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CHAPTER I

INTRODUCTION

The last two decades have brought about a surge of interest in
moral development and morality in general. This interest encompasses
the public at large as well as psychology and education. In the

Pulitzer Prize winning work, The Best and the Brightest, Halberstram

(1969, p. 29) quotes a statement written by Chester Boyles, then
Undersecretary of State, immediately after the Bay of Pigs dincident.
Bowles wrote:

Anyone in public life who has strong convictions about

the rights and wrongs of public morality, both domestic and

international, has a very great advantage in times of strain,

since his instincts on what to do are clear and immediate.

Lacking such a framework of moral conviction . . . he is

forced to lean almost entirely upon his mental processes; he

adds up the pluses and minuses of any question and comes up

with a conclusion. . . . the Cuban fiasco demonstrates how

far astray a man as brilliant and well intentioned as Kennedy

can go who lacks a basic moral reference point.

Although there has been a voluminous amount of work in the area of
moral development and morality within psychology, there is still a wide
divergence concerning the nature of morality itself. One psychological
approach in defining morality is the attempt to equate morality with
social conditioning. Eysenck (1976) defines morality and conscience as
a conditioned reflex, an anxiety-based avoidance of acts that have been
punished by society. 1In contrast, Berkowitz (1964) defines moral values

as "evaluations of action believed by members of a given society to be

'right'." Morality is seen by others as imitative modeling and the



self-generation of reinforcing events (Bandura and Walters, 1963; Kanfer
and Phillips, 1970; Mischel, 1966). Still others tried to distinguish
between the functions of knowledge and feeling in the operation of an
internalized conscience (Freud, 1927). The wide divergence in defini-
tions and theories notwithstanding, the approach that has generated the
greatest interest in terms of research or potential application is from
a cognitive developmental base, as represented by the works of Lawrence
Kohlberg. Like Piaget's postulation of invariant logical stages
(Piaget and Inhelder, 1969), Kohlberg's assertion of universal moral
stages rests upon the critical theoretical distinction between struc-
ture, held to be universal and to follow the laws of development, and
content, held to vary with specific patterns of experience and to fol-
low the laws of learning (Kohlberg, 1969b). In this distinction,
content is held to be what an individual believes, where structure
indicates the manner in which a person thinks about the content of his
beliefs.

Within the hierarchy of moral structure development, Kohlberg has
argued that it is possible to move from his description of what moral
stage development "is" to a statement of what such development "ought to
be." By this logic, the later stages are higher or better, and their
development should be fostered.

From this theoretical viewpoint, several programs specifically
designed to foster moral development in the Kohlbergian sense have been
presented and/or actually implemented (Beck et al., 1972; Kohlberg, 1972;
Stager and Hill, 1973; Sullivan, 1974). However, none of these studies
has looked at factors internal to the program, such as group size, sex

differences, or the composition of the moral development group.



Statement of the Problem

Although there is a considerable amount of research which indicates
that moral reasoning can be enhanced'significantly through the utiliza-
tion of cognitive conflict in various programs, little is known of the
effects of the variables of group size or composition on these programs
of moral development. Theoretical speculation and previous resea;éh
findings are incomplete on the effects of group size on these exercises.
There is little theoretical speculation or research on the optimum
group size for the moral enhancement program. Reported group sizes
have varied considerably, and little consideration has been paid this
variable. 1In addition, little is known of the effeéts of differing com-
position levels in terms of previous moral development. The role of the
proportions of previously highly developed individuals present in the
program has not been established. The effects of these previously high-
ly developed individuals upon the moral reasoning gains made within the
moral development program are not known at this time. There obviously
exists a need to examine the effects of varying group size and varying

moral level composition on a program of moral reasoning advancement.
Nature of the Problem

There has been a revival of interest in moral development in the
past decade, leading to a flourishing of theories and programs designed
to‘account for and promote moral thought for different populationmns.
Recently, programs established on the theoretical framework of Kohlberg
have shown significant gains in the level of moral thought of its
subjects (Sullivan, 1974). However, in the majority of these moral

development programs, the treatment of important variables, such as
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group size, age, and composition, has apparently been decided primarily
on the basis of expediency or availability of subjects. In fact, the
theoretical postulations concerning the variables of group size and
group composition as defined by previous moral development are conflict-
ing and often confusing. It has been stated that the advancement into
higher levels or stages of moral thought is contingent upon the creation
of cognitive conflict, the exposure to higher levels of moral reasoning,
and the trial adoption or role-playing of these higher stages by the
individual. The smaller group format by virtue of its fewer members
should allow for greater role-taking possibilities. The opportunity to
take actual positions on various moral dilemmas has been cited as a
means of moral change and progression (Hoffman, 1976; Kohlberg, 1968);
Conversely, the larger groups should provide a greater variety in
exposure by virtue of the increased number of perspectives through a
greater number of group members. The exposure to a variety of moral
perspectives has been cited as an important means of moral progression
(Turiel, 1973).

The examination of previous research regarding the composition of
the group also brings conflicting results. Various theorists hold that
the progression through the levels is not liable to significant regres-—
sion, once the progression to a new stage is made (Kohlberg, 1963;
Turiel, 1969). However, other researchers have concluded that individ-
ual opinions tend to merge to the mode within groups due to pressure
exerted through peers (Zimbardo, 1971). Thus if the subjects were
divided into two types of groups, one set of groups being greater in the
number of individuals who had previously attained higher levels of moral
development, and the other set being greater ig number of individuals

with lower levels of development, conclusions drawn from previous theory



would predict that the individuals from the "predominately high level
groups would progress. However, in the case of the "predominately lower
levels groups," the cognitively-oriented theorists would hypothesize
again a gain made by members, while theorists from a socially~based
orientation would tend to hypothesize a decrease in the level of moral
reasoning of the highly developed minority due to peer pressure.

To achieve the purposes of this study, four high school psychology
classes were assessed by an objective measure on their current level of
moral reasoning. On the basis of this assessment, the students were
classified and randomly assigned to groups differing in size and moral
level composition. They then partic¢ipated in a program involving the
discussion of moral issues., After completion of this program they were
again assessed on an objective instrument measuring moral reasoning.
Statistical procedures were applied to determine the main effects of
group size and group composition on difference scores from the test of
moral development, as well as the interaction between the two afore-

mentioned wvariables.
Definition of Terms

Level of Moral Development

The level of moral development is defined as that level of compre-
hension and defense of a course of action pertaining to an issue as
defined by Defining Issues Test (Rest, 1974).

The Defining Issues Test has been published and is currently in
wide use With‘regard to the assessment of moral judgment. The author
eméhasizes that the test is not an absolute predictor of moral beha&ior,

but rather examines the processes and issues that an individual utilizes



in reaching a decision on a moral topic. The test consists of six
stories, or dilemmas, that confront the reader with a moral choice.
There follow after each story a series of questions designed to examine
the processes utilized by the individual in reaching their decision.
The author has developed an objective standard scoring guide for assess-
ment of the subjects (Rest, 1974). The estimate of test retest relia-
bility over relatively short periods of time for adolescents was
reported as .81 (Rest, 1976). The validation of the constructs of moral
development was based on indirect evidence or "construcﬁ validation"
(Cronbach and Meehl, 1955), in which the theoretical implications of the
construct are tested, and a matter of determining the degree to which
the measure produces data trends conforming to a set of theoretical
expectations, The validating criteria for the moral judgment scale were

1. Test-retest stability

2. Age trends

3. Correlation with comprehension or moral-political concepts

4. Correlation with attitudes and political stances on current
controversial issues

5. Correlation with existing moral judgment measures (Kohlberg's)

6. Increases in moral judgment test scores after experiences which
theoretically should accelerate the development of higher-stage judgment.
After examining the Defining Issues Test on the above criteria, it was
concluded that the test compared well with that of other measures of
moral judgment, while at the same time being less time-consuming and
less vulnerable to certain biases of interviewing and scoring

(Rest, 1976).



Moral Dilemmas

A moral dilemma shall be defined as a discussion topic of sufficient
complexity to elicit and differentiate the stages of moral development as

defined by Kohlberg (1968).

Cognitive Conflict

Cognitive conflict shall be defined for the purposes of this study
as cognitive disequilibrium about one's position in relation to a moral
topic. It is operationally defined as the degree of disparity between

seemingly exclusive moral perspectives.

Group Composition

Group composition shall be defined as the level of cognitive moral
sophistication previously attained and assessed by the pretest. The com-
position of the experimental groups shall be divided into two levels,
those being:

Predominately High Groups. Predominately high groups shall be de-

fined as experimental groups which shall be composed of a two-to-omne ratio
of individuals who scored above the median in attribution of importance
to principled, or stage five or stage six statement on the pretest.

Predominately Low Groups. Predominately low groups shall be defined

as groups composed in a two-to-one ratio of individuals who scored below
the median in attribution of importance to principled moral statements on

the pretest.

Assumptions and Limitations

The Defining Issues Test is a measuring device for assessing the



ways in which subjects deal with moral dilemmas., With suitable assur-
ances of confidentiality it was assumed that the subjects would respond
to the ditems truthfully, The instrument derives scores which attempt

to assess the cognitive framework that the individual uses to make morai
judgment, rather than the individual's loyalty or sociability.

A major assumption of the Defining Issﬁes Test is that the individ;
ual's frame of reference for the judgment of morality in others is
identical af least in form to the network that the individual uses in
judging his or her own actions., The format of the test is such that it
is assumed that the same criteria for value judgments are used for
oneself as others. These cognitive networks are assumed to reflect the
degree of sophistication and adequacy of thinking (Rest, 1976).

A limitation of the research design is an assumption of a minimum
of interaction concerning the program material outside the experimental
format, Interaction of éuch a nature would pessibly confound the
variable under examination by producing cognitive conflict and/or moral

change outside of the research design,
‘Ethics

A serious concern surrounds the use of human subjects and their
manipulation as part of their involvement in psychological research.
The major problems include such areas as deception, abuse by either
physical or mental means, anonymity of subjects, and reporting of
results, These issues are especially important due to the ages of the
subjects,

.In this study, partipation was entirely voluntary, and no induce-
ments such as pay or course credit were used. The subjects' parti-

cipation in this research could be terminated at any point of their



choosing. There was no deception on the part of the experimenter. The
subjects were told that they were participating in a study of ambiguous
situations. The subjects were not either physically or mentally abused.

In addition, there was a debriefing session at which the true nature
of the research was discussed. Also, any questions the participants had
concerning procedures or-particular incidents were discussed.

Procedpres involved the discussion of hypothetical situations, and
each participant was allowed to speak freely and without censure. The
subjects shall remain anonymous, and théir individual responses to test
items shall remain confidential. Finally, the research was approved by
the appropriate individuals in the school administration as well as by

the individual teachers.
Hypotheses

The following hypotheses were drawn from the literature and were
tested in this study.

1. The large group format will be significantly more effective in
facilitating moral reasoning than the small group format with
the moral development program.

2., The predominately high group format will be significantly more
effective in facilitating moral reasoning gains than the pre-
dominately low group format.

3. No significant interaction will exist between the effects of
group size and group contribution.

4. A significant correlation will exist between gains in moral rea-
soning and a teacher rating of the subject's susceptibility to
peer pressure.

5. The moral development program will facilitate significant gains
in the moral reasoning of the program subjects.



CHAPTER II

REVIEW OF RELATED LITERATURE

Introduction

The following review will begin with a presentation of Kohlberg's
theory of moral development. This will be followed by research both
supporting or opposing his theory.

Kohlberg (1963, 1968, 1969) has theorized a progression of moral
thought occurring as moral judgment develops from the egocentric adoption
of moral rules and extends to the point where it is recognized that laws
are in a sense arbitrary, that there are many possible laws and that laws
are sometimes unjust. He has hypothesized six age-related stages in judg-

ing the values of human life. Kohlberg, in the Handbook of Socialization

Theory and Research (D. Goélin, ed., 1969) summarizes his theory and it
is presented in Appendix E.

Kohlberg is one of the few contemporary psychologists.to utilize
philosophy as the basis of definition of morality as the initial step of
the study of moral development. He states that the limitations of logic-
al positivism and behaviorism (equating knowing with learning and learn-
ing with behavior) have prevented psychology from reaching the conclusion
that the concept of morality is a philosophical rather than-a behavioral
concept (Kohlberg, 1971a). Kohlberg uses the assumption that the essen-
tial structure.of morality is the principle of justice as the endpoint

for his moral development theory, and that the core of justice is the

10
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distribution of rights and duties regulated by concepts of equality and
reciprocity (Kohlberg, 1976).

Moral philosophy is thus used as a definition for the endpoint of
moral development being justice, and the provision of moral concepts
(duties, rights, welfare, social order, etc.) to analyze developmental
progress toward the highest form of justice (Kohlberg's stage six).
Kohlberg (1969) suggests that only a relatively small number of people
will attain stage five or six morality (postconventional), since most
will not progress beyond stages three or four (conventional). Kohlberg
(1969) also asserts that although the individuals possess the cognitive
abilities of postconventional thought, they do not progress due to a
lack of stimulating agents within their enviromment, and that the
growth in moral judgment can be induced through the use of cognitive
conflict.

Kohlberg's theory of moral development prescribes that different
levels of moral principles permit different kinds of'actions. Lockwood
(1976) demonstrates how complex the application of moral principles is
to a concrete solution of a social problem such as.bussing; tﬁe principle
does not prescribe what must be done, but only what must be considered.
However, Peters (1970) states that moral principles cannot prescribe pre-
cisely what we ought to do; but at least they rule out certain courses
of action and sensitize the individual to the morally relevant features
of a situation.

The importance of a critical construct of Kohlberg's theory, that of
the distinction between strﬁcture and content, is demonstrated by re-
search done by Turiel (1974). Two measures of moral thought were ad-
ministered to the sample: a moral knowledge test, similar to one used by

Hartshorne and May (1928), describing actions and requiring the subjects
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to rate the seriousness, and a moral judgment interview requiring the
subject to resolve moral dilemmas and explain the reasoning. Turiel
found that moral reasoning increased with age, where scores on the moral
knowledge test decfeased with age. It was interpreted as indicating that
as the child's moral reasoning level progresses, the interpretation of
the content is changed.

In stressing the importance of moral content, Wright (1971) asserts
that it is not unreasonable to assume that why an individual evaluates
an action as wrong is much less important than that he thinks it wrong.
It has also been hypothesized that marked shifts in moral attitudes or
behavior may occur without any corresponding structural change (Lickona,
1976). Wright states that many American youths moved from the dominant
middle class culture to the hippie counterculture without actually leav-
ing behind conformist moral reasoning. He concludes that content plays
an important role in the totality of human functioning and that it de-
serves the aftention of those investigating moral development and
behavior.

The interaction between content and structure indicated a manner of
integration with two distinct kinds of influences. Lickona (1976) con-

ceives structure as a filter that determines the meaning and impact of
content. Aronfreed (1976) asserts that cognitive (structural) change
will be a critical determinant of how the child receives the social ex-
perience. Kohlberg (1969) holds that the individual's susceptibility to
content influences is also variant with the developmehtal stage, with the
greatest susceptibility being at the conventional levels, where the indi-
vidual is responsive to the group for moral definition of a situétion.
Since the majority of people function at the conventional levels (Kohlberg

and Turiel, 1971), it would at least partially explain the impact of
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individual situation upon moral judgment found by numerous researchers
(Burton, 1963; Hartshorne and May, 1928; Huston and Kork, 1976).

Lickona (1976) has also held that content, in some situations, can
overwhelm structure. He maintains that a culture's adult belief system
can bring about én apparent return to an earlier level of judgment.

This is similar to the adult social influence that causes children to
abandon an intention-centered judgment for .a material-based judgment
(Bandura and McDonald, 1963). Whether the changes indicate a true
structural regression or a cultural override, it appears that content
determines the functioning in these situations.

Lickona has also been hypothesized that content affects which struct-
tures are operationalized in behavior, and that the content/structure
distinction is variable within individuals (Lickona, 1976). Mischel and
Mischel (1976) indicate that what had been previously held to be struc-—
tural shifts in moral réasoning may have been a shift into a different
style of verbal justification.for which the individual expects to be
reinforced by his or her new social reference group. However, those
proposing a structural perspective in moral development have presented
research findings which indicate that moral reasoning reflects the in-
ternal patterning of social experience rather than verbal learning
(Kohlberg, 1969; Turiel, 1969). 1In his efforts to devise an objective
paper and pencil measure of moral development structure change, Rest
(1973) included distractors laden with more verbally complex terminology.
This was done in order to check on the tendency of subjects to choose on
the basis of complex, obtuse verbiage rather than on meaning.

There has also been a recent effort to differentiate content from
structure in order to more clearly observe the theoretically expected

invariant stage sequence (Kohlberg, 1976). He states that this kind of
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methodological refinement is built into the process of validating a
structural developmental theory.

Several researchers have found a strong relationship between intelli-
gence and moral judgment or behavior (Hartshorne and May, 1928; Kohlberg,
1968; Mischel and Mischel, 1976; Rest, 1974), as it does to many other
aspects of human functioning. However, the limitatioens of the above
studies prevented them from ascertaining the role of intelligence in en-
suring high moral development. It has been theoretically held that a
normal intelligence is necessary but not sufficient for high moral devel-
opment (Lickona, 1976).

Mischel and Mischel (1976) survey a variety of studies showing a
relationship between cognitive competence and a general adequacy of social
functioning. They emphasize the role of "sheer cognitive power in the
operation of conscience" and question whether children comparable in
general cognitive capacity would show any significant variation in prin-
ciples of conscience.

There are indications drawn from Burton (1963) which indicate how-
ever, that the relationship between IQ and honesty declines or disappears
when the context is nonacademic or the chance of getting caught is low.

In terms of moral judgment, it has been found that while high-IQ children
do better than low-IQ children on most Piaget tests of moral judgment,
for some dimensions the reverse is true (Lickona, 1976).

It has been theoretically postulated that such factors as intelli-
gence and cognitive level present necessary but not sufficient condi-
tions for moral development (Kohlberg, 1968; Selmon, 1976). This posi-
tion has been supported by research findings (Kohlberg and DeVries,

1969).
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Kohlberg's work has been recently criticized by Carol Gilligan
(1977) for sexual bias. She has hypothesized that females follow a dif-
ferent developmental sequence, transposing stages three and four in their
developmental pattern. Although her criticism is not without possibil-
ity, to date the research on her hypothesis has been limited. The re-
search support for her criticisms as it now stands is- insufficient for an
alteration of Kohlberg's theory.

The postulation of a hierarchy of moral stages has been sharply
attacked by a number of recent researchers (Alston, 1971; Mancuso and
Sorbin, 1976; Mischel and Mischel, 1976). An example of this can be
found in the following:

. . . avoid the trap of believing that a psychologically ‘later

developing form of behavior approaches an approximation of an

ultimately good behavior. . . . While we might yearn to see a

society of persons who understand rules within a morality of

reciprocity, the fact that this kind of morality develops
- later in the course of psychological growth does not show that

once we have achieved it, we are farther along the road to

ultimate goodness. The prescription to achieve a morality or

reciprocity has no more of an a priori obligation than does

the prescription to obey authority (Mancuso and Sorbin, 1976,

p. 338).

The above authors reject a moral hierarchy in favor of a "contextu-
alist" approach, as they believe that no moral system is superior to
another. However, as Lickona (1976) cogently points out, Mancuso and
Sorbin commit the same error that they criticize, for what would be the
rationale for making the case for contextualism in the first place, if
not the belief that it represents a more just approach to crime and
punishment than non-contextualist approaches. Lickona (1976, p. 7) also
points out:

One cannot ask parents to rear their children in such a
way as to foster altrusim and compassion, and bystanders to

intervene to help persons in distress without some criteria
for judging these moral tendencies to be better than cruelty
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or indifference. . . . Total relativity in the realm of judg-

ment, either for an individual or a social science, logically

leads to total neutrality in the realm of social action.

Blatt and Kohlberg (in press) have indicated that educators should
present students with moral dilemmas and the kind of arguments between-
students which evoke a sense of disequilibrium in order to Bring about
cognitive conflict. This change in structure would involve the estab-
lishment of a new higher equilibrium after the occurrence of disequili-
brium (Turiel, 1966).

Using the work of Kohlberg and others as a theoretical base, several
researchers have shonw that structured programs of even short duration
can enhance significant gains in moral judgment (Beck, 1972; Hampden-
Turner and Whitten, 1971; Stager and Hill, 1973; Sullivan, 1974; Turiel,
1966). These studies have involved both elementary and secondary stu-
dents in school or other institutiomal settings. The programs have
utilized such techniques as mock situations, role playing and parables
to create cognitive conflict, which in turn theoretically causes the
individual to adapt at a higher level of moral reasoning. These programs
have been of varying durations, although Sullivan (1974) reports signifi-
cant gains made by secondary stﬁdents after as few as four sessions. The
usual format involves a group leader who presents the discﬁssion materi-
al. The group then discusses the material, thus exposing the partici-
pants to a variety of perspectives and moral levels.

However, in none of the above mentioned studies were two specific
internal variables examined. Group size has varied from study to study.
Thg postulated effects of group size is ambiguous within Kohlberg's
theoty. Turiel (1966) has conducted an experiment which revealed that

children accommodate moral reasoning one level above their functioning
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stage to a much greater extent than moral reasoning two levels above or
one level below their functional stage. The results of this finding
indicate a larger group, which would be more likely to have moral level
differences of one stage, would enhance the moral levels of participants
to a greater degree. However, the smaller group should allow for more
active participation of all group‘members, owing'to the fewer number of
group members (Hanson et al., 1976).

The effects of group composition as defined by the previous moral
attainment of group members and the ratio of high moral-stage members to
low moral-stage members are also unclear. While Kohlberg (1969) indi-
cates that regression to an earlier stage is uncommon, other research
indicates that peer pressure will be exerted regardless of previously
attained cognitive level (Bandura and McDonald, 1963). Thus, in a group
predominately comprised of individuals with low moral stage attainment,

“certain research suggests that the minority high level group ﬁembers
would regress to the level of the group majority. Other theorists postu-
late that the opposite would occur, namely that all group members would

progress.
Summary

The review of literature mentioned ébove indicates that moral judg-
ment levels can be significantly enhanced. However, on the variables of
group size and group composition, the previous research is unclear. The
present study attempted to ascertain the effects of these two variables

on a program of moral development.



CHAPTER III
METHODOLOGY
Introduction

In considering the methodology used in the study, it must be kept
in mind that this research was not concerned primarily with the examina-
tion of the moral develcopment program itself. Indeed, the program was a
constant in the research design and all of the subjécts participated in
- the program. This research was concerned with the effects of group size

and composition upon the post-test scores of moral development.
Statistical Design

This sfudy took place at a predominately white, middle cléss high
school, and was composed of 96 juniors and seniors, all of whom are mem—
bers of four high school psychalogy classes. The experimenter was known
to the participants through the professional contact of having been a
guest lecturer to their psychology class. All members of these classes,
137 individuals, were administered the Defining Issues Test. A median
was calculated for each class, and on the basis of comparison of the
median and their individual scores on the pretest, students were desig-
nated as either high or low in level of attainment of previous moral
sophistication. Then from each class four groups were randomly chosen:
a émall, predominately low group; a small, predominately high group; a

large, predominately low group; and a large predominately high group.
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All groups received the moral development program. All original students
were then given the Defining Issues Test again, and the pretest-post-—test
differences of each individual were utilized in a 2x 2 analysis‘of the
variance of the data (ANOVA). The variance was examined with fégard to
the effects of the variables of group size and group composition upon the
gains in P-scores on the DIT. The interaction as well as the main

effects of the variables were examined. A significance level of .05 was

arbitrarily selected owing to its general acceptance in behavioral re-
-

5

search.
Control of Subject Variables

Although previous research (Cooper, 1973; Rest, 1974) has indicated
a nonsignificant practice effect on the Defining Issues Test, effort was
nonetheless made to minimize this effect by designing a time lapse of six
weeks between prétest and post-test. In addition, the comparison of the
scores of the individuals not chosen to participate in the program but
who were administered the pretest and post-test with the experimental sub-
jects provided a valid index as to the results of retesting of subjects
with the same instrument. Maturation was not seen as a significant factor‘
due to the relatively short time span of six weeks between testings.
Kohlberg (1969) suggests that due to a close relationship between
the level of moral judgments and attitudes, the history of subjects may
be a critical concern. However, the random assignment of subjects to ex-
perimental groups minimized constant experimental error. An additional
precaution was the use of a subjective nominal classification of the sub-
jects by their teacher on the dimension of their receptivity to peer

pressure. This technique allowed for additional checks on the
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relationship between this personal trait and the experimental variables.

The relationship between susceptibility to peer pressures and differ-
ences in P-scores was examined through the computation of a point biserial
correlation coefficient. This statistic was used owing to the uncertainty
of distribution of the dichotomous variable. Were the assumption of nor-
mal distribution of susceptibility to peer pressure able to be made, then
the biserial correlation would be the statistic of choice. However, such
an assumption of normal distribution could not be made, making the point
biserial correlation the appropriate statistic.

The danger of self-fulfilling prophecy (Rosenthal, 1966) precludes
the primary researcher from personally leading any of the groups in re-
search of this nature. Four individuals were selected to lead the dis-
cussion groups, and the groups and group leaders were counterbalanced in
order to minimize individual differences that might affect the discussion
groups and/or individual responses.

The last consideration was that of the halo effect. This is the
tendency to rate a subject in the constant direction of a general impres-
sion of the subject. The well-defined objective scoring techniques along
with the blind scoring of the pretest and post-test removed the likeli-

hood of subjectively biasing the data.
Procedures

At the outset of the study, the experimenter went to the regular
classroom of the classes, and asked each class to participate. Partici-
pation was entirely voluntary. All students agreed and the experimenter
returned the next day and administered the Defining Issues Test with the

following instructions:
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I would like all of you to fill out the following ques-
tionnaire for me. It is made up of a series of short stories
and a number of questions you are to answer about each story.
There are no right or wrong answers to the stories, so please
do your own work. I can assure you that your individual .an-
swers shall remain confidential. Take your time and consider
your responses.before you write them. Be sure to sign your
name and read the directions thoroughly before you begin. If
you have any questions, please feel free to ask me. If you
do not wish to participate, please indicate this upon your
test booklet.

After this first session, the tests were scored and subjects were
assigned to the experimental groups. Those in each class not selected

for an experimental group did not participate in the moral development
program, but were used as substitutes in case of the absence of an ex-
perimental subject in order to keep the proper group proportion and size.
This group also functioned as a control group to assess any practice
effects, and were not considered as experimental subjects.

Two weeks after the initial testing, the experimenter and discussion
leaders returned. The experimenter conferred with the teacher concerning
any experimental subject absences, made necessary substitutions when
necessary, and announced the presentation teacher and subject matchings
for that session. Each presentation leader and group then went to sepa-
rate empty classrooms in the same building.

When the groups reached their destination, the discussion leader
stressed the importance of not discussing the activities of the group
with friends until a later time. The group leader then introduced the
topic for the session. There were four such sessions, each approximately
75 minutes in length.

The discussion topics focused on a series of moral conflict situa-
tions similar to those discussed in previous research (Beck, 1972;

Kohlberg, 1972; Stager and Hill, 1973; Sullivan and Beck, 1975). Topics
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were different but similar to those employed in the Defining Issues Test
used as the pretest and post-test.

Each of the groups was isolated from the other groups and met in
available empty classrooms. The groups, including the leaders, were
arranged in a circle, and the blackboard was utilized for alternatiﬁe
solutions. The door to the classroom was also closed, and all attempts
were made to avoid any unnecessary intfusions or disturbances.

Absences in the experimental groups during the sessions were handled
in the following way: an appropriate substitute, possessing the same
moral level designation as the absentee was selected from those not pre-
Vipusly selected in order to help maintain the proper group size and com-
position. waever, because neither the absentee nor the éubstitute had
completed the program, they were not included as part of the experimental
group or as controls. Attendance at all sessions was stressed in the in-

structions and in the groups.
The Moral Development Program

The moral development program was modeled after one proposed by
previous researchers (Kohlberg, 1968; Sullivan, 1974) and consisted of
five major phases. - The phases and their sequence were followed by each
group leader throughout all sessions. The sequence followed was:

1. Present session topic and first conflict situation. This was
read to them twice, with the following instructions:

Our discussion today will be centered around the topic I
have just given you and will consist of this as well as some
other situations I will give you throughout our discussion
today. I want all of you to sit and quietly consider how
each of you would resolve the situation. Each of you will
have a chance to present your conclusion.

(First situation read.)

2. The group discussed the individual conclusions to the first
situation as well as the consequences of different plans of action. Ra-

tionale was discussed and elaborated.
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3. Presentation of second situation. The second situation of the
discussion topic was given, and subject's individual conclusions to the
situations as well as their reasons and support were presented and ela-
borated upon.

4. Presentation of the third situation related to the discussion
topic. Again, both reasoning and support were discussed, as well as the
conclusions themselves.

5. Group analysis of-participants' criteria and decision-making
processes. Duriﬁg this phase the criteria used in making the decisions
on action of the topic situations were discussed. Various sets of cri-
teria were presented, embodied with sample conclusions and their under-
lying criteria for judgment. The group leader presented these sets of
criteria. The group then attempted to arrive at a consensus concerning
the resolution of the conflict situations. However, no undue pressure

was exerted on any individual who did not wish to conform to or adopt a

plan of resolution with which that subject could not identify.

Program Content

The materials used in the study were a set of 12 "open'" moral dilem-
mas designed to arouse genuine cqnflict or uncertainty as to moral rea-
soning and choice, and are found in Appendix C. Open dilemmas, like the
Kohlberg and Rest test dilemmas, are ones on which there is no clear
agreed upon '"morally correct" choice. Some of the conflict situations
were based on actual happenings, others were hypothetical. The 12 situa-
tions were clustered three each around four central topics. The materi-
als used during the discussions are presented in Appendix C.

Duriné the discussion sessions, the researcher exposed the group to

progressively advanced levels of moral thought, culminating in the group
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leader's advocation of reasoning indicative of principled (stage five or

six) morality.
The Defining Issues Test (DIT)

The DIT was administered to all members of the four psychology
classes as both the pretest and the post—test. A copy of the DIT and
scoring guidelines are found in Appendix A. The test can be adminis-
tered either in groups or individually. Usually 50 to 60 minutes is
ample time for the six-story version to be taken, but all subjects were
allowed ample time to complete the test. The form of the DIT requires
that each individual puts check marks or numbers directly on the ques-
tionnaire booklet. After instructions were received each individual pro-
gressed at his or her own rate. The'subjects read a story. They then
were presented 12 issues pertaining to the story and asked to rate them
in importance. After rating each item individually, then the subjects
were to consider the set of 12 items and choose the 4 most impoftant.

The test has shown itself to be usable with a wide age range of sub-
jects. Research has indicated a minimum reading level of sixth grade in
order to obtain valid results (McGeorge, 1973). However, this provided
no difficulty within this study, as school records indicated a reading
level above this for all participants.

The scoring of the Defining Issues Test yields both a principled
morality score ("P") and a stage score. The P score is interpreted as
the relative importance attributed to principled moral considerations
(Kohlberg's stages five and six) in making a moral decision, and is ex-
pressed as a percentage. The P score has been indicated by research to

be the more useful measure of moral development of the DIT. 1In additiom,



25

the Defining Issues Test contains a consistency check that provides a

method of identifying subjects who are randomly checking their. responses.
Summary

Four classes of high school psychology at a predominately white,
middle class high school were administered the Defining Issues Test. On
the basis of their scores, they were designated as "high" or "low" in
previous moral development. Using these two categories as separate popu-
lations, 96 individuals were randomly selected, 46 of each classification,
high and low in previous moral development, as experimental subjects. The
subjects were then assigned to 16 groups, 4 each of the following types:
small (3-member)--predominately high (2:1); small (3-member)--predominate-
ly low (1:2); large (9-member)--predominately high; and large (9-member)--—
predominately low. Those members of the classes not chosen as experimen-
tal subjects remained as a pool for substitutes. The groups then parti-
cipated in a program of moral development consisting of four 75-minute
sessions. They were led by four group discussion leaders. The discus-
sion leaders and groups were counterbalanced by alternating the pre-
sentors and groups. After completion of the program, the Defining Issues
' Test was again administered as a post-test, and P-score differences be-
tween pre— and post-tests were examined in a 2x 2 analysis of variance
design. In addition, P-scores of the class members not chosen as experi-
mental subjects were compared with those of ﬁhe experimental subjects in
an analysis of variance design in order to ascertain the overall effec-
tiveness of the program. An additional dimension was the examination of
the relationship of gains in individual P-scores with the teacher's rat-

ings of susceptibility to peer pressure.



CHAPTER 1V
ANALYSIS OF THE DATA

The study investigated effects of group size and composition upon
the effectiveness of a program of moral development. The following
hypotheses were tested in the study.

1. The large group format will be significantly more effective
in facilitating moral reasoning than the small group format within the
moral development program.

2. The predominately high group format will be significantly more
effective in facilitating moral reasoning'gains than the predominately
low group format.

3. No significant interaction will exist between the effects of
%roup size and group composition.

4, A significant correlation will.exist between gains in moral
reasoning and a teacher rating of the subject's susceptibility to peer
pressure.

5. The morél development pfogram will facilitate significant

gains in moral reasoning of the program subjects.

The Effects of Group Composition and Size on the

Effectiveness of a Moral Development Program

On the basis of the results of the pretest the class members were

divided into two groups, those of previously attained high and low

26



moral reasoning develo

27

pment. Examination was made of pretest class dif-

ferences through the use of t tests, and is presented in Table I. The

TABLE I

MEANS, STANDARD DEVIATIONS AND COMPARISONS OF

THE P

RETEST DIT SCORES FOR THE FOUR
PSYCHOLOGY CLASSES

Class 1

n = 33

X = 15.55

o = 6.91

Class 3

n = 33

X = 16.95
= 6.95

Class 2
n = 36
X = 15.67
o = 6.34
Class 4

n = 35
X = 14.92
o = 7.92

t test of means P > .05 (comparison between largest

and smallest figures for
each category)

means or variances of
(P > .05). From each
formed for a total of
subjects were used as

sion of the group disc

the four classes were not significantly different
of the classes, four experimental groups were

sixteen groups. Those not chosen as experimental
substitutes and control subjects. At the conclu-

ussion procedures all class members were again
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administered the Defining Issues Test. Table II presents the analysis

'
of variance of the P scores of the experimental subjects. Table III
presents the F ratios obtained in comparison with each class of experi-

mental group and the control group. As is seen by the data reported,

TABLE TII

THE P-SCORE ANALYSIS OF VARIANCE BETWEEN
EXPERIMENTAL SUBJECTS AND
CONTROL SUBJECTS

Source SS - DF MS F
Between 74.56 1 74.56 3.87
Within 2137.1 111 19.26

F ratio required for rejection of

H = 3.92 P > .05
o

the scores of experimental subjects, although approaching significance,
failed to be statistically significant from the control group. In the
comparison of each class of experimental group with the control, it is
seen that only one type of experimental group, the large predominately
high groups were statistically significant from the controls (P < .01).
Table IV represents the analysis of the variance among the four
types of experimental groups. As is shown by the reported data, a

significant effect was seen between group composition and program
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TABLE III

‘THE P-SCORE ANALYSIS OF VARIANCE FOR SUBJECTS
FROM EACH EXPERIMENTAL FORMAT
AND CONTROL SUBJECTS

Small Groups, Predominately
Low Composition

Small Groups, Predominately
High Composition

Source SS df MS F Source SS df MS F
Between 4.14 1 4,14 .3 Between .16 1 .16 .01
Within 499.94 36 13.89 Within 383.86 34 11.29

F required for rejection of F required for rejection of

HO = 4,12 P > .05 Ho = 4.14 P> .05

Large Groups, Predominately Large Groups, Predominately
High Composition High Composition

Source SS daf MS F Source SS df MS F
Between 10.16 1 10.16 .65 Between 117.5 1 117.5 12.02
Within 833.5 54 15.73 Within 583.99 60

F required for rejection of

H = 4.01 P> .05
o

9.77

F required for rejection of

H = 4.00 P < .01
o

effectiveness (P < .01).

group size and program effectiveness (P < .05).

action between group size and .composition was seen.

A similar significant effect was seen between

No significant inter-

The main gains and

standard deviations for each experimental format is presented in Table V.
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TABLE 1V

ANALYSTIS OF VARIANCE FOR GROUP
SIZE AND COMPOSITION

Source SS af MS F Probability
Group Composition 146.89 1 148.89 7.04 P < .01
Group Size 111.61 1 111.61 5.35 P < .05
Interaction 3.37 1 3.37 .16 P > .05
Within 1669.13 80 20.86

A point biserial correlation (rpb) of .332 was found between the
gains in moral reasoning made by experimental subjects and their teach-
er's nominal rating of their susceptibility to peer pressure. This cor-
relation was statistically significant (P < .01). This correlation is
presented in Table VI.

Table VII compares the P scores averages obtained by previously
reported similar samples and the P score average of all the subjects of
this study prior to the moral development program as well as the P score

average of those completing the experimental program.
Summary

The chapter included a presentation of the results obtained from
the study. Each hypothesis was tested as is reported below.

1. The large experimental groups were found to be significantly



TABLE V

MEAN DIFFERENCES AND STANDARD DEVIATIONS, AND
VARIANCE OF P-SCORES FOR EACH
EXPERIMENTAL FORMAT

Small Size
Predominately Low Groups

n = 11

X = .36
variance = 49.02
std dev = 10.38

Small Size
Predominately High Groups

n = 9
X = 3.96
variance = 40.64
std dev = 9.56

Large Size
Predominately Low Groups

n = 29
X = 2.96
variance = 46.00
std dev = 9.76

Large Size
Predominately High Groups

n = 35
X = 8.96
variance = 28.84
std dev = 7.70

TABLE VI

POINT BISERIAL COEFFICIENT RELATING P-SCORES TO TEACHER
RATING OF PEER PRESSURE SUSCEPTIBILITY

31

t value

.332

2.88

prob.

.01
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TABLE VII

P-SCORES FROM DEFINING ISSUES TEST
AND PREVIOUSLY REPORTED
RESEARCH SCORES

From Rest, 1974

- Average P-Scores
Samples For Group

1. High school juniors in public urban
midwest schools (n = 50) 36.0

2. High school seniors and juniors in special
summer social studies program (n = 18) 37.0

3. Upper-middle special class high school senior
girls in private Catholic schools (n = 33) 38.7

4. High school graduates in college, working in
midwest, ages 19 - 20 (n = 17) 37.0

Findings from Present Study

Average P-Scores
Samples For Group

1. Participants (high school juniors and seniors)
before moral development program (n = 133) 32.60

2. Participants (high school juniors and seniors)
who completed moral development program (n = 83) 37.78

3. Participants (high school juniors and seniors)
who served as controls and did not participate
in the moral development program 34.14

more effective in facilitating the moral reasoning scores than the small
groups (P < .05).

2. The predominately high groups were found to be significantly
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more facilitative than the predominately low groups in raising moral
reasoning scores (P < .01).

3. No significant interaction was found to exist between the
effects of group size and composition.

4. A significant correlation was found between gains in moral
reasoning and a teacher rating of the subjects' susceptibility to peer
pressure (P < .01).

5. The moral reasoning scores of the experimental subjects were
not significantly different from the control subjects (P > .05).
Chapter V will present the summary and conclusions of the study as well

as a discussion of some of the implications for utilization and future

research.



CHAPTER V
CONCLUSIONS, IMPLICATIONS AND SUMMARY
Overview

The present investigation involved 133 adolescents, all members of

four psychology classes at a predominately white, middle class high
school. Each subject was asked to complete the Defining Issues Test.
Data gathered on this instrument was then compared with subjects' scores
on the same instrument at the conclusion of the experimenfal procedures.

Analysis of variance was used to examine the effects of group size
"and composition upon the pretest/post-test P-score differences of sub-
jects during a program of moral development. An additional analysis of
variance was made to exémine the overall effectiveness in facilitating
moral development with the program. A point biserial correlation coeffi-
cient was also computed to test the relationship between gains made dur-
ing the experimental program and a teacher rating of susceptibility to
peer pressure, |

In this study five hypotheses were tested and were stated as follows:

1. The large group format will be significantly more effective in
facilitating moral reasoning than the small group format with the moral
development program.

2, The predominately high group format will be significantly more
effective in facilitating moral reasoning gains than the predominately

low group format.
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3. No significant dinteraction will exdist between the effects of
group size and group composition,

4, A significant correlation will exist between gains in moral rea-
soning and a teacher rating of the subject's susceptibility to peer pres-
sure,

5. The moral development program will facilitate significant gains

in moral reasoning of the program subjects.
Conclusions

Considering the results obtained, it appears that although the ex-
perimental program had an effect upon the moral reasoning levels of some
of the subjects, it was not sufficient to enhance all of the experimental
subjects scores to a predetermined statistical point from those of the
control subjects.

In considering the results of the effects of group size and group
composition, the results as presented in Table IV show that both main
effecﬁs are statistically significant (P < .05), with the effect of group
cémposition being additiomally significant at the .01 level. Thus it is
seen that both group size and composition are significant factors in the
effectiveness of the moral development program., No interaction was found
between the two factors however, indicating additive effects of the two
variables examined.

A significant correlation was found between the gains in moral rea-
soning made by the experimental subjects in the moral development pro-
gram and the rating by the subjects' teacher as to their susceptibility
to peer pressure, The results indicate a significant relationship be-

tween P-score differences the program and peer influence susceptibility.
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Although the confines of correlational research limit the inferences that
can be made on the relationship, it does support for the theoretical pos-
tulation of peer influence as an important source of moral growth. The

results support the social learning approach, which stresses the pivotal

roles of modelling and other forms of imitative learning.
Interpretation and Discussion

The findings of the study aid in understanding the conditions of
moral change. The findings confirm the effects of two variables, group
composition and group size by indicating the significant effect both
have upon the effectiveness of a program of moral development.

Group size was found to be statistically significant (P < .05) in
raising the moral reasoning scores of participants in the developmental
program, The explanations for the effect are many., Important among the
explorations is feedback received from the participahts during the de-
briefing session. Although the data is not objective in nature, it has
important theoretical ramifications. Several of the participants express—
ed their opinion that they would feel more comfortable in the larger
groups. The tentative conclusion is supported by the fact that six mem-
bers of small groups asked if they could change to larger groups during
the course of the moral discussions, while none of the participants in
the larger groups requested to change to a smaller group. While no
change in experimental groups was. made, the information is indicative
of a greater degree of tension or cognitive conflict brought about by
the three-member groups. This might be explained through the examination
of the theoretical postulation of the role of cognitive conflict in moral
change. Turiel (1973) reports that exposure to cognitive conflict may

lead some subjects to reorganize or generate new thinking at the next
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successiye stage. However, some evidence has been found which indicates
that too great a level of tension or cognitive conflict Will hinder moral
deyelopment and may lead to a fixation in terms of horizontal generaliza-
tion of a moral stage (Garbarino and Bronfenbrenner, 1976). The concept
of a moderate level of anxiety being optimal for change is also seen in
social-learning theory (Burton, 1963).

It might be postulated that the larger groups allowed the participa-
pants to regulate the level of cognitive conflict somewhat, by withdraw-
ing from conversation or peer participation to a degree unavailable in
the small groups. Thus perhaps the participants were better able to
reach and maintain an individual optimum level of cognitive conflict.-

Another theoretical rationale for the increased moral reasoning
gains made within the larger groups is in the number of differing per-
spectives available to the participant. Kohlberg (1969) states that the
individual is most receptive to those arguments at the next successive
level. . The larger group, given the aforementioned theoretical rationale,
would be more likely to provide those viewpoints in an unbroken continuum.

The variable of group composition was seen to be significant, with
the predominately high groups achieving greater gains in moral reasoning.
The theoretical explanation for this effect can perhaps be seen in the
examination in the significant relationship between moral reasoning gains
and susceptibility to peer pressure. Research findings on the need to
conform in group situations (Asch, 1946) and the theoretical hypotheses
of the adolescents susceptibility to peer pressure (Eriksen, 1963) both

indicate explanations for the effects of predominately high groups.
Problems in Moral Development Research

There are currently several problems in the use of public school



38

students in moral development research. The first set of problems lies
within the location of the research proper. Although the research loca-
tion being within a laboratory setting allows greater control over ex-
perimental subjects, it removes the ;esearch from the natural setting and
makes it more diffiéﬁlt to generalize the results of the study. However,
research in the natural setting also presents a set of problems. School
support for programs or research outside those areas considered tradition-
ally academic has waned in recent years, owing to recent legislation on
rights to privacy of adolescents and accountability.

In choosing to research in the school setting, severai issues must
be resolved., One consists of obtaining the support of school personnel
and administration. Without such support, research is liable to be re-
fused entry into the schools altogether, or undermined once begun. In
view of the potential difficulties in terms of mere logistics alone, in
addition to potential 1liability for infringement on the right to privacy
of the students, the school personnel must be made to see the potential
gains that can be made through the research. Another necessity is the
adaptation of the research within limits to the schedule of the school.
One such difficulty arose during this study, in which only a limited
amount of classroom time could be allotted the moral development program.
Although it would have been beneficial from a scientific standpoint to
have a longer span of sessions, school scheduling would only allow a
limited set of four sessions,

Another difficulty encountered with research within the school set-
ting is that of control of the subjects outside of the experimental set-
ting. Contact between subjects outside the experimental design could
possibly contaminate the results obtained. Despite repeated instructions

not to discuss the material outside of the sessions, during the course of



39

the sessions and the debriefing it was discussed by the participants

that they became so engrossed in the session material that they discussed
it with others, i.e,, fellow students, friends, parents, etc, Although
this is encouraging’from a standpoint of subject receptivity, the outside
contacts could tend to obscure the original research design.

One potential problem that was not manifested to any appreciable de-
gree was that of a lack of subject participation and enthusiasm. A poll
taken of the participants two weeks after the debriefing sessions indicate
that 113 of 129 individuals (87.6%) responded favorably to the research
program and would volunteer for a program of a similar nature. The re-
maining 16 expressed neutral feelings toward the program and stated they
did not know if they would volunteer again. None of those responding in-
dicated unfavorable feelings toward the program or stated they would not
volunteer again for a program of similar>nature. Clearly lack of subject
involvement in program material was not a problem in this study. The
findings were supported by interviews with the discussion leaders, who
estimated the percentage of subjects actively participating during the

sessions averaged 92.5 percent.
Implications for Future Research

Given the results of this study, the n?§Ew§Egp should be the
identification and examination of other variables in moral change, such
as sex, intelligence, or cognitive levels. The role of sexual differences
in moral development has been recently brought into question (Gilligan,
1977), and the examination of the role of sex in moral development pro-
grams is st?ongly indicated, Likewise the roles of intelligence and level

of cognitive functioning, i.e., the degree of attaimment of formal opera-

tional thought, have been correlated with moral development. The next
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step would include these variables in experimental research designs.

Another direction of future research should be in the afea of the
situation in which the content of a moral diiemma situation seemingly
overvhelms -the moral structure of the individual, causing what appears to
be a regression in the moral levels of the individual.

Essentially, the entire theory of moral development is.in need of
further refinement. Kohlberg himself points to this when he describes
how a portion of his sample in a longitudinal study, after rejecting
stage four moral reasoning, "dropped out" of the moral syétem. Lickona
(1976) describes Hitler and Stalin as examples of people who developed
stable amoral ideologies '"beyond good and evil." Hitler in Mein Kampf
(1943) says simply that morality is meaningless. Given the inability of
Kohlberg's system to adequately explain such phenomena, in addition to
the recent charges that the theory is sexually biased against females
(Gilligan, 1977), the need for further refinement and elaboration of a
theory of moral development becomes clear.

Another direction for future research lies in the application of re-
sults obtained to apprépriate locations, such as schools, churches, etc.
There is a strong need to provide a framework from which efforts at moral
education can be based. As Lickona (1976) pcints out:

The problem with societal and invididual efforts to
optimize moral development, to paraphrase Chesterton, is

not that they have been tried and found wanting, but that
they have never been truly tried (p. 27).

Summary

The findings summarized earlier are encouraging for both practical
and theoretical advances in the area of moral development. The findings

indicate that the program did not significantly enhance moral reasoning
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scores at the .05 leyel, although the effect of the program was signifi-
cant at a .08 level of significance.

The findings also indicated a significant effect of group size and
group composition upon the gains in moral reasoning within the develop-
mental program. These findings help in understanding the process of moral
change, from both the practical as well as the theoretical perspective.

In addition, a significant relationship was found between the gains
in moral reasoning and a rating of susceptibility to peer pressure, in-
dicating the important role of peer pressure in moral change.

This chapter presented a summary of the findings of the present
study along with conclusions that could be drawn from these results.
Problems with research in moral development were discussed, along with im-
plications for future research. Finally, a portion of the chapter was
devoted to supplementary findings gleaned from the data gathered from the

present research.
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OPINIONS ABOUT SOCIAL PROBLEMS

This questionnaire is aimed at understanding how peoplekthink about
social problems; Different people often have different opinions about
questions of right and wrong; There are no "right" answers in the way
that there are right answers to math problems. We would like you to
tell us what you think about several problem stories; The papers will
be fed to a computer to find the average for the whole group, and no one

will see your individual answers.

Please give us the following information:

Name’ ' ______ Female
Age Class and period _____Male
School ' - )

* * * * * *

In this questionnaire you will be asked to give your opinions about
several stories. Here is a story as an example. Read it, then turn to

the next page. -

Frank Jones has been thinking about buying a car. He is married,
has two small children and earns an average income. The car he bu&s
ﬁill be his family's only car. It will be used mostly to get to work
and drive around town, but sometimes for vacation trips also. in trying
to decide what car to buy, Frank Jones realized that there were a lot of
questionsvto consider. On the next page there is a list of some of

these questions.

If you were Frank Jones, how important would each of these questions

be in deciding what car to buy?
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PART A. (SAMPLE)

On the left hand side of the page check one of the spaces by each

question that could be considered.

1. Whether the car dealer was,iﬁ the same
block as where Frank lives.

" 2. Would a used car be more economical in
the long run than a new car. :

3. Whether the color was green, Frank's
favorite color.

‘4. Whether the cubic inch displacement was
~at least 200.

5. Would a large, roomy car be better than
a compact car.

6. Whether the front connibilies were
differential.

PART B. (SAMPLE)

From the list of questions above, select the most important one of the
whole group. Put the number of the most important question on the top

line below; Do likewise for your 2nd, 3rd, and 4th most important

choices.
Most important 5
Second most important = 2
Third.most'important 3

Fourth most important . 1
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HEINZ AND THE DRUG

In Europe a woman was near death from a special kind of cancer. There
was one drug that the doctors thought might save her; It was a form of
radium that a druggist in the same town had recently discovered; The
drug was expensive to make, but the druégist was charging ten times
what the drug cost to make; He paid $be for the radium and charged
$2000 for a small dose of the drug; The sick woman's husband, Heinz,
went to everyone he knew to borrow the money, but he could only get
together aBout $1066, which is half of what it cost. He told the
druggist that his wife was dying, and asked him to sell it cheaper or
let him pay 1ater; But the druggist said, '"No, I discovered the drug
and I'm going to make money from it." So Heinz got desﬁerate and began
to think  about breaking into the man's store to steal the drug for his

wife.

Should Heinz steal the drug? (Check one)
Should steal it
Can't decide

Should not steal it
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o HEINZ STORY
§
0 o
‘é.’ é’ § P & On the left hand side of the page
» i » S T '
& g’ & ,é% g check one of the spaces by each
R, Q, 2, [o] . .
g S 2 , ) )
~ AN a) = question to indicate its importance.
g S s 4 S
§ § °

1. Whether a.community's laws are going to
be upheld.
2. Isn't it only natural for a loving husband

to care so much for his wife that he‘'d
steal?

3. Is Heinz willing to risk getting shot as a
burglar or going to jail for the chance
that stealing the drug might help?

4. Whether Heinz is a professional wrestler,
or has considerable influence with
professional wrestlers.

5. Whether Heinz is stealing for himself or
doing this solely to help someone else.

6. Whethér the druggist's rights to his
invention have to be respected.

7. Whether the essence of living is more
encompassing than the termination of dying,
socially and individually.

8. What values are going to be the basis for
governing how people act towards each other.

9. Whether the druggist is going to be allowed
to hide behind a worthless law which only
protects the rich anyhow.

10. Whether the law in’this case is getting in
the way of the most basic claim of any
member of society.

.11. Whether the druggist deserveé to be robbed
for being so greedy and cruel.

12. Would stealing in such a case bring about
more total good for the whole society or
not.

From the list of Ques%ions above, select the four most important:

Most'impoftaht Third most important

" Second most’ important | +  Fourth most important
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STUDENT TAKE-OVER

At Harvard University a group of students, called the Students for
a Democratic Society (SDS), believe that the University should not have
an army ROTC program;='SDS students are against the war in Viet Nam,
and the army traininé program helps send men to fight in Viet Nam; The
SDS students demanded that Harvard end the army ROTC training program
as a university course. This would mean that Harvard students could
not get army training'as part of their regular course work and not get

credit for it towards their degrees.

Agreeing with the'SDS students, the Harvard professors voted to
end the ROTC program as a university course. But the President of the
University stated that he wanted to keep the army program on campus as
a cburse; The SDS students felt that the President was not going to

pay attention to the faculty vote or to their demands.

So, one day last April, two hundred SDS students walked into the
"university's administration building, and told everyone else to get but;
They said they were doing this to force Harvard to get rid of the army

training program as a course.

Should the students have taken over the administration building?

(Check one)
Yes, they should take it over

Can't decide

" No, they should not take it over
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STUDENT TAKE-OVER

Are the students doing this to really help
other people or are they doing it just for
kicks.

Do the students have any right to take
over property that doesn't belong to them.

Do the students realize that they might be
arrested and fined, and even expelled from
school.

Would taking over the building in the long
run benefit more people to a greater
extent.

Whether the president stayed within the
limits of his authority in ignoring the
faculty vote.

wWill the takeover anger the public and
give all students a bad name.

Is taking over a building consistent with
principles of justice.

Would allowing one student take=-over
encourage many other student take-overs.

Did the president bring this misunder-
standing on himself by being so unreason-
able and uncooperative.

Whether running the unversity ought to be
in the hands of a few administrators or
in the hands of all the people.

Are the students following principles
which they believe are above the law.

Whether or not university decisions ought
to be respected by students.

From the list of questions above, select the four most important:

Most important

" Second most important

Third most important

Fourth most important

————
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ESCAPED PRISONER

A man had been sentenced to prison for 10 years. After onebyEar,
however, he escaped from prison, moved to a new area of the country, and
took on the name of Thompsén. For 8 years he worked hard, and gradually
he saved enbugh money to buy his own business; He was fair to his
customers, gave his employees top wages, and gave most of his own
profits to charity; Then one day Mrs; Jones, an éld neighbor, recog-
nized him as the man who had escaped from prison 8 years before, and

whom the police had been looking for.

Should Mrs. Jones report Mr. Thompson to the police and have him sent
back to prison? (Check one)

Should report him

Can't decide

Should not report him
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ESCAPED PRISONER

Hasn't Mr. Thompson been good enough for
such a long time to prove he isn't a bad
person?

"Everytime someone escapes punishment for

a crime, doesn't that just encourage more
crime? -
Wouldn't we be better off without prisons
and the oppression of our legal system?

Has Mr. Thompson really paid his debt to
society?

Would society be failing what Mr. Thompson
should fairly expect?

What benefits would prisons be apart from
society, especially for a charitable man?

How could anyone be so cruel and heartless
as to send Mr. Thompson to prison?

Would it be fair to all the prisoners who
had to serve out their full sentences if
Mr. Thompson was let off?

Was Mrs. Jones a good friend of Mr.
Thompson?

Wouldn't it be a citizen's duty to report
an escaped criminal, regardless of the
circumstances?

How would the will of the people and the
public good best be served?

Would going to prison do any good for Mr.
Thompson or protect anybody?

From the 1list of questions above, selct the four most important:

Most important

Second most important

Third most important

Fourth most important

L ——
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" THE DOCTOR'S DILEMMA

A lady was dying of cancer which could not be cured and she had
only about six months to 1ive; " She was in‘terrible pain, but she was
so weak that a good dose of pain-killer like morphine would make her
die sooner; She was delirious and almost crazy with pain, and in her
calm periods, she would ask the doctor to give her enough ﬁorphine to
kill her; She said she couldn't stand the pain and that she was going

to die in a few months anyway.
What should the doctor do? (Check one)

He should give the lady an overdose that will make
her die

Can't decide

Should not give the overdose
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DOCTOR

Whether the woman's family is in favor of
giving her the overdose or not.

Is the doctor obligated by the same laws

" as everybody else if giving an' overdose

would be the same as killing her.

Whether people would be much better off
without society regimenting their lives

"and even their deaths.

Whether the doctor could make it appear
like an accident.

Does the state have the right to force
continued existence on those who don't
want to live.

What is the value of death prior to
society's perspective on personal values.

Whether the doctor has sympathy for the
woman's suffering or cares more about what
society might think.

Is helping to end another's life ever a
responsible act of cooperation.

Whether only God should decide when a
person's life should end.

What values the doctor has set for himself
in his own personal code of behavior.

Can society afford to let everybody end
their lives when they want to.

Can Society allow suicides or mercy killing
and still protect the lives of individuals
who want to live.

From the list of questions above, select the four most important:

Most important

- Second most important

Third most important

Fourth most important
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WEBSTER

Mr; Webster was the owner and'manager of a gas statibn; He wanted
to hire another mechanic to help him, but good mechanics were hard to
find. The only person he found who seemed to be a good mechanic was
Mr. Lee, but he was Chinese. While Mr; Webster himself didn't have
anything against orientals, he was afraid to hire Mr; Lee because many
of his customers didn't like orientals; His customers might take their
business elsewhere if Mr; Lee was working in the gas station;

When Mr; Lee asked Mr; Webstef if he could have the job, Mr; Webster
said that he had already hired somebody else. But Mr; Webster really
had not hired anybody, because he coula not find anybody who was a good

mechanic besides Mr. Lee.
What should Mr. Webster have done? (Check one)

Should have hired Mr. Lee

Can't decide

Shpuld not have hired him



59

WEBSTER

1. Does the owner of a business have the right
to make his own business decisions or not?

. 2. Whether there is a law that firbids racial
discrimination in hiring for jobs.

.3. Whether Mr. Webster is prejudiced against
orientals himself or whether he means
nothing personal in refusing the job.

4. Whether hiring a good mechanic or paying
attention to his customers' wishes would
be best for his business.

.5. What individual differences ought to be
relevant in deciding how society's roles
are filled?

6. Whether the greedy and competitive capital-
istic.system ought to be completely aban-
doned.

7. Do a majority of people in Mr. Webster's
society feel like his customers or are a
majority against prejudice?

8. Whether hiring capable men like Mr. Lee
would use talents that would otherwise be
lost to society.

9. Would refusing the job to Mr. Lee be con-
sistent with Mr. Webster's own moral
beliefs?

10. Could Mr. Webster be so hard-hearted as to
refuse the job, lknowing how much it means
to Mr. Lee?

11. Whether the Christian commandment to love
your fellow man applies to this case.

12. If someone's in need, shouldn't he be
helped regardless of what you get back
from him?

From the list of questions above, seleét.the four most important:
Most important Third most important

Second most important Fourth most important
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NEWSPAPER

Fred, a senior in high school, wanted to publish a mimeographed
newspaper for students so that he could express many of his opinions;

He wanted to speak out against the war in Viet Nam and to speak out
against some of the school's rules, like the rule forbidding boys to
wear long\hair; |

When Fred started his newspaper, he asked his principal for permis-
sion; The p¥incipa1 said it would be all right if before: every publica-
tion Fred would turn in all his articles for the principal's approval;
Fred agreed and turned in several articles for approval; The principal
| approved all of them and Fred published two issues of the paper in the
next two weeks; '

But the principal had not expected that Fred's newspaper would
receive so much attention. Studenfs were so excited by the paper that
they began to organize protests against the hair regulation and other
school rules; Angry parents objected to Fred's opinions. They phoned
the principal telling him that the newspaper was unpatfiotic and should
not be published. As a result of the rising excitement, the principal
ordered Fred to stop publishing. He gave as a reason that Fred's

activities were disruptive to the operation of the school.

Should the principal stop the newspaper? (Check one)

Should stop it
Can't decide

Should not stop it
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NEWSPAPER

Is the principal more responsible to
students or to parents?

Did the principal give his word that the
newspaper could be published for a long
time, or did he just promise to approve the
newspaper one issue at a time?

Would the students start protesting even
more if the principal stopped the news-

 paper?

When the welfare of the school is threat-
ened, does the principal have the right
to give orders to students?

Does the principal have the freedom of
speech to say '"no'" in this case?

If the principal stopped the newspaper
would he be preventing full discussion of

“important problems?

Whether the principal's order would make
Fred lose faith in the principal.

Whether Fred was really loyal to his
school and patriotic to his country.

What effect would stopping the paper have
on the student's education in critical
thinking and judgment?

Whether Fred was in any way violating the
rights of others in publishing his own
opinions.

Whether the principal should be influenced
by some angry parents when it is the prin-
cipal that knows best what is going on in

the school.

'

Whether Fred was using the newspaper to
stir up hatred and discontent.

From the list of questions above, select the four most important:

Most Important

Second Most Important

Third Most Important

Fourth Most Important
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Stage Scores, Including the 'p" Score

If hand scoring questionnaires, follow these steps:

1. Prepare data sheets for each S as follows:

Story Stage 2 3 4 5A 5B 6 A M P

Heinz

Students

Prisoner

Doctor

Webster

Newspaper

Totals

2. Only look at first four rankings at bottom of test page.

3. For the '"question' marked as most important (Rank #1) consult
the chart below to find out what stage the ifem exemplifies.
For instance, if a subject's first rank on the Heinz story was
question 6, this would be a stage 4 choice.

4. After finding the item's stage, weigh the choice by giving a
ﬁeight of 4 to the first choice;'g to the second choice} 2 to

the third choice and.i to the fourth choice.
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Story Iteml 2 3 4 5 6 7 8 9 10 11 12
Heinz 4 3 2 ‘m '3 4 M 6 A 5A 3 54
Students 3 4 2 5. 5A 3 6 4 3 A 5B 4
Prisoner 3 4 A 4 6 M 3 4 3 ‘4 5A 5A
Doctor 3 4 A 2 5 M 3 6 4 5B 4 5A
Webster 4 4 3 2 6 A S5A 5A 5B 3 4 3
Newspaper 4 4 2 4 M 5A 3 3 5B 5A 4 3

5; For each 1st, 2nd, 3rd, and 4th choice in the 6 stories, enter
the appropriate weight in the stage column on tﬂe subject's
DATA SHEET; For instance, in the example above where the first
choice was a stagé 4 item,.enter a weight of 4 on the data
sheet under stage 4 across the Heinz story.

6; The completed table on the DATA SHEET will have 4 entries for
every story and 24 entries altogether. (There may be more
than one entry in a box; e.g., a first and second shoice on the
Heinz story of a stage 4 item.)

7. On the subject's DATA SHEET, total each stage column (e.g., for
stage 2 column, add numbers by Heinz étory, Student story,
Prisoner, etc.)

8. To get the '"Principled" morality score ("p'"), add the subtotals
tqgethér from stage SA,'SE,'andAG; This is interpreted as '"the
relative importance attributed to principled moral considera;

tions" in making a moral decision.
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9. To express the totals in terms of percentages, divide the raw
score by 60. Note that the'p;score (as a percentage) can‘
range from 0 to 95 instead of 100 due to the fact that on 3

stories there is no fourth possible Principled item to choose.
Consistency Check

The reliability of the data is checked by observing tﬁe consist~
ency between a subject's ratings and rankings; If a subject zgggi'an
item 1st, then his ratings for that item should have no other items
higher (although other items may tie in rating). Similérly, if a
subject ranks an item 2nd, then his rating for that item should have no
other items higher except the item ranked 1st; If there are items not
chosen as 1st or 2nd choices which are rated higher than the ratings of
the items chosen as 1st or 2nd, then there is an inconsistency between
the subject's rankings and ratings due to careless responding, random
checking, misunderstanding of instructions, changing one's mind about
an item, etc. 1In short, inconsistency raises questions about the
reliability of the subject's entire protocol, although a little incon-
sistency might be tolerated. As a rule of thumb, look at the incon-
sistencies in a“subject's first and second ranks and discard a subject's
whole protocol if there are inconsistencies on more than 2 stories, or

if the number of inconsistencies on any story exceeds 8 instances.
Stage Typing

In research to-date on the Defining Issues Test, the p-score has
been the most useful way to index development. In other words, if one

wants to correlate moral judgment with another variable, use the
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p-score. If one wants to measure change, use the p-score. It is
possible, however, to assign'Subjects to a stage based on exceptional

"usage of that stage; The procedure is as follows:

1. Take the Stage totals from the DATA SHEET totals (the bottom
line totals);

2. Take each'stage score for a subject and convert it to a
standardiéed score (using the original sample——Rest et al.,
1974—-ofvjuniors, seniors, college and graduate subjects as
the reference group), as follows:

A. take the stage 2 score (not percentage), subtract from it
4;131, then divide by 3;665;

B; take the stage 3 score, subtract from it 9;619, then
divide by 5;676;

C; take the stage 4 score, Subtract from it 15;010, then
divide by 6;903;

D. take the stage S5A score, subtract from it 15,844, then
divide by 7.100;

E. take the stage 5B score, sub?ract from it 5.719, then.
divide by 3.468;

F. take the stage 6 score, subtract from it 4.487, then
divide by 3.493;

G. take the A score, subtract from it 2;469,-then divide by
2.431;

H. take the M score, subtract from it 2;712, then divide by
2.417.

No£e~thaf the standardized stage scores may be positive or

negative. A score of +1.000 indicates that the subject has
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has used that stage one standard deviation above the average;
in other words, the subject has attributed an exceptional
degree of importance tO'iSSues keyed at that stage.

Locate those stage scores which‘exceed:+1;000. If there is
only cne such score, designate the subject as that type; If
there'areAtwo high scores, designate the subject by the
highest score with a subdominant type of tﬁe other score
above +1.660; If no scores are greater than'+1;000, then the
subject has not endorsed any stage orientation exceptionally

and the subject cannot be "typed."
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Laws

Recently a man who had been burglarized frequently decided to
stop it by staying at his store all night with a loaded gun, and when
he heard someone trying to break in, he shot the burglar. The burglar

sued the storeowner and won a large amount of money.

Was the jury right in giving the burglar money?

Was the storeowner right in shOoting the burglar?

Another storeowner was losing business because kids were jaywalk-
ing in front of his store and customers couldn't get in the parking
lot. The storeowner decided to stop the jaywalking and he got in his

car and the next kid that jaywalked was run over by the storeowner.

How are these twc situations similar?
¥hat rights do even criminals have?

Is property worth more than 1life?

Your parents have just given you your dreamcar; ‘While you are
getting in the car a méﬁ Aolds ybﬁ'up with a gun and aeﬁands your car
keys. After he gets them he puts the gun away and turns around to get
in your car unaware you also have a loaded gun, and can shoot him in

the back.

Do you shoot him?
-Agéih, how much is his life worth?
The Pricé of the new car?

More than the car?
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Obedience

If you were working for a company and your boss told you to spread

rumors about the competition to boost your sales, would you?

Would it mAatter if the rumors were true or not?
If the rumors were spread about your company or you personally,

what would you do?

If you were in the army and your commanding officer told you to go

in and destroy a villiage, including everyone within, would you?

If there was a person that you respected and liked very well, and
- that person came fo you and asked you to kill someone that had been
bothering him for a long time, énd that there was a sure way to kill
this person and make it look like an accident, wOuld you? The person

stated that he/she would take responsibility.

Could the person really take responsibility?

Would your decision matter whether you could be caught or not?

What things should matter whether we obey rules or people in

authority?

What makes things right?
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Roles and Role Playing

Do any of you act differently around your parents than you do

around your friends?

If so, why?

How do you act if both your parents and someone you are romantic-—

ally interested in (boyfriend/girlfriend) are present?

\

‘How do you act around your boyfriend/girlfriend?

If you are acting differently around others and not being yourself,
is "pight" and '"wrong" decided by what you think is right or what others
expect of you?

¥hat decides what is right or wrong?

Is "right or wrong" decided on the basis of others' expectations

or something else entirely?
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Morality

In discussing the concepts of right and wrong, can there be an

example of a law that is wrong?
Can each of you think of a situation which can be wrong?

What makes the law wrong, or unjust?

If laws can be unjust, what can we use to determine what is right

or wrong?

Is there anything that all the members of this group can accept

as always right or always wrong?

Analyze the unjust laws we discussed earlier with the things we”

agreed that were always just (unjust).
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TABLE VIII

RAW SCORES AND DATA

Student Difference Classifi- Exp. Teacher Rating of
Coded No. in P Score cation Sex  Group Peer Susceptibility
1 - L M N
2 -10 L F LH
3 2 H M LH
4 L F SH
5 4 H F LH v
6 —— L M SL(A)
7 -6 L F SL
8 10 L M LH
9 -2 H M N
10 -4 H M SH
11 ——— L F LL
12 14 L F LL
13 _— H F LL(A)
14 -2 L F LL
15 -6 H F SL
16 10 L F LL v
17 6 H F LH
18 14 H F LH
19 4 L M N
20 —— H F SL (A)
21 16 L F LH v
22 10 H F LL v/
23 6 H F LL
24 H M LH
25 10 L M LL v
26 - L M N
27 6 H M LH
28 -6 H M- SH
29 —_— H F LL(A)
30 0 L M N



TABLE VIII (Continued)
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Student Difference Classifi- Exp. Teacher Rating of
Coded No. in P Score cation Sex Group Peer Susceptibility

31 L M N

32 H M N

33 16 L F LL v/
34 —— L M LL(A)

35 - H M SH

36 ~4 L F SL

37 6 H M N

38 -8 L F N(A)

39 -8 L M LL(A)

40 4 H F N

41 _— L F SH(A)

42 -4 L M SL

43 —4 H M N

44 14 L F LH

45 - L M LH

46 24 L F LH

47 0 L F N

48 H F SH 4
49 -6 H F SL

50 -2 L M N

51 16 H F LH 4
52 16 H M LH

53 6 L M LL v
54 12 H M N

55 10 H F 1H v
56 0 L F N

57 16 H F LH

58 8 L F LL

59 10 H M LH v/
60 -6 L M N

61 2 H F LH
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TABLE VIII (Continued)

Student Difference Classifi- Exp. Teacher Rating of
Coded No. in P Score cation Sex  Group Peer Susceptibility

62 -14 H M LL

63 —_— H M LL(A)

64 14 L M LL v/
65 - H F LL(A)

66 2 H M LL

67 8 H F N

68 -4 L M LL

69 0 L Mo LL

70 -4 h F SH

71 h F SH

72 h F SL v/
73 -6 L F SH v
74 -6 L M LL(A)

75 - H F N

76 -12 L M SL

77 -2 L F SL

78 -8 L M N

79 4 H F N

80 16 H F LH

81 10 H F LH Y
82 6 L F LH 4
83 -2 L F LH

84 14 L F LH

85 -12 L M LL

86 4 h F LH

87 -6 L M N

88 4 h F N

89 =4 h M LH

90 20 L M LL v/
91 L F LL

92 0 L F LH
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TABLE VIII (Continued)

Student Difference Classifi- Exp. Teacher Rating of
Coded No. in P Score cation Sex  Group Peer Susceptibility
93 20 h F LH
94 -2 h M LL
95 -2 h M N
96 -10 h F LL
97 -10 L F LL
98 16 L M LL v
99 -6 L F LL(A)
100 8 H F N
101 -4 H F N
102 -2 L F LL
103 -10 H F Sh
104 10 H F Sh v
105 -2 H F SL
106 0 H F LH
107 0 L M n
108 - L M n
109 6 h F Lh
110 -4 h F n
111 12 H F Lh v
112 22 L F Sh
113 0 L F n
114 18 L M SL v
115 20 L F SL
116 0 H F N
117 —— L F LL
118 18 L F LL
119 —_— L F LL
120 6 L F LL v
121 0 L M LL
122 16 H M  Lh v
123 12 H F Lh



TABLE VIII (Continued)
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Student Difference Classifi- Exp. Teacher Rating of
Coded No. in P ‘Score cation Sex  Group Peer Susceptibility

124 L F Lh v/

125 4 L F LL v/

126 24 L F  Lh

127 10 L F Lh

128 4 L F Lh

129 2 H F N

130 -14 " H M LL

131 0 L F N

132 -2 L F N

133 2 h M

134 ——— L F N

135 2 h F LL

136 10 L M N

137 -6 h F LL v
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Kohlberg's Theory of Moral Development (From Kohlberg, 1969)

Stage 1: The obedience and punishment orientation.

The concept of reciprocity is rather lop-sided.
One has an obligation to obey those who are
most powerful and demand obedience. About the
only moral claim one can make on such an
authority in turn is the expectation of freedom
from punishment. Obligations, therefore, are
conceived in terms of complying with the
authority's dictates.

Stage 2: Instrumental hedonism and exchange. Reci-

procity achieves the new perspective that each
person has his own desires and wishes and that
the demands of an authority may be just as
self-serving to the authority as noncompliance
on the part of the subordinate one. Some ac—
tions can only be regarded as "good" in terms
of its instrumental value to the actor. In
Stage 2 an objective, fixed, nonrelativistic
moral order is denied. 1In achieving a rela-
tivist perspective and in relating underlying
purposes to acts rather than blind obedience in
Stage 1, the moral superiority of some (the
authorities) and moral inferiority of others
(those who have to obey) is neutralized. Every-
body is at the same starting point. However,
reciprocal relationships may be arranged when
one person does a favor for another and the
other returns the favor. This is the recipro-
city of simple one-for-ome exchange ("'You
scratch my back and I'll scratch yours"). Do-
ing someone a favor therefore "'makes sense'" in

Stage 2 because, in effect, one is initiating
a chain of events that will eventuate in some-
thing good for oneself when the favor is
returned.

Stage 3: Orientation to approval and personal con-

cordance. The reciprocity concept of a Stage

2 notion of simple, one shot exchanges is ex-

tended to that of stabilized positive relation-
ships existing between people who are expected
to help each other out constantly without ask-
ing "what specifically will you do for me if I
do this for you?" Moral obligation is now a
matter of establishing and maintaining positive,
mutually helpful relationships. 1In this recip-
rocity is not so much a matter of keeping count
of favor for favor but of more generally being
nice, considerate, attuned to the expectations
of each other. One therefore counts on the
other person, and. the expectation of positive
dealings is stabilized over time and conditions.
It is not conditional on being able to strike a
specific bargain each time. Therefore, in Stage
3 reciprocity encompasses a relationship between
people rather than just specific discrete acts
of exchange.

Stage 4: The law and order orientation. Reciprocal

relationship goes beyond Stage 3 in assuming
that stabilized positive relationships must hold
not only for personal, face-to-face, primary re-
lationships (relationships built on mutual

08



liking or blood relations) but also for people
who live in the same community and nation. At
Stage 4, one not only has obligations to main-
tain personal friendships, but also obligations
exist among all members of society to refrain
from hurting and stealing from each other, to
aid in the group's common defense, to do one's
job in the division of labor, and to support
the leaders and authorities of the group.

Here the notion of stabilized positive rela-
tionships is extended to secondary institutions
within an organized society. In Stage 4 recip-
rocity is in a framework for dealing with
society-wide problems (disease control, support
of education, apprehension and punishment of
lawbreakers), and interrelates all members of
society in a stabilized reciprocating system.

Stages 5 and 6: Principled moral thinking. The con-

cept of reciprocity now subsumes the need for
social structure and stabilized expectations
among men, but furthermore appreciates that
societies and social relationships can be
arranged in many possible ways.and that each
way, in effect, maximizes certain others. Hence,
there needs to be a rationale for choosing among
these possibilities. 1In Stages 5 and 6 the
appeal is to second order principles as the
basis of moral obligation and rights: Stage 5A
appeals to those goals which the constituency
itself has agreed upon through the democratic
decision making process; Stage 5B appeals to in-
tuitively attractive group ideals (love, peace,
the Classless Society, Liberty—-Equality-
Fraternity); Stage 6 appeals to those organizing

principles which optimize cooperation among
rational and equal people. The principled
stages are seen as most independent of
situation-bound contingencies and idiosyncratic
circumstances (e.g., who one happens to like,
what social structures are traditional, how
strong or powerful some individual happens to
be). They constitute a framework for allocat-
ing obligations and rights and assume one can
handle much more complex moral problems than

at earlier stages (at Stage 2 there is no basis
for building social structures of cooperation;
in Stage 3 one cannot handle conflicts of
loyalties; in Stage 4 there is no basis for a
critique of existing social structure or for
choosing new laws).

18



PLEASE NOTE:
Dissertation contains small
and indistinct print.

Filmed as received.

UNTVERSITY MICROFILMS.

R



The Six Moral Stages

Content of Stage

Level and Stage

What Is Right

Reasons for Doing Right

Social Perspective of Stage

LEVEL I—PRECONVENTIONAL To avoid breaking rules

Stage |—Heteronomous
Morality

Stage 2—Individualism,
Instrumental Purpose, and
"Exchange

backed by punishment,,
obedience for its own sake,
and avoiding physical damage
to persons and property.

Following rules only when

it is to someone’s immediate
interest; acting to meet one's
own interests and needs and
letting others do the same,
Right is also what's fair,
what's an equal exchange, a
deal, an agreement.

Avoidance of punishment,
and the superior power of
authorities,

To serve one's own needs or
interests in a world where you
have to recognize that other

people have their interests, too.

Egoceniric point of view. Doesn't
consider the interests of others

or recognize that they differ from
the actor’s; doesn't relate two
points of view. Actions are
considered physically rather than
in terms of psychological interests
of others. Confusion of authority's
perspective with one's own.

Concrete individualistic perspective.

Aware that everybody has his
own interest to pursue and these
conflict, so that right is relative
(in the concrete individualistic
sense). '

LEVEL II—CONVENTIONAL
‘Stage 3—Mutual Interpersonal
Expectations, Relationships, and
Interpersonal Conformity

Living up to what is expected
by people close to you or what
people generally expect of
people in your role as son,
brother, friend, etc. “Being
good” is important and means
having good motives, showing
concern about others, It also
means keeping mutual rela-
tionships, such as trust, loyalty,
respect and gratitude.

The need to be a good person
in your own eyes and those
of others, Your caring for
others. Belief in the Golden
Rule. Desire to maintain rules
and authority which support
stereotypical good behavior.

Perspective of the individual in
relationships with other indi-
viduals, Aware of shared feelings,
agreements, and expectations
which take primacy over
individual interests. Relates points
of view through the concrete
Golden Rule, putting yourself in
the other guy’s shoes. Does not
yet consider generalized system
perspective,
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Stage 4—Social System and
Conscience

Fulfilling the actual duties to
which you have agreed. Laws
are to be upheld except in
extreme cases where they
conflict with other fixed social
duties. Right is also contributing
to society, the group, or
institution.

To keep the institution going
as a whole, to avoid the
breakdown in the system “if
everyone did it,” or the impera-
tive of conscience to meet
one's defined obligations
(Easily confused with Stage 3
belief in rules and authority; -
see teg{t.)

Differentiates societal point of
view from interpersonal agreement
or motives. Takes the point of
view of the system that defines
roles and rules. Considers indi-
vidual relations in terms of place
in the system,

LEVEL III—POST-
CONVENTIONAL, or
PRINCIPLED

Stage 5—Social Contract or
Utility and Individual Rights

Stage 6—Universal Ethical
Principles

Being aware that people hold
a variety of values and
opinions, that most values and
rules are relative to your group.
These relative rules should
usually be upheld, however, in
the interest of impartiality and
because they are the social
contract. Some nonrelative
values and rights like /ife and
liberty, however, must be
upheld in any society and
regardless of majority opinion.

Following self-chosen ethical
principles. Particular laws or
social agreements are usually
valid because they rest on
such principles. When laws
violate these principles, one
acts in accordance with the
principle. Principles are
universal principles of justice:
the equality of human rights
and respect for the dignity of
human beings as individual
persons.

A sense of obligation to law
because of one's social contract
to make and abide by laws

for the welfare of all and for
the protection of all people’s
rights. A feeling of contractual
commitment, freely entered
upon, to family, friendship,
trust, and work obligations.
Concern that laws and duties
be based on rational calculation
of overall utility, “the greatest
good for the greatest number.,”

The belief as a rational person
in the validity of universal
moral principles, and a sense
of personal commitment to
them.

Prior-to-society perspective,
Perspective of a rational individual

‘aware of values and rights prior
to social attachments and contracts.
Integrates perspectives by formal

mechanisms of agreement, con-
tract, objective impartiality, and
due process. Considers moral and
legal points of view; recognizes
that they sometimes conflict and

finds it difficult to integrate them.

Perspective of a moral point of
view from which social arrange-
ments derive, Perspective is that
of any rational individual recog-
nizing the nature of morality or
the fact that persons are ends in
themselves and must be treated as
such,
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