  

2006).ķ     However,  we   collected  both   reactive   and  

proactive   aggressions  data   together,  without  making  

distinction  here;;   violent   behaviour   observations  

were   reported  by   class   teachers  with   the  help  of   the  

Gasteiger-­Form.  

Figure  1:  Moral   judgment   competencies   of   juvenile  

male   offenders   in   penal   institutions   (measured  with  MJT,  

Hemmerling,  2010).  

This  diagram  (Hemmerling,  2010)  demonstrates  

the   relatively   low  C-­scores   (C  =  moral   judgment  

Competence,  see  Lind  2004,  Lind,  &  Wakenhut,  2010,  

Lind,  2010a)  of  juvenile  offenders  in  Germany.  In  the  

penal  institutions  combinded  with  schools  the  C-­score  

of  juvenile  offenders  is  higher.  However,  Hemmerling  

has  measured   a   regression  of   the  moral   judgment  

competence   in   offenders   during   the  penalisation  

period  (Hemmerling,  2010).    

In  collaboration  with  Marcia  Schillinger  (German  

Psychologist)   and  Kay  Hemmerling   (Konstanz  –  

Berlin)   the   authors   have   tested   the  KMDD   in  one  

of   the  Polish   reforming  houses   for   juvenile   female  

the  penalisation   time.  We  have  organized   seven  

KMDD-­sessions   there   (between  2009,  October   and  

2010,  May).          

Figure  2:  Impact  of  the  ĀKonstanz  Method  of  Dilemma-­

Discussionā   on   the  moral   judgment   competence  of   juvenile  

female  offenders   in   the  reforming  house  in  Poland  (Urbanska,  

Schillinger,  Hemmerling,  Nowak;;  N  =  14;;  age  13  –  21  years,  

Poland,  2010).

This   pilot   study   shows   that   young  delinquent  

females  with  higher  self-­control  of  reactive  aggression  

effect   on   their   behaviour   (blue   line)   achieve  much  

better  results  from  the  training  than  females  with  low  

self-­control  (red  line).  Both  groups  have  self-­declared  

strong   anxious   emotions   in   everyday   situations.  

Additionally,  all  females  were  observed  eight  months  

long  by   three   teachers.  KMDD-­instructors   have  

observed   that   the   “blue  group”   actively  participated  

in   all   phases   of   dilemma-­discussions   and   showed  

high   emotional   self-­control   even  when   confronted  

with  dilemmatic  moral   issues  and  opposite  opinions.  

In   contrast,   the   “red  group”  often   showed   anxious  

emotions   and  had  problems   expressing   their   affects.  

However,   all   participants  were   highly   engaged  

throughout   the  dilemma-­presentations   and   a   few  

minutes   afterwards.  They   often   asked   for  more  

dilemma-­stories   just   “to   listen”.  Expressing   and  

In   a   parallel   Swiss   group   (twenty   year   old  

students,  multiethnic   class,   learning  problems,   low  

German-­language   competency,   reactive   aggression  

and   small   amount   of   delinquency   reported  by   class  

teachers)  we  observed   two  different   phenomena:  

after   two  dilemma-­discussions,   boys   controlled  

their   excessive   emotions  much  better   than   at   the  

beginning  of   our   intervention.  And  girls   became  

more   and  more   active   in   the   discussions:   their  

speeches   and   arguments  were  noticeably   longer   and  

well   ordered  with   time.  Girls   learned   to   speak,   and  

boys   learned   to   listen.  We  never   observed   anxious  

behaviour  in  the  classroom.  At  the  end  of  the  KMDD-­

intervention,   both  girls   and  boys   appreciated   “the  

different   viewpoints   because   it   is   really   interesting  

to  know  them”.  Even  very  shy  children  and  children  

sitting   at   corner   tables   cooperated  with  others   (in  

contrast   to   the   strong   exclusion   that  we  observed  

earlier).  Our   research   findings   (using   the   same  

measurement   instruments)   show  growth  of  moral  

judgment   competence   particularly   among   girls  

(over   10  C-­points).  We   suggest   that   dilemma-­

discussion   training   at   an   early   school   age   can  help  

children   to   understand   and   “construct”   (Lind  2010)  

their   affects,   and   to   strengthen   their   cognitive   skills  

in   this  way.  Additionally,  moral   and  democratic  

education  would   achieve   their   ends  much   easier  

if   teachers  were   encouraged   to   apply   the  highly  

of  Dilemma  Discussion   in   other   school   subjects  

as  well.  Dilemmatic   thinking   and   solving  of   social  
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controversies   requires   an   efficient   dealing  with  

dillematic   affects.   “In  order   to  maintain   affects   at  

an  optimal   level   for   learning  phases   of   challenge  

and  support  alternate  in   the  KMDD.  The  course  of  a  

KMDD  session  is  described  in  detail  in  the  teacher’s  

manual.  By  means  of   a   fine   adjustment   of   these  

phases   an   experienced  KMDD   teacher   can   success-­

fully  maintain   the   emotional   state   of   the   students   in  

his  class  at  a  level  which  provides  an  optimal  ‘window’  

for  learning.  It  has  never  been  observed  that  students  

fall  asleep  or  are  inattentive  over  long  periods  of  time  

during  KMDD  sessions  or   that   they  become  over-­

excited  or   aggressive,   even   in   the   case  of   difficult´  

students   and   in   the   treatment   of   difficult   dilemma”  

(Lind,  2010).  Konstanz  Method  of  Dilemma  Discus-­

sion   (KMDD©)   supports   both   affect   regulation   and  

a  balance.  And   this   is  why  we  can  assume   that  mor-­

ally  mature  persons  not  only  show  the  “high  judgment  

consistency”  but  also  “the  ability  to  cope  with  moral  

a   rational  and  discoursive  way,  without  violence  and  

fears.  

Notes:

ķ Raine  &  Dodge  Questionnaire  allowed  only  for  the  pilot-­use  

by  M.  Schillinger  and  B.  Gasteiger,  Germany.  

References:

Apel,  K.-­O.  (1990).  Diskurs  und  Verantwortung.  Frankfurt M.:  

Suhrkamp.  

Beane,  J.  (1990).  Affect  in  the  curriculum:  Towards  democracy,  
dignity,  and  diversity.  NY:  Teachers  College  Press.  

Brehm,   J.W.  &  Cohen,  A.R.   (1962).  Exploration   in   cognitive  
dissonance.   New  York:  Wiley.

Damasio,  A.   (1999).  The   feeling   of  what   happens .  NY:  
Harcourt  Bracer  &  Co.  

Damasio,  A.  (1994).  Descartes´error:  Emotion,  reason  and  the  
human  brain.  NY.

Dodge,   K.A.   e t   a l .   (2003) .   Peer   re ject ion   and   socia l  

information-­processing   factors   in   the   development  

of   aggressive   behavior   problems   in   children.  Child  

Development,  Vol.  74,  No.  2,  pp.  374-­393.
Ekman,  P.  (2003).  Emotions  revealed:  Understanding  faces  and  
feelings.  Phoenix:  Orion  Books  ltd.    

Gross,  J.J.  (ed.)  (2007).  Handbook  of  emotion  regulation.  NY:  
The  Guilford  Press.    

Hamlin,   J.K.   et   al.   (2007).  Social   evaluation  by  preverbal  

infants.  Nature,  No.  450  (7169),  pp.  557-­559.
Hemmerling,  K.  (2010).  Fostering  moral  judgment  competence  

of  incarcerated  offenders  as  a  goal  of  education  processes  in  

social  rehabilitation  (unpublished  doctoral  thesis),  Univ.  of  

Konstanz.

Hemmerling,  K.,   Scharlipp,  M.,  &  Lind,  G.   (2009).  Die  

Konstanzer  Methode  der  Dilemma  Diskussion   für   die  

Bildungsarbeit  mit  Risikogruppen.  [=  The  Konstanz  Method  

of  Dilemma  Discussion   for   educational  work  with  groups  

at   risk].   In:  K.  Mayer  &  H.  Schildknecht,   ed.,  Handbuch  

Dissozialität,  Delinquenz  und  Kriminalität   -­-­  Grundlagen  

und  Methoden  der  professionellen  Arbeit  mit  Menschen  mit  

abweichendem  Verhalten.  Zürich:  Schulthess.

Kant,   I.   (1994).  What   is   orientation   in   thinking?   In  H.  Reiss,  

ed.,   transl.   by  H.B.  Nisbet,  Kant.  Political  writings .  
Cambridge:  Cambridge  Univ.  Press.  

Kohlberg,  L.   (1971).  Stages  of  moral   development   as   a   basis  

for  moral   education.   In  C.M.  Beck,  B.S.  Crittenden,  &  

E.  Sullivan   (Eds.),  Moral  Education:   Interdisciplinary  
Approaches.  Toronto:  University  of  Toronto  Press,  pp.  23-­                      
92.  

Knoch,  D.   et   al.   (2006).  Diminishing   reciprocal   fairness   by  

disrupting  the  right  prefrontal  cortex.  Science,  314  (5800),  
pp.  829-­ß832.  

Lind,  G.   (1997,   2010a).  Gewalt   als   die   niedrigste  Ebene  

der  Konfliktlösung   [=  Violence   as   the   lowest   level   of  

conflict-­solving   competence]   (Paper   presented   at   the  10th  

Conference  of  Peace  Psychology,  Univ.   of  Konstanz,                    

13.-­15.6.1997).  http: www.ethicsinprogress.org  .

Lind,  G.   (1985).  Growth   and  Regression  on  Cognitive-­Moral  

Development,   in:  C.G.  Harding   (Ed.),  Moral  Dilemmas .  
Chicago:  Precedent  Publishing,  pp.  99-­114.

Lind,  G.   (2002,   2009).   Ist  Moral   lehrbar?   [=  Can  morality  
betaught?]  Oldenbourg:  Munich.  

Lind,  G.   (2004).  The  meaning   and  measurement   of  moral  

judgment   competence:  A  Dual-­Aspect  Model.   In  D.  

Fasko  &  W.  Wills   (Eds.).  Contemporary  Philosophical  
and  Psychological  Perspectives   in  Moral  Development                      

Education.  Creskoll,  NJ:  Hampton  Press,  pp.  185-­220.
Lind,  G.   (2010b).  Moral  education.  A  Dual-­Aspect  Theory.   In  

E.  Kiel  &  K.  Zierer  &  (Eds.),  Gestaltung  Basisunterricht  (in  

German).  English  hand-­out.

Lind,  G.   (1993).  Zur  Psychologie   gewalttätigen  Verhaltens  

und   seiner  Prävention   [=  Psychology  of   violent   behavior  

prevention].  Psychology  of  Morality  &  Democracy   and  

Education.   http: www.uni-­konstanz.de ag-­moral pdf Lind-­

1993_Gewalt-­Theorien.pdf.

Lind,  G.,   Sandberger,   J.-­U.,  &  Bargel,  T.   (2010).  Moral  

competence   and  democratic   personality.   In  G.  Lind,  H.A.  

Hartmann,  &  R.  Wakenhut   (Eds.).     Moral   Judgments  
and  Social  Education .  New  Brunswick   (U.S.A.)   and                      
London  (U.K.):  Transaction  Publishers,  pp.  55-­79.    

Lind,  G.  (2010c).  The  theory  of  moral-­cognitive  development.  

In  G.  Lind  et  al⋯.,  pp.  21-­54.  

Lind,  G.  &  Wakenhut,  R.   (2010).   testing   for  moral   judgment  

competence.  In  G.  Lind  et  al⋯.,  pp.  79-­108.  

Lipsey,  M.W.  et   al   (2001).  Cognitive-­behavioral  programs   for  

offenders.  The  Annal  of  the  American  Academy  of  Political  
and  Social  Science ,  Vol.   578,   pp.   144-­157.   http: www.
sagepublications.com

Lösel,  F.  &  Beelmann,  A.  (2003).  Effects  of  child  skills  training  

in   preventing   antisocial   behavior:  A   systematic   review  

of   randomized   evaluations.  The  Annals   of   the  American  
Academy  of  Political  and  Social  Science,  Vol.  587,  No.  1,  
pp.  84-­109.

Lösel,  F.  (2008).  Präventionseffekte  sozialer  Kompetenztraining  

für  Kinder.  Erlangen:  Stiftung  Deutsches  Forum   für  

Kriminalprävention  (PDF-­document).

Olweus,  D.   (1994).  Bullying   at   school:  Long-­term  outcomes  

for   the  victims   and   an   effective   school-­based   intervention  

program.  Aggressive  Behavior:  Current  perspectives.  New  
York:  Plenum,  pp.  97-­130.

Oswald,  P.A.   (1996).  The   effects   of   cognitive   and   affective  

perspective-­taking  on   empathic   concern   and   altruistic  

helping.  Journal   of  Social  Psychology,   No.   136,   pp.   613-­
623.

Nowak,  E.  &  Lind,  G.  (2009).  Mis-­educative  martial  law  –  the  

fate  of   free  discourse  and   the  moral   judgment  competence  

of   Polish   university   students   from   1977-­1983.   In  B.  

Wojciechowski   et   al.   (Eds.).  Between   complexity   of   law  
and  lack  of  order.  Toruz,  A.  Marsza ek  Publishing,  pp.  145-­
165.

Nussbaum,  M.   (2000).  Emotions   as   judgments   of   value.  The  
Yale  Journal  of  Criticism,  Vol.  1,  Issue  5.

Nussbaum,  M.  C.  (2010).  Not  for  profit.  Why  democracy  needs  
the  humanities .  Princeton  &  Oxford:  Princeton  Univ.  Press.  

Piaget,  J.  (1981).  Intelligence  and  affectivity.  Annual  Reviews  
Monograph:  Palo  Alto.  

Prehn,  K.,  Wartenburger,  I.,  Mériau,  K.  et  al.  (2008).  Individual  

differences  in  moral  judgment  competence  influence  neural  

correlates   of   socio-­normative   judgments.  Social  Cognitive  
and  Affective  Neuroscience.  No.  3(1),  pp.  33-­46.  

Prehn,  K.   (in   press).  Moral   judgment   competence.  A   re-­

evaluation  of   the  Dual  Aspect  Theory  baded  on   recent  

neuroscientific   research.   E.  Nowak  &  D.   Schrader                  

(Eds.),  Educating  competencies  for  democracy.  Peter  Lang  
(in  press).  

Radbruch,  G.      (1998).  Bildungs-­   und  Religionspolitik.  

Politische  Schriften   aus  der  Weimarer  Zeit.   [=  Education  

and   religion  policy.  Political  writings   from   the  Weimarer  
times].  RGA,  Vol.  13,  part  2.

Raine  A.  &  al.  Dodge,  K.A.   (2006).  The   reactive–proactive  

aggression  questionnaire:  Differential  correlates  of  reactive  

and  proactive   aggression   in   adolescent   boys.  Aggressive  
Behavior ,  Vol.  32,  pp.  159-­171.

Richardson,  D.R.  &   al .   (1988).   Relationship   between  

perspective-­taking   and  non-­aggressive   responding   in   the  

face  of   an   attack.     Journal   of  Personality ,  No.   66(2),   pp.  
235-­256.

Roberts,  W.  &   Strayer,   J.   (1996).   Empathy,   emotional  

express iveness ,   and   prosocia l      behaviour.   Chi ld  

Development,  No.   67(2),   pp.   449-­470.  Schillinger,  M.  

(2006):  Learning   environment   and  moral   development .  
Aachen:  Shaker.

Schillinger,  M.   (2006).  Learning   environ  ment   and  moral  
development .    Aachen:  Shaker.

Schore  A.N.  (1994).  Affect  regulation  and  the  origin  of  the  self.  
Hillsdale  NJ:  Lawrence  Erlbaum  Associates,  Publishers.    

Se lman ,   R .   L .   (1980) .  The   g rowth   o f   in t e rpe r sona l  
understanding .  NY,   London,  Toronto,   Sydney,   San  
Francisco:  Academic  Press.

De  Souza,  R.  (1980).  The  rationality  of  the  emotions.  A.  Rorty  

(ed.).  Explaining  Emotions.  Berkely:  Univ.   of  California  

Press.    

Solomon,  R.   (1983).  Emotions   as   judgments.  The  passions .  
Indiana:  Notre  Dame  Univ.  Press,  Indiana.  

Internet:  

http: www.uni-­konstanz.de ag-­moral

http: democracy-­education.net  

http://www.uni-konstanz.de/ag-moral/
http://democracy-education.net

