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A MORAL DEVELOPMENT THEORY: A SYNTHESIS FROM SELECTED
MORAL DEVELOPMENT THEORIES, A SPIRAL PROGRESSION MODEL OF
HUMAN DEVELOPMENT, AND AN EGO-STATE PERSONALITY THEORY

CHAPTER INTRODUCTION

Moral theory was a respected area for intellectual pursuit

during the classical and medieval periods of western culture.

However, while there are many thoughts from the past which now have

significance for human developmental theories, there was no field in

philosophy, during those times, known as "moral development." With

the advent of scientific procedures and technological advances in

modern societies in the early twentieth century, moral studies, in

general, became a low priority interest.

Freud's psychosexual theory was the first major theory in

psychology to be known as "developmental" in a structural sense.

However, other psychologists (e.g. Baldwin, 1902) incorporated the

ontogenetic issues (e.g. ontogeny recapitulates phylogeny) which also

were in the limelight of scientific debate at the turn of the nine-

teenth century. Darwin's evolution theory, heavily influenced by

genetics and biology, was the principal influencing factor for

developmental psychology. It was not until Piaget's experimental

research and writings became widely known in the 1950s that genetic,

developmental, ideas began to be formed into postulates and defi-

nitions and the field of psychology had a new unit--developmental

psychology. Piaget's cognitive and moral development theories were

the first to be recognized as invariant, structural, developmental

theories. In the philosophical and psychological fields of ethics and

morality, it was not until Kohlberg's experimental research and

writings in the 1970s that moral development firmly was recognized as

a new field of research (Harre & Lamb, 1986). The work of Lawrence

Kohlberg and colleagues (Kohlberg, 1971, 1972a, 1973, 1974, 1975,

1976, 1981a, 1981b, 1984, 1986; Kohlberg & Candee, 1984; Kohlberg,

Hickey, & Scharf, 1972; Kohlberg & Higgins, 1987; Kohlberg, Levine, &

Hewer, 1983; Kohlberg & Mayer, 1981; Kohlberg & Power, 1981; Kohlberg
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and Shulik, 1984; Colby, Kohlberg, Gibbs, Candee, Speicher-Dubin,

Kauffman, Hewer, & Powers, 1983; Colby, Kohlberg, Gibbs, & Lieberman,

1983; Colby & Kohlberg, 1984; Higgins, Power, & Kohlberg, 1984; Power,

1979; Rest, 1980, 1984, 1986; Selman, 1976, 1980; Snarey, Kohlberg, &

Noam, 1983) during the past two decades renewed interest for social

scientists in moral and ethical philosophy, moral psychology, moral

education, and values clarification (Modgil & Modgil, 1986; Kurtines &

Gewirtz, 1987; Loevinger, 1982, 1986). It has become the standard for

all subsequent research. They accomplished this by shifting the

emphasis from speculative discussions to theoretical models which can

be tested, evaluated, and applied in the practical and experiential

domains of living.

Kohlberg's basic theory stressed hierarchical moral stages as

part of a general Piagetian cognitive, structural, development

approach (Kohlberg, 1986). This structural model of step-wise

hierarchial moral stages (see p. 12 for definition) provided a new

direction and platform in which moral theories may develop and be

refined through research and consequent testing in laboratory and

educational situations. It also provided the necessary stimulation to

attract the attention of thinkers who dissented from Kohlbergian

theory and presented fertile soil for new thoughts to take root, chal-

lenge the status quo, and flourish (Gilligan, 1982, 1987, 1988; Kagan,

1987; Lyons, 1988; Kurtines & Gewirtz, 1984, 1987; Modgil & Modgil,

1986; Loevinger, 1982, 1984, 1986).

The recent trend to theorize about moral development stirred up

a number of questions about its applicability and verification and has

stimulated a healthy climate of discourse and research. Thus, Colby

and Kohlberg (1984) discussed their theory of invariant sequence and

internal consistency in moral judgment stages (see p. 13 for defini-

tions) in light of the anomalies found in their data by critics.

Kohlberg and Candee (1984) reevaluated the relationship between moral

judgment and moral action to justify their data, whereas other resear-

chers (Kutnick, 1986; Straughan, 1986) continued to recognize flaws in

this data and dispute it. Enright and Lapsley (1980), Enright,

Lapsley and Olson (1986), Damon (1984), Damon and Colby (1987),
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Eisenberg (1987), Youniss (1987), Kurtines (1987) and Packer (1987)

identified limitations of Kohlberg's theory by pointing to inadequate

attention to social influence in cognitive moral development.

Gilligan (1982, 1987, 1988), Nunner-Winkler (1984), Gilligan and

Wiggins (1987), and Lyons (1988) charged Kohlberg's theory with being

grounded and justified by a male-dominated ethics of rights and

justice without taking into proper consideration a female-dominated

ethics of care and responsibility. Other theoreticians questioned the

comprehensiveness of Kohlberg's theory, claiming inadequate inclusion

of emotional and empathetic motives in moral behavior (Rich, 1985,

1986; Rich & DeVitis, 1985; Bailey, 1986; Hoffman, 1975, 1981, 1984).

Blasi (1982c) and Rest (1984) claimed that judgments of responsibility

need to be included. Loevinger (1982, 1986) and Blasi (1982a, 1982b,

1984, 1987) reported some difficulties in the measurement and metho-

dology of past and present Kohibergian moral development research

studies. Some scholars claimed that Kohlberg did not adequately

describe and document a theoretically complete conception of the moral

domain (Rest, 1984; Damon & Colby, 1987).

Pertinent to the acceptance or rejection of a theory are the

factors that determine whether it should be reworked or abandoned.

Some philosopher-scientists, Karl Popper (1975) and Imre Lakatos

(1971) being primary examples, claimed that if one empirical anomaly

exists, then the theory should be rejected. Thomas Kuhn and Larry

Laudan argued that only cognitively important anomalies or an ac-

cumulation of several anomalies over time will discredit a theory

enjoying professional acceptance (Kuhn, 1970; Laudan, 1977). This

latter view more closely matches what occurs in reality when a model

is discredited. Few models survive long. Popper made the relevant

point that no theory is actually the truth (Popper, 1975). It

survives as long as it makes sense of the data, is somewhat applica-

ble, and has the acceptance of leading scientists in the field (Kuhn,

1970). Popper's premise was that every researcher who offers a theory

also has the responsibility to find its anomalies. Of course,

additional evaluation and criticism will come from the researcher's

peers, for this is the process which refines and defines more adequate
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theories (Popper, 1975). This process is in progress with Kohlberg's

theory.

The present outcome of the controversies regarding moral

development research is a proliferation of theories competing for

acceptance; however, Kohlberg's work is the pivoting point for com-

parisons, contrasts, and discussions. Still, no theories to date

adequately describe and document a theoretically complete conception

of moral judgment and behavior (Rest, 1984; Damon and Colby, 1987).

The contention in this thesis is that Kohlberg's moral development

theory should remain the base-camp for further exploration but

concepts from the past as well as new components from other fields

should be added to construct a better model of human moral thinking

and behaving.

Need for the Study

The Kohlbergian structural stage theory of moral development

rests on the Piaget cognitive development thesis and was intended to

be used to predict a person's level of moral growth. How does it

stack up as a theory and a model? Significant evidence of important

cognitive anomalies has been amassed by critics and researchers.

Regarding the apparent inadequacy of present moral theories, Rest

(1984) and Damon and Colby (1987) claimed that no modern moral

development theory encompasses all moral thinking and behaving but

that most moral development theorists recognized at least some essen-

tial aspects. They also noted that no existing model accounts for all

discrepant data. Rest (1984) mentioned two components necessary for

inclusion, cognition and affect. Damon and Colby (1987) insisted that

cognition and social influence are also necessary components to be

added to Kohlberg's theory. Gilligan (1982) believed there are two

moral domains. One is the justice oriented theory Kohlberg described

and the other is a care response theory that she proposed. Blasi

(1982c) claimed that Kohlberg's model and methodolgy elicit a com-

petence level of moral judgment reasoning; to bridge moral judgment
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with moral action, Blasi said commitment to act on one's decision

needs to be studied.

Kohlberg's model is supported by outstanding research (Rest,

1986). There are also numerous studies in the literature describing

the findings of Kohlberg's colleagues and his critics. However, a

thorough compilation of all this research does not exist. Thus, there

is a need to collect and organize the past 30 years of moral develop-

ment theories and research to produce a comprehensive picture. To

meet this need, one of the most prominent tasks of this thesis is to

pull together the philosophical and psyhological theories which have

pertinence to moral development, and the past 30 years of research

which is relevant. Moreover, there is a need to create a more

adequate theory from the relevant pieces of existing theories.

There is also a need to generate a useful procedure which can

estimate the moral development aspects of an individual in the class-

room or in the therapy session. "Can morality be taught?" and, "If

so, how is this done?" are pertinent questions of parents, educators,

law makers, and criminal justice workers. The clinical counselor asks

how a person's moral level is relevant to diagnosis, treatment

planning, and techniques to accomplish the therapeutic goal. Better

answers to these questions can be given when a more adequate theory is

developed which can be translated into life situations. The task of

this study is to develop a more complete and applicable theory.

Purpose of the Study

This study will formulate a comprehensive and more adequate

moral development theory which fits existing data. Pertinent aspects

of past and present moral theories will be summarized. Theories will

be evaluated in light of knowledge gained from past thinkers and

recent research. Inadequacies will be discussed. New pieces from

psychological personality theories will be presented to replace the

normally accepted concept of a unitary ego theory. A more realistic

model of growth, a spiral development process, will be presented.

This spiral model will allow features of the invariant stage sequence
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and step-wise hierarchial development process, critical to Piaget's

cognitive development theory and to Kohlberg's justice-oriented moral

development theory, to exist while couched in a broader growth process

that encompasses the pertinent additional features of other resear-

chers' works. The newly constructed theory will be presented.

Documented case materials and portions of counseling sessions will be

used to show some adequacy-of-fit of aspects of this theory.

The primary purpose of this study, then, is to generate a more

adequate and applicable moral development theory.

Approach to the Study

The study of morality consists of two major approaches: the

scientific and the philosophical. The scientific approach uses social

and behavioral science methods to understand what people believe about

morality and how people actually behave. The philosophical approach

is known as ethics and is the study of the nature of morality, moral

judgment-making, moral acts, and the moral virtues. Contemporary

philosophers distinguish two topic areas in ethics: normative ethics

and metaethics (Rich & DeVitis, 1985; Aron, 1980; Reese, 1980).

"Normative ethics" refers to the discussion of substantive
moral issues, abstract or concrete, factual or hypotheti-
cal, common or esoteric. "Metaethics", on the other hand,
is the discussion of ethical discussion itself; the
analysis of ethical terms and the discussion of the
functions of principles, rules, maxims, intuitions, and
concrete judgments lie within the province of metaethics.
(Aron, 1980. p. 405)

Examples of normative ethics and metaethics are found in Kohl-

berg's works. His early work was occupied almost exclusively with

metaethics, since he held that morality can be defined in terms of

form alone, without discussing its content. Kohlberg abided by rules

of form in defining the structural stages in his moral development

theory. In this sense he is said to follow the formalist philoso-

phers' camp and is dealing with metaethics. In contrast, his more

recent work emphasized the need to consider content in assigning moral

development levels to thinking. In this sense he used normative



ethics. In all of their research, Kohlberg and associates explored

both normative and metaethical aspects concurrently to make strides to

legitimize the study of morality as a social science (Modgil & Modgil,

1986; Loevinger, 1982). Also, as Kegan (1986) notes, to study human

morality, it is necessary to simultaneously study philosophy and

psychology found within the human being.

Following the lead of Kohlberg and the advice of Kegan, the new

theory presented in this thesis will utilize both normative ethics and

metaethics. In so doing, there will be discussions, comparisons and

contrasts of specific scientific research involving moral development.

Case materials and parts of transcripts, documented in psychological

theory and therapy books, will be used as preliminary evidence that

the theory fits actual behavior of clients.

Scope of the Study

The territory of morality covers the whole of recorded human

history. This study, however, is concerned with a very small portion

of that past and present history. The distinguishing aspect of this

narrow focus is the concept of developmental theory as it applies to

morality. A review of relevant past thoughts and theories, going as

far back as 500 B.C. in ancient Greece, is necessary to properly

evaluate the research efforts, during the past thirty years, of Kohl-

berg, his colleagues, and the critics of moral development ideas.

Working definitions of development and developmental, which are

used interchangeably in this study, are required to understand the

scope of this study. Development refers to "progressive and

continuous changes in the organism from birth to death. . . [and] can

be ascribed to the interaction of the organism and the environment in

which both learned behavior and heredity are operative" (Rich &

DeVitis, 1985, p. 7). Developmental psychology is the study of the

mental changes that take place over the human life cycle (Hayes,

1986). Moral development refers to growth of the individual's ability

to distinguish right from wrong, to develop a system of ethical

values, and to learn to act morally (Rich & DeVitis, 1985).



8

Development and change refer to transformations which take place

in time and imply an element of continuity and stability. However,

the terms development and change are not interchangeable. Development

refers to specific types of change. Moreover, the rationale of

developmental psychology and moral development as autonomous dis-

ciplines in psychology and moral studies rests on the distinction

between these two terms (Hayes, 1986; Blasi, 1982a).

Blasi (1982a) commented that purely spatial changes such as a

person walking from one room to another do not constitute development

but represent a change between the person and the environment, an

external change. Also, when a woman has a child, her mother becomes a

grandmother, but we would not say that the grandmother has undergone

development. There has been a nonspatial, external change in the

social relations. He concluded that development seems to refer only

to internal changes. Again, clarification is required, because not

all internal changes are developmental. Take for instance the

physiological changes of heart rate, blood pressure, and menstrual

cycles. These changes reflect attempts to reestablish normal balance

of an organism. No aspect of the organism has developed. Another

example was given by Blasi:

A three-year-old child is taught to say that three times
six equals eighteen. Assume that this internal change (it
obviously is one) is also permanent, thanks to a clever
schedule of reinforcement. Is this a developmental
change? . . .Usually the child is not considered to have
developed because he does not "understand" what the
multiplicative statement means. (Blasi, 1982a, p. 31)

In this example the child's change does not consist in or lead to the

acquisition of a new system of thinking. In formal terms, the prin-

ciples of any system of thinking are definable and recognizable from

any other system; they are unique structures (Blasi, 1982a).

These features of the term development as it applies to develop-

mental theory are fundamental to this study. Even more definitions of

elements and terms are necessary, since theorists from the past and

present have some different ideas about what constitutes development.

There are two opposing views in psychology on this issue. They

are exemplified by the metaphors of the machine and the organism. The
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machine perception of human development sees the mind at birth as a

tabula rasa, a blank page, "infinitely malleable and open, whose only

contribution to its own change lies in its state of readiness and

receptivity" (Blasi, 1982a, p. 36). A second premise of this view is

that the mind is affected by elementary sensations in such a way that

the sum of its parts makes up the whole. A third assumption is that

the mind changes in a stable way by accumulating sensations and

associations. The perception of sensations and associations is deter-

mined by external conditions, the recurrent patterns of events and

reinforcements (Blasi, 1982a). This mechanistic view perceives people

as basically passive. Their minds operate like machines, since they

respond to environmental information with predictable behavior.

Development to the mechanist is defined as continuous quantitative

accumulation of behavior. To promote development and to predict the

individual's behavior, ". . . one need only know the history of past

responses and determine relevant present environmental conditions"

(Hayes, 1986, p. 42). Followers of this position are empiricists and

behaviorists (Hayes, 1986; Blasi, 1982a).

The organismic view takes two dominant forms in psychology:

maturationism, whose adherents come from psychoanalytic, neo-psychoa-

nalytic, trait, and humanistic psychology; and structuralism, whose

adherents are those who primarily accept the guidelines of Piaget and

his cognitive development theory (e.g., Kohlberg, Loevinger, Perry,

and Kegan) (Hayes, 1986).

While the behaviorist sees the mind as a blank page at birth,

the maturationist sees the child's mind as pre-programmed with natural

patterns or structures which will shape and organize whatever input

comes into the organism from the environment.

For the maturationist, the development of the mind is much
like the physical growth of a plant or an animal.
Children are born with what they need to know already
prewired into the brain as specific information or as
rules or structures for attaining knowledge. Development
is an inherent part of being, while the environment
provides the nutrients necessary for the individual's
natural growth. The underlying assumption of this
perspective is that the individual "is a conflicted being
who is driven to action and growth by his for her] own
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passions or instincts and by external demands" [Langer,
1969, p. 10]. Development is characterized by the
unfolding of prepatterned stages that are genetically
limited, if not determined. Differential rates of
development are inborn, while the environment serves to
frustrate, enhance, or fixate developmental progress.
(Hayes, 1986, p. 42)

The structuralist, although primarily operating from an organis-

mic perspective, is neither totally behavioral nor totally maturation-

al but offers a dialectical synthesis of the organism-environment

dichotomy (Hayes, 1986). Structuralists believe that people are

active in making sense of their world and that the basic mental

structures are reorganized and redefined through exercise and confron-

tation with opposing ideas. This position accepts that people develop

to be whatever they make of themselves by their own action. While the

mechanists believe that the perceived data parts added together make

the exact sum total of sense meaning for the person, the structuralist

takes the exact opposite view in believing that the process of data

sensing makes new meaningful connections so that the whole perception

pattern becomes greater than the sum of its parts. This concept

allows for making sense of the world in individualistic and creative

ways (Blasi, 1982a).

To the structuralist, development means acquiring a new struc-

ture or moving from an old structure to a new one. Structures,

whether they be in architecture, genetic codes, poetry, or a Japanese

tea ceremony, all have common meanings in their use. They always

imply:

(1) that there are many elements or parts, and (2) that
these elements are not simply an aggregate, an assemblage,
as in a heap of stones, but are related to each other so
as to form a well-defined order. The nature of the
relations may be spatial, temporal, causal, or something
else, but in each case the structure consists of the set
of relations among the elements. These relations provide
the unity and give each element meaning as a part in the
whole. When the basic relations change, the structure
changes. (Blasi, 1982a, p. 32)

In the two major opposing views of development, the mechanistic

and the organismic, there are several dichotomies at the heart of the

controversy. There is the passive versus active issue. In extreme
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form, the passive view sees people as inherently malleable objects

that respond automatically to the demands of the environment, whereas

the active view sees people as having self-initiative based on inborn

capacities to be active. The nurture versus nature issue considers

whether development results from nurturing elements in the environment

or is the natural outcome of inborn tendencies. In describing the

continuity versus discontinuity issue, Hayes (1986) said that those

holding the continuity stand believe that development reflects the

ongoing sequence of changes which can only be separated arbitrarily

into life phases based on changing life circumstances. The

discontinuity followers believe development implies that certain

abilities or behaviors are grouped together during a period of time

and that moving from one period to another requires a developmental

crisis, a discontinuous functioning. One period can be distinguished

from another by specific structural components. The quantitative

versus qualitative issue defines quantitative as change in number,

frequency, or degree, while qualitative refers to change in structure

or organization. Growth refers to quantitative changes, whereas

development refers to qualitative changes in the structure, which

cause a discontinuity of a system and the coming into being of a new

structure. Hayes (1986) said that the continuity-discontinuity and

quantity-quality issues rest on the question of whether or not there

are phases or stages in development. The continuity, quantity

theorists see phases occurring in humans as arbitrarily assigned

periods in the life cycle, whereas the discontinuity, quality theo-

rists see stages forming as development occurs. The theory of stages

implies that the organism undergoes periods of imbalance which

threaten the continuation of the present system; to preserve the

organism a new level of structure is formed which will more adequately

make meaning of reality.

Where there are seemingly natural sequences of progression

through phases, people often do not complete the work of one phase

before moving on to another phase; people can move forward or backward

from one phase to another (Erikson, 1982). An example of phase-type

development is described in Erik Erikson's psychosocial theory (Rich &
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DeVitis, 1985; Loevinger, 1982; Hayes, 7986). Erikson's theory is in

the maturationist camp.

Stages generally represent invariant developmental sequences.

The movement through stages is progressive and does not omit steps.

The steps are always in the same order, arising one at a time. The

progress forward is described as step-wise, going upward. Hence,

stages are hierarchical in nature. Another aspect is that each

progressive stage is a more comprehensive, more adequate, and more

sophisticated structure. Using the example of Piaget's cognitive

development theory, the type of thinking at a higher stage comprehends

within it thinking at lower stages. It is posited that individuals

prefer the highest stage available to them in their thinking because

higher stages can more adequately organize the multiplicity of data in

each situation (Turiel, 1983). This is an example of structuralist

theory.

These terms and definitions are used in the following chapters.

Modus Operandi

Chapter 1 begins with introductory comments about the present

condition of moral development research and studies. A needs section

and a purpose section follows the introduction. Next are two sections

clarifying specifics of this study: the first addresses approach; the

second delineates the scope and includes definitions of psychological

and moral developmental terms. Finally, a chapter by chapter review

completes this introductory chapter.

Chapter 2 presents a synopsis of past to present Western

philosophical and psychological concepts, from Classical Greek

theories through Piaget's work, which are relevant to developmental

theory and to this study. A summary of key premises, points and

themes ends this section.

Chapter 3 presents the contents of Chapter 2 through the lens of

recent moral development research, noting beneficial aspects as well

as inadequacies of these theories. Kohlberg's work, and that of his

colleagues and critics, is the major focal point in this analysis.
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Chapter 4 delineates two new concepts which correct some remain-

ing difficulties of these moral theories. One is a spiral stage

advancement theory which is able to encompass Piget's and Kohlberg's

hierarchical, step-wise development stages (Kohlberg, 1986), and

features of other pertinent theories. The second concept is that of

multiple persona (i.e., family of selves, community of selves, ego-

states) (Ornstein, 1986; Schwartz, 1987, 1989; Watkins, H. H., 1984;

Watkins, J. G., 1976, 1978a, 1978b; Watkins J. G. & Johnson, R. J.,

1982; Watkins, J. G. & Watkins, H. H., 1979, 1979-1980, 1980, 1981;

Satir, 1964; Handler & Grinder, 1975a, 1975b, 1979; Grinder & Handler,

1976, 1981, 1982; Erickson, 1985; Rossi, 1986; Zeig, 1985a, 1985b).

These adjustments and additions are explained in terms of how they

provide a more accurate explanation of moral decison-making and be-

havior.

Chapter 5 presents the result of combining useful features of

the several theories reviewed in Chapters 2, 3, and 4 to construct a

more adequate moral development theory.

Chapter 6 presents case study materials which defend the new

theory by providing evidence that it more accurately portrays what

occurs in the thoughts, feelings and behaviors of people. The use of

case materials and transcripts also demonstrates therapeutic tech-

niques which work toward resolving a client conflict. This smattering

of techniques is the beginning framework for future writing of a "How

To" manual which will be useful to mental health clinicians. However,

since the major purpose of this thesis is to produce a more comprehen-

sive and adequate moral development model, the primary emphasis in

Chapter 6 is directed to the defense of portions of the new theory.

Chapter 7 discusses some of the attributes as well as some of

the remaining problems of the new moral theory. It contains

suggestions for future directions of study, research and application,

since the moral theory will need to be tested and evaluated in the

laboratory and in the field.
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CHAPTER 2: AN HISTORICAL REVIEW

It must be allowed, that even the originality which can,
and the courage which dares, think for itself, is not a
more necessary part of the philosophical character than a
thoughtful regard for previous thinkers, and for the
collective mind of the human race. . . . Every circum-
stance which gives a character to the life of a human
being, carries with it its peculiar biases; its peculiar
facilities for perceiving some things, and for missing or
forgetting others. But, from points of view different
from his, different things are perceptible; and none are
more likely to have seen what he does not see, than those
who do not see what he sees. (Mill, 1969, pp. 90-91)

Moral development is a modern field of study with roots of

ancient vintage. Beginning with the classical period until the

present there are rich sources of philosophical, psychological, and

sociological concepts and insights which have paramount importance for

any study on morality. An historical review is essential when a new

theory is put forward since, "It is all too easy for philosophical

analysis, divorced from historical inquiry, to insulate itself from

correction" (MacIntyre, 1966, p. 3). Some difficulties of present

moral development theories come from limited circumspection of ground

already tread with lessons learned and pitfalls clearly marked by past

philosophers and psychologists (Loevinger, 1982). A review of some

past thinkers' concepts points out the complexity and breadth in this

field and provides a prelude for the thesis that present moral

development theories are too narrow in scope. Furthermore, some

rudimentary ideas from the past can be used to construct a logical

bridging to present moral development research as well as to antici-

pate some contemporary issues in moral development studies.

However, some say that what is found when looking at past

ethical theories is a succession of refuted theories by subsequent

philosophers and that no theory has survived criticism intact. Hegel

says that what is refuted is not the whole theory but, rather, the

claim that any particular theory (philosophical system) is final and

complete in itself. The error is made when a principle with a
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specific application is used to embrace a greater philosophical

sphere. The task of reviewing the history of moral philosophy is to

identify the specific elements which should be retained from each

system, to place them within a larger context, and to explain how each

part relates to each other and the whole (Norman, 1983).

The place to begin is with the Greeks, for three reasons.

First, for the West ethics as a form of intellectual inquiry begins

with them. Second, the work of Socrates, Plato, and Aristotle remains

unsurpassed (Norman, 1983). Third, an aspect all three attempt to

correct is the concept of moral relativity. Moral relativity is a

major trend in thinking coming from the Greek Sophists, a group of

itinerant teachers active in the fifth century B.C. (Guthrie, 1962).

The issue of moral relativity is pertinent to this thesis since, for

the past 30 years, Kohlberg also attempted to correct this concept

(1981a).

For a fee, the Sophists went from one city-state to another

teaching subjects such as math, music, astronomy, language, and above

all, rhetoric. They were accused of teaching people the art of

persuasion, how to get others to believe ideas even if they are false.

Typical responses of Sophists questioned the ideas of truth and

falsity. Protagoras, a prominent spokesperson for the Sophists, said

that whatever he believes is true for him and whatever you believe is

true for you. Hence, no belief can be true or false in itself, for

there is no objective truth. By retorts like this, the Sophists hoped

to evade criticisms about teaching the art of persuasion, rhetoric

(Guthrie, 1962; Norman, 1983).

This line of thinking led to the concepts of cultural relativity

and moral relativity. Protagoras said that moral ideas are a matter

of convention. He set convention and nature in contrasting positions.

This distinction is perhaps the most important philosophical idea

associated with the Sophists (Norman, 1983). They used the growing

awareness of cultural diversity to convince themselves and others that

what is called morality, justice, virtue and the like is nothing but a

set of humanly created conventions. So, whatever is thought right in

a particular society is right for that society. It is evident that



16

every society needs a set of conventions (mores, customs, rules, laws)

in order to function as a community. Otherwise, with everyone acting

out of self interest, the community disintegrates. The Sophists

believed that some community systems may be more effective than

others. What matters is not the content of the governing system but

whether the conventions that make up the system are agreed to, fol-

lowed, and work (Plato, 1961e; Norman, 1983).

A radical group of Sophists pushed the nature versus convention

controversy to an extreme. They said that if moral constraints are

mere conventions, then they should all be rejected. What is rational

is to live according to nature rather than convention. By nature,

they meant following their own self interests at the expense of

everyone else's. It was the survival of the fittest value concept

(Plato, 1961a, 1961e, 1961f; Norman, 1983; Guthrie, 1962).

An outcome of conservative and radical Sophists' activities

during Greek times was interest in all aspects of ethical philosophy-

the questioning of what constitutes morality and the moral act. No

longer was it acceptable to appeal automatically to the accepted norms

of a culture. It was necessary to ask such questions as, "Why should

I act in this way rather than that?", "What are acceptable reasons for

different kinds of actions?", and "Are reasons actually obtainable?"

(Norman, 1983, p. 10)

This is the state of moral pondering when Socrates, Plato, and

Aristotle entered the scene. They retained many of the values of

conventional morality but with critical exceptions. Their thoughts

and teachings attempted to place morality on a rational foundation.

They believed that people must work throughout their lives to develop

the best character traits within themselves, qualities known in tradi-

tional Greek times as "virtues"--i.e, courage, moderation, wisdom,

piety, justice, compassion. The core of the ethical system each

developed was an attempt to justify the virtues in terms of human

happiness. They believed that if a person develops and lives by good

character traits, then the most happy and rewarding life will be

experienced. Socrates, Plato, and Aristotle also believed that nature

and convention are not antithetical and that, in fact, conventional
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values have their basis in nature. This is a rejection of the idea of

cultural relativism. Plato argued that inborn in human nature is the

predisposition to know and understand ideal truths as a person's

character (arete) grows and develops. Closer approximation to the

knowledge of ideal truths comes with refinement of one's intellect,

physical health, and emotional discipline. Aristotle claimed that an

inborn characteristic of humans is to pursue their highest good, which

is virtue. This is achieved by training and refining the rational

mind. This thesis, also, ties virtue to human nature (Hamilton &

Cairnes, 1961; Aristotle, 1925; Guthrie, 1976, 1978; Norman, 1983). A

more focused look at Plato's philosophy will begin to clarify these

thoughts.

Plato (428-348 B.C.)

Plato's dialogues and epistles have several common themes. One

theme is his concept of ideal forms. Ideal forms are universal,

formal truths. Some examples are perfect truth, perfect virtue,

perfect beauty, perfect circle, perfect triangle, perfect tree, and

perfect human. These are archetypal forms which exist in an ideal

abstract realm and have imperfect representations in physical reality.

Plato believed that each person is born with an imprint in the mind of

these ideal forms; however, they are not yet known consciously but

people have the inclination to consciously understand these conceptual

ideals. He translated this inclination as philosophy. Plato saw each

human mind as a microcosm of the archetypal human mind, the macrocosm.

As closer approximations of the concepts of ideal forms are brought

into consciousness, the person becomes more like the ideals (Plato,

1961b, 1961c, 1961d, 1961f, 1961i). Philosophy for Plato, as for the

Pythagoreans, meant the love of wisdom (Guthrie, 1962; Plato, 1961c,

1961d, 1961f, 1961g, 1961i). The process is an educational one

requiring discipline and hard physical, emotional, and mental work.

As one grows more like each ideal good, one develops a more virtuous

character. The nurturing of this growth process is spurred on by

Eros, love, and Plato chose to convey this message in the Symposium by
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having Socrates tell a tale about love told to him in dialectic form

by the wise woman from Mantinea, Diotima, a Pythagorean. Eros, at his

best, is a philosopher because he represents love of beauty, and

wisdom is most beautiful (Plato, 1961h, Symposium).

Education, for Plato, was a matter of remembering what has

already been imprinted in the mind. He made wide use of the doctrine

of perfect forms in explaining the doctrine of reminiscence, which

presupposes that knowledge of the ideal forms is always present in the

soul. A teacher is like a mid-wife, stimulating the seeds of know-

ledge [in the unconscious mind] to take root and flourish in the

[conscious] mind, a process he called birthing (Plato, 1961b, 1961c,

1961d, 1961f). In the Meno (Plato, 1961b), he had Scorates play the

part of a mid-wife to demonstrate that learning is really remembering

what the mind already knows. He questioned an uneducated slave boy

about mathematical principles he obviously did not know. Gradually,

the boy was stimulated to use his mind in new ways until he arrived at

the'proper answer. This is the first time that it is recognized that

knowledge of mathematical truth is a priori.

Two more of the themes in Plato's work are virtue and justice,

which are interlinked. The theme of the Republic (Plato, 1961f) is

the nature of justice. The Greek word dikaiosune, used in the

Republic, is somewhat broader than the English word "justice". The

latter word refers to people receiving their fair share or just

deserts and is closely linked with the idea of law. The former

carries this meaning but also refers to a person's character disposi-

tion to act rightly, with social virtue, in dealing with other people

(Norman, 1983).

As a backdrop for discussing the virtuous person and the just

society, Plato delineated a theory of the tripartite nature in both

person and society (Plato, 1961a, 1961c, 1961d, 1961f, 1961i). Each

person has a physical nature, an emotional nature, and a thinking

nature. Each person also inherits the propensity to be dominated by

one of these three natures. The majority of people are most strongly

motivated by a physical nature. They satisfy their primal physical

needs of food, water, shelter, and safety to sustain life. Another



19

large segment of society is ruled by emotions and passions. Since

their primal needs are satisfactorily met, they satiate their passions

in pleasurable ways while avoiding punishment and pains. However, in

an allegorical myth (Plato, 1961a, Gorgias,) Plato implied that the

physical and emotional aspects of the human are not capable of provid-

ing true happiness. The body (soma) is described as a tomb (sema) and

the lustful souls as leaky jars unable to satiate desires. Plato and

his esteemed teacher Socrates believed that it is the mental aspect of

the human which holds the hope of virtue and happiness for people. So

it is in Plato's tripartite theory that a third and smaller portion of

society has the ability and possible inclination to develop the

thinking nature beyond the development of the physical and emotional

natures. However, all people have some of all three natures. The key

to success and health in all three types of people is to balance each

of the three aspects in appropriate ways for whichever dominant nature

one possesses. The physical nature needs to be kept healthy with

proper food and exercise. The emotional nature needs to be trained to

desire quality happiness goals rather than a quantity of unworthy but

momentarily satisfying goals. The mental nature needs to be trained

to be rational rather than irrational. For Plato, the mental com-

ponent is the distinguishing quality of the human and, therefore,

should dominate the other two natures. It is logical that those who

have the most cultivated mental natures, the philosopher-kings, are

the appropriate ones to devise rules in society (Hamilton and Cairns,

1961). In the Republic (Plato, 1961f) Plato described society as

comprised of groups of people having these three dominantly ruled

natures: workers and craftspeople (physical), helpers and warriors

(emotional), and philosopher-kings (thinkers).

Plato compared the physical health of the body with the mental

health of the soul. To keep the organs of the body in balance and

harmony, proper nutrition and exercise are necessary. To keep the

health of the soul [personality], proper balancing and developing of

the tripartite soul is necessary. Reason must rule the personality.

It is assisted by the emotional qualities which, when refined and

developed, provide self-control and strength of will. Both reason and
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emotions are assisted by the third aspect, health of a properly fed

and trained body. When the three parts of the self are performing

their proper functions, then the person will be mentally healthy.

According to Plato, goodness (virtue, justice) occurs when the soul

(personality) has health and harmony. If human goodness is analogous

to health, this grounds it in nature. Moral goodness is something

which people need in the same way they need physical health. It is a

requirement of their very nature. To be a happily functioning human

requires developing good moral character and leading a socially just

life (Plato, 1961f; Norman, 1983).

For Plato, then, moral growth was integrally intertwined with

the total development of character, more recently defined as ego

development (Loevinger, 1982). It requires right exercise, dis-

cipline, and education of the tripartite aspects of the physical,

emotional, and mental functions. He viewed this process occurring

over several lifetimes with each new birth presenting a different

level of development of the inherited propensities toward the ideal

truths. Morality also is aligned with right actions, acting justly

with compassion, in one's dealings with other people.

Plato was saying that conventional values in society are linked

with nature. However, by linking these two, he was not saying that

customs, mores, rules, and laws of any and every society have attained

the status of moral truths. As a person's intellect and character can

develop with hard work over time so can a society's justice system;

this is self-evident, as society is comprised of people. The level of

morality of a society's justice system is no greater than the moral

development of its law makers; the level of morality of a culture's

conventions and mores is no greater than the moral development of its

common people.

The progression of ideas in the Republic rejects moral relativ-

ity and leads to ethical naturalism. Ethical naturalism is the view

that a knowledge of how human beings can live best can be derived from

the empirical facts of human nature and the human situation. These

are the parts of the Republic which deal with the relationship among

justice, happiness, and mental health (Norman, 1983).
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There are several features of Plato's philosophy which are

relevant to moral development theory. One feature is the concept that

truth and virtue are knowable in their ideal universal forms to those

people who train their rational minds, discipline their emotional

natures, and keep their physical bodies healthy--generally the

philosopher-kings. Interlinked with this concept is the notion that

the cognitive mind must be supreme over the emotions and body.

Another element important to moral developmental theory is the primary

place justice has in moral thinking and behaving. Also, moral growth

is linked with character development as well as with mental and

emotional health. Plato rejected moral relativity, preferring ethical

naturalism, the view that knowledge of how humans can live best can be

derived from empirical facts of human nature.

Aristotle (384-322 B.C.)

As a guide, Aristotle's normative ethics continued in a broadly

Platonic direction. His metaethics disagreed with Plato's system by

his rejection of the theory of ideal forms, truths. Like Plato, he

argued that there are objectively valid reasons for living in accor-

dance with the traditional virtues which he also linked with human

nature. Aristotle outlined in The Nicomachean Ethics (Aristotle,

1925; Aristotle, 1985) that humans, as all living creatures, pursue

ends. The important question to ask in terms of morality is what is

the most appropriate end which humans ought to pursue. Aristotle said

they should aim at what is good. The highest good for humans is to

achieve their true nature, or telos, which is to perfect the rational

mind and, therefore, this is the proper goal to pursue (Aristotle,

1925; Aristotle, 1985; Maclntyre, 1981). As further justification

that mental growth should be pursued by all, he argued that the

highest good for humans must be more than the life of nutrition and

growth because this is shared with plants. Nor can it be only the

life of sense perception because this is shared with animals.

However, the study and discipline leading to rational thinking and

behaving, which require voluntary choice, are human attributes alone.



22

As a matter of fact, the rational life is the defining element of the

human, according to Aristotle and his teacher Plato. So, the true and

proper function of the human is to achieve reasoning ability, the

human raison d'etre (Aristotle, 1925).

Virtue is divided in two parts, intellectual excellence and

moral excellence. Intellectual excellence comes from the rational

part of the mind while moral excellence comes from a part of the mind

that is semi-rational, because morality flows from the faculty of

desire which can choose to be rational or irrational. So, morality is

a state of character concerned with choice and decision-making. The

moral act must be done at the right time, with reference to the right

objects, towards the right people, with the right motive, and in the

right way. To decide what action will be morally right requires

estimating by use of practical wisdom all aspects of a situation.

There are no rules which can be set in advance since the moral

decision depends on perception of the individual situation (Aristotle,

1925). It is in book 3 of the Nicomachean Ethics that Aristotle added

to this definition that virtuous actions are only those willed to be

done by the doer voluntarily. Actions done under compulsion or by

reason of ignorance of particular circumstances free the person from

liability, but actions done by reason of anger or appetite or in

ignorance of general principles of right behavior are ones which

should hold the doer accountable. Aristotle, however, acknowledged

that immoral actions may be due to weakness of will and not absence of

knowledge (Aristotle, 1925; Aristotle, 1985).

Of justice, Aristotle wrote the entire book 5 of the Nico-

machean Ethics. Universal justice is coextensive with virtue.

However, just acts are concerned with particular situations and this

kind of particular justice is only one characteristic among many of

the virtues. There are three forms of particular justice. One

concerns distributing honor and money equitably; the second with

restitution; and the third with reciprocity (Aristotle, 1925).

Pertinent points mentioned here regarding Aristotelian moral

theory which have relevance to moral development theory are: (a) a

virtue is comprised of intellectual exellence and moral excellence;
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(b) universal justice is virtue; (c) the seat of morality flows from

the emotions which can be rational or irrational; (d) moral actions

are voluntary and to choose well one must evaluate and select the most

appropriate rational behavior from among several potentially rational

and irrational situations; (e) the motive is an essential element in

determing whether an action is moral; (f) discipline of will power is

required to make good moral choices and follow through with moral

behavior; (g) in the human, the highest good, natural telos, is the

pursuit of rational thinking and behaving; (h) since humans have an

innate capacity to reason, the moral capacity is tied to this reason-

ing in the human's nature. Thus, traditional virtues are indirectly

tied to nature. Aristotle rejected the concept of moral relativity.

David Hume (1711-1776)

Like Plato and Aristotle, Hume assumed that moral judgments

involve the development of a person's moral character. People are

praised if they are seen to have good character; they are blamed if

they exhibit vices. Hume made a distinction from Plato and Aristotle,

however, by saying that people perform moral actions out of altruis-

tic-type caring for other people. Plato and Aristotle contended that

it is the nature of people who are mentally healthy to perform moral

actions because it leads to their own happiness. Also, unlike Plato

and Aristotle who believed that the most praiseworthy factor in making

moral decisions is intellectual, Hume believed that the core of

morality rests in the emotional sentiment, the emotional nature of

people (Hume, 1983; Norman, 1983).

David Hume, a secular, empirical moralist, argued in An Enquiry

Concerning the Principles of Morals, (originally published in 1751)

that to be human one has to have an essence which he named "benevo-

lence," the ability to feel sympathy and caring for another (Hume,

1983). More specifically, sympathy for Hume meant to have the

capacity to be moved or affected by the happiness and suffering of

others--to be pleased when others prosper and distressed when others

suffer. (The Oxford American Dictionary, 1980, defines sympathy: "(a)
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sharing or the ability to share another person's emotions or sensa-

tions; (b) a feeling of pity or tenderness toward one suffering pain

or grief or trouble; (c) liking for each other produced in people who

have similar opinions or tastes." The definition of empathy is: "the

ability to identify oneself mentally with a person or thing and so

understand his feelings or its meaning. Do not confuse empathy with

sympathy.") Sympathy is not the name of a virtue. It is the source

of moral behavior. If one is unable to feel sympathy, then there is

no motive force to perform a moral action (Norman, 1983). Having

benevolence is the psychological origin of morality. This sentiment

influences the part of our minds which makes mental determinations.

When this occurs a preference for the useful and agreeable is pro-

duced, and this, in turn, causes us to make moral distinctions (Hume,

1983).

Hume believed these moral distinctions are comprehensive and

universally common to everyone. Based on this, he claimed that the

same behaviors will be either approved or censured in every society.

In The Enquiry, he gave empirical inductive evidence for this premise.

Proof, by this type of empirical method, is never complete since it is

impossible to observe, test, and list every case and since one excep-

tion presumably will dispute the truth of the premise. However, this

method is a forerunner to the data collections and statistical evalua-

tions found in modern social science research. Also, it is evident

that Hume was not telling us how we ought to make decisions but only

was trying to describe the process of making them. "He is not in the

business of recommending, but merely of recording" (Norman, 1983).

Even though Hume's theory is an ethic of altruism, he vacillated

between seeing people acting morally out of compassion for others'

needs and out of self-interest. When he tried to justify why people

should form judgments and act on them from a moral point of view

rather than some other, he abandoned his position on sympathy and

relied on an appeal to self-love. In the conclusion of Part II of The

Enquiry Hume said that people learn to follow the path to moral duty

because it is the path most conducive to one's own happiness and

welfare (Hume, 1983). As with the naturalistic ethical approaches of
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Plato and Aristotle, this appeal to self-interest is not a crude one.

The argument is not that possession of the virtues is instrumentally

advantageous, bringing compensatory benefits, but rather that posses-

sion of the virtues is itself a state of happiness and well-being--in

other words, a state of mental health (Norman, 1983).

He acknowledged the importance of the rational mind in moral

decision making but gave the motive force and distinguishing

characteristic of moral actions to the category of emotions stemming

from benevolence. Reason by itself is entirely inactive in terms of

external manifestations. This is why, when reason has done its work

in the mind, a further step is still necessary. This step has to take

the form of a sentiment, because sentiments are the mental processes

which motivate people to action (Hume, 1983).

Aspects of Hume's concepts which are pertinent to moral develop-

ment theory are: (a) morality involves the development of moral

character; (b) moral character is linked with mental health; (c) the

motive force to perform actions takes the form of emotional sentiment;

(d) people perform moral actions out of altruistic-type caring; (e)

the natural telos of the human is benevolence, the ability to feel

sympathy and caring for others; (f) Hume used empirical inductive

evidence to prove his theses and, thus, was a forerunner of modern

scientific research.

Adam Smith (1723-1790)

Similar to Hume, Adam Smith based the moral sentiment on the

emotional nature of people. However, Smith described the development

of this moral sense as a series of stages in the acquisition of em-

pathic abilities. He wrote in The Theory of Moral Sentiments (origin-

ally published in 1759), that the first stage begins when one is able

to put oneself in the place of another and feel what he or she feels,

having approval and/or sympathy with the person. The second stage

begins when one realizes that the other person is reacting in a way

similar to oneself in a similar situation. This allows a person to

see one's own self as others do. When a person relates to having an
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impartial spectator inside who establishes and monitors the social

standards of one's behaviors which are compatible with society, then

the person is experiencing a conscience. The third stage is marked by

the development of this conscience. For Smith, then, development of

the moral sentiment requires being within a society and being able to

separate oneself into a spectator-judge of one's own behavior (Smith,

1948; Loevinger, 1982).

Several concepts which Adam Smith espouses have importance to

moral development theories: (a) the core of morality rests in the

development of empathy which are acquired in stages. This idea

presages Hoffman's (1975, 1976) research on empathic and altruistic

development; (b) the self separates into an impartial judge who

monitors what is going in inside. This is essential in evaluating

one's responsibility to make moral judments and carry out moral

actions; (c) moral sentiment requires social living.

Immanuel Kant (1724-1804)

Kant made a radical departure from the position that the moral

sentiment rests either in the rational nature or in the emotional

nature of people. He claimed that it rests with the ability to

discipline one's will power to follow the dictum of a specific formal

rule, the categorical imperative. Kant is the first philosopher to

put the concept of duty at the very center of ethics (Norman, 1983).

The purpose of his Groundwork of the Metaphysics of Morals (originally

published 1785) was to spell out this innate and supreme moral

principle, "I should never act except in such a way that I can also

will that my maxim should become a universal law" (Kant, 1981, p. 14).

Kant's definition of what constitutes a moral action depends on

whether one adheres to this supreme principle of morality, which is a

priori pure reason rather than known through empirical reason, i.e.,

training and disciplining of the rational mind or through the emotion-

al sentiments. Kant said the categorical imperative is a universal

law requiring that if it is moral for one person to do a specific act

then every person in that same situation is required to perform the
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same act. This kind of formal law requires explicit conformance

(Kant, 1981).

Kant said that an act is judged moral simply by virtue of

following one's own will, as long as it conforms with the categorical

imperative. The outcome of a moral action has nothing to do with

determining the goodness or badness of the act. People are not

morally blamed if, through no fault of their own, their good inten-

tions lead to unfortunate results (Kant, 1981). By 1797, he radically

extended this view by saying that the judgment of goodness or badness

of an act is also entirely independent of the intended outcome; duty

to follow the dictum has nothing to do with what one probably knows

will be a fortunate or unfortunate outcome. An act to save a life in

a specific situation may be judged wrong if that act violates the

dictum (Kant, 1949).

Unlike Plato, Aristotle, Hume, and Mill, Kant believed that the

proper motive to be moral is not to gain any form of human fulfillment

or achieve any gain or advantage for oneself or others in the process.

Rather, the duty of following the supreme principle is to be performed

entirely for its own sake. In fact, he claimed that it is when one's

duty is in opposition with one's inclination that a moral issue can

clearly be seen. According to Kant, there does seem to be a certain

plausibility in the idea that if an action is done solely because one

enjoys it, it has no moral worth, because it does not involve any

effort of will (Kant, 1949; Norman, 1983).

Another important implication of Kant's theory of the innate a

priori reasoning is that these are mental structures (categories)

imposed at birth in the mind. This is a key feature of later struc-

turalists uralists, i.e., Piaget, Kohlberg, Loevinger, Ornstein

(Mahoney, 1991).

To summarize these several implications of following the

categorical imperative: an act is not determined by judgment of the

goodness or badness of the probable consequences; all actors in

similar situations are expected to follow the maxim and there are no

exceptions; the only acceptable motive for performing a moral action

is adherence to the categorical imperative; one abides by this duty of
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obligation simply because it is the right thing to do and not because

there may be an ultimate positive pay-off for doing it; Kant's theory

emphasizes development of will power rather than rational discrimina-

ting powers that weigh probable consequences of actions. Kohlberg's

logic in justifying his highest moral justice stage relied heavily on

Kant's categorical imperative (Kohlberg, 1981a). Will power is linked

with ego strength (Loevinger, 1982).

Jeremy Bentham (1748-1832)

Bentham's work in the field of ethics, supported by his col-

league James Mill (father of John Stuart Mill), was closely associated

with his desire to reform the British jural system. He was an em-

piricist and therefore wished to bring the field of ethics into

conformity with science. To Bentham it was logical that, if one

applies the test of utility to the end result of an action, ethics

will be a more reasonable, scientific field. The idea of utility is

the basic concept of utilitarianism: an act is right if it is useful.

As soon as this is said the question arises, "Useful for what end?"

For unless one knows the outcome of an act which is judged as a means,

the usefulness of the act cannot be decided. How one answers this

question determines what type of utilitarian philosophy one supports.

Bentham's was a hedonistic calculus; hence, his answer to "Useful for

what end?" was that an act is done for the greatest personal pleasure

with the least pain because people must pursue pleasure and avoid

pain. People are under the dominion of these two sovereign masters.

His psychology was mechanical and associational (Taylor, 1978).

He gave fifty-eight synonyms for pleasure in The Principles of

Morals and Legislation, first published in 1789. This implies that

each of the named states of feeling, e.g., happiness, enjoyment,

satisfaction, fulfillment, all name or characterize the same simple

sensation of pleasure. He claimed that different sources of pleasure

can be measured and compared in respect to the intensity and duration

of the sensation derived from them. This notion of quantifiability of

different pleasure states was meant to bring the field of morality
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into the light of scientific analysis. This was the only criterion

for deciding better or worse actions (Maclntyre, 1981).

Bentham did not see his form of utilitarianism as a crude

version of hedonistic calculus, even though his critics easily argue

the case (Adler, 1985). He identified an individual's greatest

happiness as coming from the pursuit of the greatest happiness of the

greatest number. Bentham believed this elevated his ethics beyond the

hedonistic calculus. However, the only motive he allowed for obeying

the rules and laws necessary to social life was the pleasure to be

gained by obedience or the pain resulting from disobeying (Maclntyre,

1966).

John Stuart Mill (1806-1873)

Mill, an English philosopher, followed the beliefs of his father

James Mill and Jeremy Bentham that inductive reasoning is the basis

for all of our knowledge. He was the chief proponent of empiricism in

the 19th century, relying on the tenets of association, the causal

connections among phenomena, to refine Bentham's moral tenets of

utilitarianism. Bentham, Mill, and Mill all thought it was essential

to get ethics out of the fog of intuition and revelation and into the

sunlight of reason (August, 1975). Hume was a precursor of Jeremy

Bentham and John Stuart Mill, whereas Kant's a priori approach was

antithetical to the empiricists.

Mill joined with Aristotle in believing that people should

pursue happiness. However, Mill and Aristotle approached this con-

clusion from different paths. According to Mill, an act is right if

it brings about a desirable or good end. To determine the goodness or

badness of an act requires evaluating whether the act is conducive to

the happiness of all (Gorovitz, 1971). In contrast to Plato and

Aristotle, Mill said that gaining personal happiness is directly

linked with promoting the greatest happiness of humankind rather than

balancing and developing one's character. Mill is classified as an

universalistic eudaemonistic utilitarian. Universalistic means that
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everyone including the agent is taken into consideration and eudaemon-

istic means happiness or welfare (Taylor, 1978).

On the face of it, this simple notion that right action is that

which will do more good for more people accords well with the feeling

of what morality should be. As a principle, it seems to supply a

workable standard for selecting the right action in every situation.

Perhaps this is why Bentham too hastily concluded that he had the

correct formula for putting this standard to work with his schematic

concept of quantitative pleasures. However, Mill saw that the old

Benthamite ethics was an oversimplified picture of selfish children,

calculating their greedy little pleasures and pains while excluding

people's nobler impulses. Nowhere in Bentham's scheme is there room

for people's sympathy for each other, love of beauty, and sense of

dignity (August, 1975).

In Utilitarianism, Mill defended the greatest happiness prin-

ciple against an ever-rising tide of criticism, but, in it, he also

defended his own reasons for dissenting from Bentham's hedonistic

calculus. He asserted that some pleasures are better (higher) than

others, making them qualitatively greater goods. It is compatible

with the principle of utility to recognize that some pleasures are

more desirable and more valuable than others. In estimating all other

things, quality is considered as well as quantity; it is obvious that

both quality and quantity should be used to estimate the moral

worthiness of a consequence (Mill, 1957).

He contended that persons who have learned the proper lessons

from their experiences prefer the higher pleasures over the lower

ones. He reverted to Plato's ideas regarding character development,

saying that only the wise person who prefers the Socratic classifica-

tion has the ability to discern the better moral decision in these

instances. Obviously, then, there is a need to base their discrimina-

tion on levels of mental and emotional training and achievement when

deciding who should make judgments regarding which action is most

moral in a situation (Mill, 1957).

There is another major ethical point on which Mill differed from

Bentham. Bentham recognized only external sanctions to moral behavior
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whereas Mill recognized a special moral motive which is an even more

powerfully operative sanction--the internal motive.

Of the external sanctions it is not necessary to speak at
any length. They are the hope of favor and the fear of
displeasure from our fellow creatures or from the Ruler of
the universe, . . . The whole force. . . of external
reward and punishment, whether physical or moral, and
whether proceeding from God or from our fellow men. . .

become available to enforce the utilitarian morality, in
proportion as that morality is recognized; and the more
powerfully, the more the appliances of education and
general cultivation are bent to the purpose.

The internal sanction of duty, whatever our standard of
duty may be, is one and the same--a feeling in our own
mind, a pain more or less intense, attendant on violation
of duty. . . which is all encrusted over with collateral
associations, derived from sympathy, from love, and still
more from self-esteem, desire of the esteem of others, and
occasionally even self abasement. . . . It is this extreme
complexity that leads men to attribute a mystical charac-
ter to moral obligation, whose binding force consists in a
mass of feeling which must be broken through in order to
do what violates our standard of right. (Mill, 1957, pp.
35-37)

It is this internal feeling which makes people feel obliged to behave

in accordance with the greatest happiness principle. Mill admitted

that there is no motivation to conform to this sanction if someone

does not possess the feelings. However, neither will these people be

obedient to any other moral principle. The only way to get adherence

to moral actions of any kind with these people will be through the

external sanctions (Mill, 1957).

Mill believed that moral feelings are not innate. However, the

conscience can be educated in almost any direction--there is almost

nothing we cannot be taught to be ashamed of or to feel morally

obliged to do. Nevertheless, there is a natural tendency in the human

mind to associate the feeling of moral obligation with actions that

normally produce the greatest happiness. This natural tendency-

powerful sentiment--is the desire to be in unity with others. It is

the social instinct (Mill, 1957). Pleasure and pain lead us initially

to seek utility, but in the end we come to desire it for its own sake
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because of the natural, innate, desire we have to be in unity with our

fellow creatures (Mothershead, 1955).

Mill added two more characteristics of morality. The first is

the idea of impartiality: ". . .the happiness which forms the utilita-

rian standard of what is right in conduct is not the agent's own

happiness but that of all concerned. As between one's own happiness

and that of others, utilitarianism requires strict impartiality as a

disinterested and benevolent spectator" (Mill, 1957, p. 22). The

other necessary characteristic of morality, closely allied with

impartiality, is the concept of equality. With impartiality and

equality in mind, Mill claimed that the Christian ethic is a utili-

tarian one: "In the Golden Rule of Jesus of Nazareth we read the

complete spirit of the ethics of utility. To do as one would be done

by, and to love one's neighbor as oneself constitute the ideal

perfection of utilitarian morality" (Mill, 1957, p. 22). The implica-

tion of this is that moral rules concern our dealings with others

While prudence concerns our dealings with ourselves. This thought is

strengthened by a further characteristic of morality which is that

moral rules are obligatory (Ryan, 1974). More light is now shed

distinguishing Kant's ethic from Mill's. For Kant, duty translates

into self-discipline or prudence concerning our dealings with self in

adhering to the categorical imperative. For Mill, the greatest

happiness for the greatest number translates into moral rules and

jural laws concerning our dealings with others. If one person is to

be credited with a dominant influence upon French, British, and U.S.A.

jurisprudence, it would be John Stuart Mill (Mothershead, 1955). This

idea strongly ties justice with morality, a central tenet for both

Piaget and Kohlberg (Piaget, 1965; Kohlberg, 1981a).

Since Mill said that justice is one form of morality, it is

necessary to present his understanding of it. In the first place,

social laws are human-made and hence fallible. Furthermore, the laws

carry injunctions even when they are unjust ones. Also, the idea of

legal constraint is the generating idea of justice (Mill, 1957). For

Mill, these aspects of justice are not distinguished from the moral

obligations in general. The idea of punishment enters into any
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conception of injustice but also into any idea of wrongdoing. Punish-

ment of a wrong can take any form of sanction--if not by law then by

reproaches from neighbors and one's own conscience. This is the real

crux of the distinction between simple expedience and morality, but

this still does not distinguish justice from other aspects of morali-

ty. To find this difference, an examination of two classes of moral

duties is required: duties of perfect and of imperfect obligation

(Mill, 1957).

Mill delineated what would "be right" (an imperfect obligation)

from "a right" (a perfect obligation) somebody has. The common

element in the appeal to justice is the concept of "a right" since

rights and wrongs are the concerns of justice. However, rightness and

wrongness (both perfect and imperfect) are what morality in general is

about (Ryan, 1974). Justice implies something which is not only right

to do, and wrong not to do, but which an individual can claim society

must safeguard. On the other hand, no one has a legal right to our

generosity or beneficence because we are not legally bound to practice

those virtues toward any given individual. These are imperfect

obligations (Mill, 1957).

A chief motive of utilitarians, particularly Bentham, is to show

that by using the utilitarian principle as a measuring device,

morality as a field is lifted to the desirable realm of a science.

Mill is criticized for introducing into utilitarianism a set of

secondary precepts because this weakens the ability to measure. These

precepts are called "corollaries" or "maxims" by Mill. They take the

form of prohibitions, such as murder, lying, and stealing (Ryan,

1974). By adding corollaries to the simple principle of utility,

there are times when these corollaries conflict. The question arises,

"Which one is to be followed?" There is no way to put these secondary

corollaries into an ordered or graduated scale of importance because

situations arise which logically invert the established order. Mill

admitted this is a knotty problem but one that can be overcome when

the situation is evaluated by an intelligent and virtuous person.

This person is to weigh all the alternatives in the situation and

determine the most moral act in terms of the greatest happiness of all
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parties concerned with as much impartiality and equality as is just

and expedient (Mill, 1957).

The major themes in Mill's theory are: (a) he believed people

should pursue their happiness; (b) he said gaining personal happiness

is linked with promoting the greatest happiness of the greatest

number. This is because there is a natural tendency in the mind to

associate the feeling of moral obligation with producing the greatest

happiness; (c) he added the notion that people can have sympathy for

others to Bentham's hedonistic calculus utilitarian theory; (d) he

added the notion that some pleasures are qualitatively better than

others; (e) and, he also added to Bentham's theory the notion of

internal sanctions of duty (conscience); (f) he reverted to Plato's

ideas of character building as necessary to make good moral judgments;

(g) he delineated two more characteristics of morality, impartiality

and equality; and, (h) he defined perfect and imperfect obligations.

All of these aspects have importance to modern moral development

theories and to this thesis. For example, Kohlberg (1981a) said that

Mill's utilitarianism also justifies his highest stage, as does Kant's

categorical imperative. The ideas of impartiality and equality are

primary ones for pure moral justice. The idea that there are dif-

ferences between perfect and imperfect duties distinguish moral

justice from the supererogatory care and response decisions (Nunner-

Winkler, 1984).

Georg Wilhelm Friedrich Hegel (1770-1831)

Hegel, a nineteenth century German philosopher, developed an

ethic of social relations which he believed corrected deficiencies of

Kantianism and utilitarianism. In delineating his ethics, as with all

of his philosophical topics, he used a format known as Hegelian

dialectic. What is his dialectical method? Hegel believed that

errors exist in thinking because of incompleteness and that the

incompleteness can be recognized by the contradiction it generates.

The resolution of a contradiction will be a new statement which is

less partial. The new view retains whatever truth is found in the
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older position and expands beyond it. This method of dialectic, then,

is used to discard errors and also to preserve truth. He contended

that particular positions are defective insofar as they are one-sided.

The typical process in constructing a new system is this: the first

position (thesis) is found to be one-sided, the second position

(antithesis) corrects this only by being one-sided in the opposite

direction, and the third position (synthesis) then incorporates the

two opposites into a higher unity which retains what is valid in each.

Since the second position is the negation of the first, the third is

described as the negation of the negation. Hegel indicated that in

negating the second position we do not regress to our original

starting point but rise to a higher position which is a unity of

opposites (Norman, 1983).

To shed light on an important difference between Hegelian ethics

and those of Mill and Kant, we turn to Ethical Studies, written in

1876 by Francis Herbert Bradley (1846-1924). Bradley, a Hegelian,

said the basic problem shared by all three is the question of provid-

ing a rational justification for disinterested altruism. Kant was

unable to show how the obligations to respect the rights and to

promote the interests of others derive from the requirement of his

categorical imperative, which is a purely formal rationality. Mill

was unable to connect the individual's desire for personal happiness

with the desire for everyone else's happiness. Mill introduced the

concept of innate social instinct to legitimize his jump from the

individual seeking personal happiness to one seeking the greatest

happiness for the greatest number. However, he did not lay a firm

foundation for this concept of innate social interest. Hegel, on the

other hand, based his ethics on social relations (Bradley, 1962).

According to Hegel, altruism is disinterested concern for others

as opposed to self-interested concern. Altruism is exhibited only

when we start with the idea of the individual as a social being

involved in relations which carry commitments to others. The moral

gap is bridged between self and others only when we understand the

self as a social self. It is necessary to refute the idea of egoism

which consists of adding on something external to self-interest
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(basically Mill's stance). It is necessary to show that relations

with others play just as vital a part in human life as the pursuit of

personal interests and the satisfaction of desires (Norman, 1983;

Bradley, 1962).

Hegel used the cultural argument to support the concept that the

individual is essentially a social being. For example, language is

necessarily a social acquisition and, in acquiring it, one is acquir-

ing not just a set of words but a set of ideas and conceptions. These

ideas and conceptions are ways of thinking which are built into the

language itself. Hence, after growing up and learning the language of

the community, one perceives the world largely through the concepts of

the community. The set of ideas that come with the language is not

easily given up after inculturation. This set of ideas affects all of

one's relationships--with family, work, and civic activities (Bradley,

1962).

An example of how social instinct is naturally imbedded in

people and how altruism comes about helps explain Hegel's position:

If you are a true friend, you will not act out of self-interest when

you help a friend in need. You also are not sacrificing yourself to

your friend. This is because the friendship is an integral part of

your life. Along with all your other commitments and loyalties to

individuals, groups, causes, and institutions, this friendship defines

your identity and helps give life its meaning. Bradley said that your

self is penetrated with the existence of others. When you act on your

loyalties, you are not doing so to retain your sense of identity nor

to give meaning to your life. The fact is that this friendship and

your other relationships are already a part of your own identity and

part of what gives meaning to your life (Norman, 1983; Bradley, 1962).

Hegel said that self-realization is the ultimate end of moral

activity. Genuine self-realization requires that the self be affirmed

not only as a whole (not a mere collection of states) but as an

infinite whole. The self, to be realized, must leave nothing outside

it. In particular, it must not leave other people outside it, for

then it would be finite, limited by its opposition to everyone else.

Full self-realization is possible only for the social self which
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considers the whole of humankind. When one views every moral situa-

tion as the spokesperson for humankind, then a state of disinterested

altruism can exist (Bradley, 1962).

In the contemporary field of psychology, the most common inter-

pretation of self-realization is the idea of realizing one's poten-

tialities. The question remains, which potentialities should each

person try to realize? According to Bradley we ought to realize our

distinctively human potentials and human selves. This takes us back

to Plato and Aristotle, who answered similarly but, of course, are

referring to rational thinking and virtuous character. It also

reminds us that Mill was another important source for the idea of

self-realization. The difference between Mill's and Hegel's ethics

regarding the concept of pursuing the highest forms of happiness

involves relations to others. For Mill it was rational to pursue the

happiness of the general population because that is the only way to

attain one's own happiness. For Hegel, a self-realized person would

naturally pursue general happiness for all because they are encom-

passed within one's own consciousness (Norman, 1983; Bradley, 1962).

A summary of relevant Hegelian concept to moral development

theories are: (a) the self is a social self. Relationships with

others become a part of one's own identity, part of the self-concept

which gives meaning to life; (b) the process of self-realization

extends the ego-centered self to incorporate all of humanity, thereby,

at this level of moral development, refuting the idea of egoism; (c)

making moral decisions and behaving morally become acts of disinter-

ested altruism for the self-realized person; (d) the process of

thesis, antithesis, and synthesis in Hegelian dialictic is the natural

growth expression of structural stages in developmental theories.

Alexander Bain (1818-1903)

In the 1908 edition of Ethics, Dewey discussed the utilitarian

Alexander Bain's three stages of evolution of the sense of duty

(originally delineated in Bain's 1859 Emotion and Will, p. 319n). The

first stage is the lowest and some people never expand beyond it. It
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begins when children develop mental associations of emotional or

physical punishments (pains) or rewards (pleasures) appending to

disobedient or obedient acts, respectively. This, for Bain, is the

germ of conscience in its most elemental and external form. The

second stage occurs when obedience is motivated by a desire to please

someone who is admired, respected, and loved. This feeling no longer

stems from fear of actual bodily harm to self but is now spread to not

wanting to cause pain to someone else who is cared for. The third

stage arises as intelligence develops and as the person apprehends the

concepts of valuation of certain actions for society. The motivation

has moved from external authority to internal and idealized authority.

With this, the sense of duty and obligation reflects the intention and

meaning of society's laws and involves less emphasis on specific deeds

(Bain, 1859; Dewey & Tufts, 1978; Loevinger, 1982).

Bain's stage theory of duty development based on emotion to

motivate moral action is important to modern moral theories. Research

has verified the movement from external to internal locus of control

as moral behavior increases (Guthrie, 1983). There is need for more

attention to Bain's ideas in moral development research.

John Dewey (1859-1952)

Like Baldwin's theory, John Dewey's moral stage theory is a

pragmatic, naturalistic one. "Morality is learned, just as the child

learns to recognize a chair and a table--learned through experience

and [is] socially inculturated" (Dewey and Tufts, 1978 [1908], p.

290). Dewey believed that to teach moral growth, as any other

classroom subject, the teacher must present the material in an

appealing and interesting way. Otherwise the moral lessons will not

come alive for the student and will have little likelihood of trans-

ferring to real situations in life. Hence, everyday experiences with

morally significant conflicts which impact the children must be used

in the classroom. This will stimulate their thinking, feeling,

reflecting, and decision-making abilities (Dewey, 1968; Dewey 1974).

He argued that moral knowledge is governed by the same kind of
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reasoning as all other knowledge and should not be imagined as a

separate part of the mind adhering to different laws of perception,

processing and behavior. There are, for Dewey, no absolute, universal

truths, including moral truths. "Truth is not an eternal character of

things revealed in direct insight, . . . There is no finality about

truth, since the process of truth-making is a growing and a continuous

process" (Ray, 1957, pp. 348-352). Rather than establishing the just

act as the guiding principle for morality as Kohlberg did, Dewey said

that the "morally good [act is one] which aims at the production, the

maintenance, and development of ends in which the agent and others

affected alike find satisfaction" (Dewey and Tufts, 1978 [1908], p.

271).

Dewey disputed the existence of an inherent moral sense which

can be known intuitively, but by 1895 he began talking and writing

about the development of "psychical functions maturing in a certain

order. . . . When development is normal the appearance of a certain

impulse or instinct, the ripening of a certain interest, always

prepares the way for another" (Dewey, 1974, p. 205). As the child

learns each function, it leads to more comprehensive and deeper

conscious activity. If the right conditions and directions are not

supplied, then abnormal development may be expected. Abnormal might

mean "wilful, capricious, irresponsible in action, and unbalanced and

irregular in intellectual operations" (Dewey, 1974, pp. 205-207).

Regarding this Dewey writes:

Only knowledge of the order and connection of the stages
in the development of the psychical functions can,
negatively, guard against these evils, or, positively,
insure the full meaning and free, yet orderly or law-
abiding, exercise of the psychical powers. In a word,
education itself is precisely the work of supplying the
conditions which will enable the psychical functions, as
they successively arise, to mature and pass into higher
functions in the freest and fullest manner, and this
result can be secured only by knowledge of the process-
that is, only by a knowledge of psychology. (Dewey, 1974,
pp. 207-208)

In Ethics by Dewey and Tufts, first published in 1908, Dewey first

wrote about "the moral as growth" in the introduction and expanded his

thoughts in the second edition of Ethics, Part II (later published in
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1960 in separate form as Theory of Moral Life). In the latter book

Dewey outlined three stages of moral development, material frequently

quoted by Kohlberg to justify his conceptual linkage with John Dewey

(Dewey and Tufts, 1978 [1908]; Dewey and Tufts, 1985 [1932]; Dewey,

1960; Mitchell, 1983).

We may also find it convenient to distinguish three levels
of behavior and conduct: (1) behavior which is motived
[sic] by various biological, economic, or other non-moral
impulses or needs (e.g., family, life, work), and which
yet has important results for morals; (2) behavior or
conduct in which the individual accepts with relatively
little critical reflection the standards and ways of his
group as they are embodied in customs or mores; (3)
conduct in which the individual thinks and judges for
himself, considers whether a purpose is good or right,
decides and chooses, and does not accept the standards of
his group without reflection. (Dewey, 1960 [1932], p. x)

Dewey stated that (at that time, 1932) biologists, psychologists, and

sociologists were far from agreement as to the relative part played in

the individual's make-up and character by heredity, environment, and

the individual's own choices and habits. "For our purpose we shall

assume that all these factors enter into moral growth, although it may

sometimes be convenient to distinguish what nature does, what society

does, and what the individual does for himself" (Dewey, 1960 [1932],

pp. ix-x). Dewey continued with some thoughts about the three levels:

Although this separate consideration of these levels has
convenience in gaining clear conceptions of stages and
factors in moral growth, it is important to remember that
no individual of maturity is wholly at any single level. .

. . If, instead of considering separately the factors and
forces in moral growth, we look at the process of growth
as it now goes on in a child, . . we may describe this as
a process in which man becomes more rational, more social,
and finally more moral. (Dewey, 1960 [1932], pp. x-xi)

For Dewey, moral development is a learning process requiring social

interaction and, at the most advanced stages, rational internal

reflection involving conscience. Moral growth is stimulated by

conflicting pulls of group demands, expectations, and desires with

that of individual interests and desires. Foresight, discipline of

impulses and passions, examination of each situation, and weighing

possible consequences of actions all form the groundwork of moral
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development (Dewey and Tufts, 1978 [1908]). The process of conscious

morality growing out of customary morality based on societal standards

brings with it a deepening of moral meaning. A similar deepening

occurs in the justice sphere (Loevinger, 1982). According to Dewey

and Tufts:

It is in the school of government and courts that man has
learned to talk and think of right and law, of respon-
sibility and justice. To make these moral instead of
jural terms, the first thing that is needed is that we
make the whole process an inward one. The person must

himself set up a standard, recognize it as "law," judge
his conduct by it, hold himself responsible to himself,
and seek to do justice . . . . That a single person can be
himself lawgiver, judge, and jury, as well as claimant or
defendant, shows that he is himself a complex being. He

is a being of passions, appetites, and individual in-
terests, but he is also a being who has a rational and

social nature. (Dewey and Tufts, 1978, p. 182)

Ideas from Dewey's theory which are relevant for this thesis

are: morality is learned and socially inculturated. This idea has

significance for the first 4 Kohlbergian moral judgment stages; moral

thinking is governed by the same kind of reasoning as all other

knowledge--the process involves becoming more rational, then more

social, and finally more moral. This idea has been empirically

supported in modern research which links Piaget's cognitive develop-

ment stages as necessary but not sufficient to the development of

social and moral reasoning; morality can be taught by discussing

everyday experiences involving moral conflicts which will stimulate

the thinking, feeling, reflecting, and decision-making abilities of

children. This idea has also been supported by empirical evidence,

particularly with the work of Kohlberg in schools and prisons; there

are stages of moral develpoment. Kohlberg said that Dewey's philo-

sophy has guided his work, particularly the concept of moral stages;

Dewey advocated making jural terms moral by self-discipline, becoming

one's own lawgiver, judge, and jury. The primary place which Dewey

gave to justice in morality is another key idea which strongly

influenced Kohlberg's work.



42

James Baldwin (1861-1934)

The psychologist James Baldwin believed that imitation of others

is an instinctive, inherited behavior which motivates growth stages in

ego, moral and social development (Baldwin, 1902). His theory was a

progenitor for the role modeling concept in social learning theory

(Loevinger, 1982). Baldwin's ethical theory was part of his ego

development theory, what he called the dialectic of personal growth.

The first stage of moral development begins when children learn to

distinguish people from objects; then they recognize themselves among

other people but feel they, themselves, have special and apart

feelings; finally children learn that others have the same kinds of

feelings as they do. In the second stage, this process of recognition

continues into adolescence when children observe others and infer that

what is thought and felt within others is what is thought and felt

within themselves in the same situation. This is sympathy identifica-

tion. As a result, the alter ego and ego have similar content, so

one's self concept is a reflection of what one thinks of others. The

youth imitates the more powerful and authoritative adult and then

practices the behaviors on peers and those less powerful. The child

may appear altruistic and accommodating to authority figures and yet

is aggressive and selfish to others. Others appear to have both sides

as well. By a process of back and forth viewing of self and others,

these bipolar aspects come to make up the real or social self. In the

third stage of Baldwin's moral development theory, children observe

and imitate someone who is a hero in their eyes; then they develop an

ideal self, which is the root of conscience. These three behavioral

stages are denoted by impulse actions, actions seeking pleasures and

avoiding pain, and actions performed because they are believed to be

right. It is this third stage which is the ethical stage of ego

development for Baldwin. The ethical sense emerges as the beginning

of conscience and the self of conformity, that aspect of the self

which conforms to society's norms and rules (Baldwin, 1902). Bald-

win's ethical sense was based on justice rather than sympathy:
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The ethical or ideal sense overcomes the antithesis
between reflective sympathy and intelligent self-seeking.
Ethical intelligence finds it unnatural and unreasonable
to be either purely self-seeking or purely altruistic,
because of the equivalence of ego and alter, but natural
and reasonable to be dutiful. (Loevinger, 1982, p. 272)

Because Baldwin insisted that the motivating principle is imitation

only, he had a difficult time justifying moral development moving past

the conformity level of whatever society one is reared in.

Baldwin's philosophy has influenced Selman's social perspective

taking research. Selman's social stage develpoment is a necessary but

not sufficient factor for moral development.

George Herbert Mead (1863-1931) and Charles Horton Cooley (1864-1934)

Mead was a philosopher and dominant founder of social psychol-

ogy. He believed that the development of individual consciousness of

self as an I, an entity separate from other and environment, and of

self as a me, an entity sharing consensual consciousness with other

humans, is possible only when one is reared in a social environment.

This concept of self as growing out of social contact is also as-

sociated with Cooley. The term "the looking-glass self" was used by

Cooley in Human Nature and the Social Order (Cooley, 1902) to mean

there is "no sense of myself without a correlative sense of you. . .

There is a large class of cases in which one's self-feeling is deter-

mined by how she imagines she appears to another particular person"

(Loevinger, 1982, p. 274). According to Mead, without the ability to

sense another person or object and to comprehend difference between

internal sensation and external stimuli, people would have no ability

to distinguish their own perceptions, thoughts, or behaviors from any

external matter. Social behavior is antecedent to mind, self, and

consciousness. The idea of developing language, writing, other

communication systems, laws and order, abstract concepts, values and

beliefs would not have been possible nor necessary outside of soci-

eties. Morality, obviously, is another social phenomenon which would

not be necessary if one lived in total isolation (Mead, 1934). This
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concept has been corroborated by research studies with feral children

who lacked a morality (McCall & Simmons, 1982).

Leonard Trelawney Hobhouse (1864-1929)

Hobhouse's theory, delineated in Morals in Evolution: A Study in

Comparative Ethics, (Hobhouse, 1916) was influenced by cultural

anthropology and post-Darwinian theories. Hobhouse perceived morality

as a natural phenomenon to be investigated historically. It seemed

logical to him, as it did to McDougall, to understand child develop-

ment from the context of human cultural evolution, a biological idea

summarized by the nineteenth-century slogan "ontogeny recapitulates

phylogeny." He studied structures of societies as well as ideas and

revealed a paradox in social evolution (Hobhouse, 1916):

Development from primitive to civilized society proceeds
towards a greater differentiation and integration of func-
tions within ever-wider social groups. One effect of the
progression is to bring about the institution of slavery,
the subjugation of women, and other distinctions of class
and caste that are more onerous to the victims and more
morally repugnant to use than the egalitarianism of
primitive societies. (Loevinger, 1982, p. 282)

Among primitive societies governed by custom and taboo, there is no

concept of personality. Hobhouse saw that when a person or a society

develops a sophisticated conception of personality, then subjugation

of individuals by virtue of birth or association in an underprivileged

group is incompatible with that concept. When this abstract mental

conception happens, the person or society is then functioning at a

higher moral level (Hobhouse, 1916; Loevinger, 1982).

Hobhouse's theories regarding group and community development

presages work and findings of Kohlberg and colleagues which shows that

making positive changes in group atmosphere enhances moral development

of both individual and group.
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William McDougall (1871-1938)

Another theorist of moral stages, William McDougall, worked as a

physician, anthropologist, and an experimental psychologist. In 1908

in Social Psychology he said his theory of character was his most

novel collection of thoughts. He suggested that the primary diffi-

culty with socialization is the many possible pitfalls in the process

of moralization.

McDougall said that purposeful human behavior derives from in-

stincts, with each instinct having a propensity for a particular

perception, a specific emotion, and a pattern of reaction. Examples

of instincts in action are perceptions of danger, fear, curiosity,

urges to fight or flight, and desires to possess a specific object.

These are goal-directed behaviors. People behave these ways because

it is in their instinctive nature. Sentiments grow out of instincts

through social influence by associating an object with instincts. A

sentiment is "an organised system of emotional tendencies centred

about some object" (McDougall, 1928, p. 105). It is a structured,

semipermanent part of the personality, and that makes the pathological

counterpart a complex. Examples of sentiments are parental love,

patriotism, and jealousy (Loevinger, 1982). McDougall's theory of

emotional mental structures presaged Piaget's theory of cognitive

mental structures and Federn's ego states.

In order to explain the occurrence of autonomous complexes seen

in dissociative behavior and multiple personalities, he elaborated a

monadic theory of personality based on Leibniz's work. This aspect

also presaged the present ego-state theories:

Every personality is integrated as a converging hierarchy
of monads, each potentially a thinking striving self,
endowed with true memory. A supreme monad which each of
us calls myself exercises control by telepathic communica-
tion through the hierarchy. Failure of integration allows
pathological conflicts, automatisms in sleep or hypnosis,
or even revolt of a subordinate monad as a dissociated
personality. (Uytman, 1967, pp. 226-227)

McDougall explained the stages of moral behavior within the

framework of his psychology of instincts and sentiments. He
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considered lower level behaviors to be strongly tied to hedonistic

motives of pleasure and pain but the higher level behaviors to be

evolved beyond that. For him, the first level is instinctual,

survival-oriented, and modified only by consequent effects which are

physically pleasurable or painful. The second level progresses to

sentiments which are modified by physical and emotional rewards and

punishments coming from the social environment. The third level

encompasses behaviors that are modified by anticipation of praise and

blame, presumably coming from people who are meaningful to the

individual. The fourth and highest level of conduct is motivated by

an internal system of moral principles which overrules anticipated,

externally generated praise and blame (McDougall, 1928). Several

instincts add to the moralizing process. The parental motive instinct

of tenderness is the root of altruism. Tender emotion is a combina-

tion of love and empathy, not sympathy. He saw sympathy as a basi-

cally egoistic, self-satisfying feeling. It is sympathy, however, in

combination with the influence of authority which moves the behavior

from one controlled by reward and punishment (level one) to one

governed by approval and disapproval (level two). The parent defend-

ing a child is the proto-type for moral indignation, combining

emotions of tenderness, anger, and pugnacity. Moral indignation then

combines with feelings of revenge to become the root of justice and

the public law. The self-regarding sentiment advances the person to

the highest moral level. McDougall saw that self-assertion, positive

self-feeling and self-respect comprise the self-regarding sentiment-

all of which develop in a social environment. Extending the self-

regarding sentiment to one's family, then one's community, nation, ad

infinitum, leads to a quasi-altruistic stance. At the highest level,

moral character is a mixture of altruism and egoistic emotions

striving toward the attainment of abstract ideals such as justice

(McDougall, 1928; Loevinger, 1982). Much of McDougall's ideas

regarding emotional sentiment and moral development presages the work

of Hoffman and empathic and altruistic developmental stages.

McDougall's was a social psychological theory which utilizes

prominent features from the fields of biology and physiology.
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Analogous to "ontogeny recapitulates phylogeny," development of the

individual is the recapitulation of the evolution of human society.

However, he considered growth of higher moral levels out of lower ones

a true mystery, since it seemed incredible that strong instincts could

be governed by weak rational and moral ideas and ideals (McDougall,

1928; Loevinger, 1982).

Sigmund Freud (1856-1939)

Viennese neurologist and physician, founder of psychoanalysis,

Freud was the most significant and influential figure in the field of

psychology. The breadth of his theory fills twenty-four volumes of

published works (Hayes, 1986; Rich & DeVitis, 1985). Many of his

concepts continue to be relevant in psychology because they are the

source for other psychological theorists' works which either extend or

refute them. These include the dynamics of personality and its

survival through ego-defense mechanisms, personality structure, the

specific and necessary functions of the super-ego, phases of person-

ality development, and the alleged differences in how men and women

develop morally.

Freud saw human nature fueled by psychic energy and motivated to

action to relieve tensions experienced in the mind. The mind is

tripartite: id, ego, and superego. The id is the main source of

energy and the core of the person. It is animal-like with instinctual

impulses urging the organism to satisfy its survival needs and

pleasurable wants while avoiding harmful and painful experiences. It

operates largely on the unconscious level, often expressing itself in

dream and fantasy images. The id is self-oriented, antisocial, and

irrational. It plays a predominant role in infancy and early child-

hood development. The child is all id at birth (Freud, 1949, 1955,

1967).

To counter-balance the id, Freud stipulated the developing ego.

The id's motive is primarily to seek satisfaction of its needs, while

the ego's motive is for long term survival in reality. As the child

grows, it becomes apparent that immediate satiation of wants and needs



48

often brings outside threats and pain from other organisms, usually

parental figures and peers. Since the id cannot distinguish between

imagined and real objects, the ego develops as mediator between the

urges of the inner world and the external world of reality. The ego

develops abilities to remember, to problem solve, to pass judgment,

and to reason. The reality-based, more conscious and rational ego

attempts to regulate the irrational urges of the id (Freud, 1936).

The superego is the third part of the mind which Freud stipu-

lated. The superego is an important feature for his concept of moral

development. It is the last part to emerge. The superego begins with

the introjection of parental inhibitions, restraints, values, and

standards. Other authority figures such as teachers and relatives add

to the list of introjected rules and admonitions. These become the

voices in the head, the conscience, that are often in conflict with

the id's urges. The superego is responsible for guilt and shame

feelings arising in the person (Freud, 1936).

As Freud saw it, continual conflict among the three parts of the

mind is the nature of the human. Conflict is necessary because of the

inherent contradiction of the human being as a biological animal who

can survive only as a cooperative social being. In a few short years

each infant has to become civilized by incorporating the ideals,

values, inhibitions, and taboos of the society (Arlow, 1984). Guilt

operating out of the conscience is the social glue which allows

humankind to survive. "Without guilt and conscience, life would

degenerate into a 'tooth-and-nail' existence and attendant societal

chaos. However, excessive guilt also disables individual action and

often leads to neurotic, even psychotic, behavior. ". (Rich & DeVitis,

1985, p. 18). Freud wrote that every individual is virtually an enemy

of civilization. Although people are unable to exist in isolation,

they, nevertheless, feel they sacrifice too much of their individual

wishes so communal life can exist. Every civilization is built upon

coercion and renunciation of instinct (Freud, 1961a). He saw the

superego as absolutely necessary to keep civilization intact.

Civilization thus obtains mastery over the dangerous love
of aggression in individuals by enfeebling and disarming
it, and setting up an institution (superego) within their
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minds to keep watch over it, like a garrison in a con-
quered city. (Freud, 1961b, p. 105)

His pessimistic view of human nature forced him to posit this

"tooth-and-nail" scenario. He was unable to see the capacity for

empathic development, which leads to caring about other people, caring

about community, and eventually caring about the nation and the

planet.

Defense mechanisms are necessary features of Freud's dynamic

struggles among the parts of the mind if the personality is to

survive. These defenses help the person cope with conflicts and

resulting anxieties, preventing the ego from being overwhelmed. They

have two features in common. They deny or distort reality, and they

mostly work on the unconscious level (Freud, 1936). There are several

ego-defense mechanisms (Corey, 1986a):

(a) Repression is a most important coping strategy and the basis for

several other defenses. By pushing threatening or painful thoughts

and feelings into the unconscious, it keeps the conscious mind from

having to acknowledge and deal with them;

(b) Sublimation transforms id-like excitations into more socially

acceptable thoughts, feelings, and behaviors. The released energy

often is expressed in creative forms of art, science, literature, and

religion;

(c) Rationalization uses reasons to justify failures, disappointments,

and losses so that the ego does not lose self-esteem;

(d) Denial is similar to repression but works more on a semi-conscious

or conscious level--the eyes and ears simply do not recognize harmful

events;

(e) Projection takes unacceptable desires and impulses and attributes

them to others;

(f) Displacement switches blame from the too powerful source of

irritation to another person in a less powerful position;

(g) Introjection internalizes other people's values, rules, and

inhibitions, making them one's own;

(h) Compensation strengthens skillful traits to balance perceived weak

traits;
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(i) Identification is when one thinks of the self as the same as a

revered role model or hero in order to feel better about oneself;

(j) Ritual is used to lessen guilt feelings by symbolically rectifying

a wrong-doing;

(k) Undoing behavior tries to make up for some wrong-doing by doing a

nice behavior;

(1) Regression resorts to a younger developmental stage which is less

stressful and demanding to avoid the reality of a situation.

Freud speculated the developmental phases which are known as the

psychosexual phases of personality. They depict the psyche going

through age-related periods which are structural and innate to the

human organism. The psychoanalytic view of development is important

for understanding several aspects: key tasks characteristic to each

phase; normal and abnormal personal and social functioning; origins of

faulty personality development that lead to later adjustment problems;

and healthy and unhealthy uses of ego-defense mechanisms (Corey,

1986a). Freud's psychosexual theory is maturationist rather than

empiricist (behaviorist) or organismic. It takes the form of phases

rather than stages, in that while people move through the natural

sequences of these periods, often they do not complete the work of one

phase before moving on to the next. The five psychosexual phases are

(Corey, 1986a):

(a) Oral phase, the first year of life, is characterized by sucking

milk for instant satisfaction of needs and pleasure. The basic

psychic functioning is to take in what is pleasant and to expel what

is unpleasant. Deprivation of oral needs as a child is believed to

lead to greed, acquisitiveness, pessimism, mistrust of people, fear of

intimacy and loving, and low self-esteem. Children may seek material

things as substitutes for food and love. Excessive oral needs in

adults express as excessive eating, chewing, talking, smoking, and

drinking. The oral aggressive person often is sarcastic, hostile,

aggressive, and gossipy;

(b) Anal phase, ages one to three, is characterized by learning to

control one's bowels and bladder. Toilet training exposes children to

major experiences with parental discipline. This is a time when the
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child should change from behaving in a passive, receptive way to

active mastery of self in the world by learning to walk, talk, think,

and explore the environment. During this time they experience

negative feelings, such as hostility, anger, hatred, and frustration

when reprimanded and restrained by parental figures. How children

learn to handle negative feelings has far-reaching personal and social

impacts. Many children learn that parental love is withheld when they

express negative emotions. Also how parents respond to a child's

feces and urine influences how one feels about the body. This,

consequently, affects self-esteem. The anal aggressive person

expresses inappropriate anger and extreme disorderliness. The anal

retentive person is often compulsive, stubborn and stingy;

(c) Phallic phase, ages three to six, is characterized by attention to

genitals, one's own and those of the same and opposite sex. Orthodox

Freudians say the Oedipal complex is when boys sexually desire their

mothers and find themselves in competition with their fathers who have

the power to castrate them. The Electra complex is when girls recog-

nize that they and their mothers lack penises and, therefore, are

inferior to males and envy them. A girl initially desires her mother

but transfers this desire to her father when she realizes mother does

not have a penis. Failing in competition with mother for father's

sexual attention, the girl identifies with mother and introjects

mother's behaviors. This phase has broad impact, affecting sex-role

identification and sexual behaviors which carry through adulthood;

(d) Latency phase, ages six to twelve, is characterized by interest in

socialization and friendship. Freud proposes that, by this time, the

major structures of personality (id, ego, superego) are formed and the

turbulence of the first three phases is replaced by this more calming

period. Children are occupied with school and other extraverted

experiences. Pitfalls for this phase are negative self-concept,

inadequacy in learning, feelings of social inferiority, dependency,

lack of initiative, confused sex-role identity, and conflicts over

values;

(e) Genital phase, ages twelve through eighteen (although some Freud-

ians interpret this phase as continuing through life), is charac-



52

terized by adult libidinal energy invested in such areas as intimate

relationships, career, hobbies and sports, fine arts, and community

interests. Old themes of the phallic phase return as young adults

seek sexual partners and experiment with adult responsibilities. The

search for the adult identity encompasses finding an appropriate

lifestyle and profession. Problem areas revolve around any unresolved

aspects of earlier developmental phases.

Freud saw different capacities in male and female moral develop-

ment. Since girls do not have penises, they do not go through the

fear of castration by father and the consequent resolution of this

fear which involves identification with the father figure and inter-

nalization of his values (Freud, 1961b; Rich & DeVitis, 1985).

Feminists take exception to Freud's interpretation that women have

weaker superego development. Freud's student, Alfred Adler, argued

that Freud was unable to assess non-prejudicially the moral growth

patterns and potentials of males and females (Adler, 1964).

Freud, and many psychologists and counselors who post-date him,

agreed with Plato that only mentally healthy people are capable of

more advanced levels of moral development (Norman, 1983). Plato's

teacher Socrates said that the highest development of a good character

(ego and moral development) requires each person to know oneself

(Hamilton & Cairns, 1961). Translated into mental health counseling,

the more clients learn about their conscious and unconscious urges,

motivations, conflicting internal parts, and methods for educating,

growth, development, and mediation among those parts, the better able

clients are to bring conscious clarity, control, and decision-making

to various situations. These kinds of insight about oneself, which

can come from mental health counseling, are necessary aspects of ego

and moral development (Norman, 1983; Loevinger, 1982).

Erik Erikson (1902 present)

A student of Freud, Erikson made major expansions and revisions

of the basic psychoanalytic theory. In contrast to Freud, he saw the

ego as having a more independent and important role in the mind. His
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view of potential human development was more optimistic and included

possibilities for conscious freedom as compared to Freud's pessimistic

view of the inherently conflicted and struggling human. He built on

Freud's psychosexual phase theory by emphasizing sociocultural

influences and development throughout the life span (Erikson, 1963,

1968, 1982). Erikson borrowd the principle of epigenesis from

embryology to explain personality development according to predeter-

mined periods in the human organism, which interact with environmental

and social experiences. He saw set phases in which specific types of

challenges, psychosocial crises, have ascendancy. If each phase is

not met adequately at its time of ascendancy, the person is less

prepared to meet the successive phase challenges. However, therapy

can assist the client to resolve these developmental weaknesses

(Erikson, 1968, 1982).

Erikson saw his developmental phase theory as true to Freud's

theory yet extending beyond it. He accepted the tasks of the psycho-

sexual phases and adds sociocultural tasks. Freud's five phases turn

into eight psychosocial phases of development. Freud's phases are

listed in parentheses (Erikson, 1963, 1968):

(a) Trust versus mistrust (Oral, 1st year). The primary task during

the first year is to develop a realistic position between trusting

that caretakers will provide necessary nurturing and discovering that

sometimes their needs and wants will not be met. To learn this task,

babies need accepting and nurturing providers who also do not spoil

them. Recent bonding theory and research of Bowlby and colleagues

(Bowlby, 1965, 1979) continues to stress the paramont importance of

early childcare practices. Without adequate bonding to a parental

figure, the child is hampered in the development of empathy and lacks

ability to love and understand others;

(b) Autonomy versus shame and doubt (Anal, 1-3). This is a time to

develop a beginning sense of autonomy, to gain some self-control.

Parents who do too much for their children do not allow individual

abilities to develop, while parents who are too harsh and critical of

how a child performs foster low self-esteem;



54

(c) Initiative versus guilt (Phallic, 3-6). The task of the preschool

child is to select and pursue meaningful activities without too much

correcting, criticizing or ridiculing. Learning by doing is essential

in making decisions and following through with active behaviors. When

too many choices are made for children, they withdraw and rely on

others to make their decisions;

(d) Industry versus inferiority (Latency, 6-12). Feeling adequate

about self, about making and keeping friends, and about learning

abilities are the tasks of middle childhood. Without these kinds of

competent feelings, the child is not motivated to try to set personal

and social goals;

(e) Identity versus role confusion (Genital, 12-18). Five of Erick-

son's eight phases involve the development of self-identity; these are

phases b, c, d, e, and f. He sees the most monumental crisis in life

as the adolescent's struggle to figure out who he or she is. The task

of this phase is to make adequate adjustments to sexual preferences

and abilities, to diverse pressures from parents, peers, and society,

and to occupational goals. In addition, the adolescent must begin to

shape a world view and belief system for the emerging identity to

function within. Healthy teenage rebellion is appropriate during this

time to disengage one's identity from the parents;

(f) Intimacy versus isolation, young adulthood. The emerging identity

is tested again by the challenge to form intimate relationships. The

young adult who has not gained identity independence from the family

of origin will unconsciously replay past family relationship scenarios

in new relationships. Healthy intimacy requires successful develop-

ment of past psychosexual and psychosocial phases;

(g) Generativity versus stagnation, middle adulthood. Generativity is

continual growth and development. During this time, the challenge is

to learn how to love well, work well, and play well. It is a time for

family, for career growth, and for leisure, social, and community ac-

tivities. Often one experiences discrepancies between the ideals and

dreams of youth and the real world. These conflicts challenge

personal identities, world views, values, and belief systems. This
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period is a major determining factor for successful acclimation to the

last phase of life;

(h) Ego integrity versus despair, late adulthood. Generally people

attain ego integrity in later life if they see themselves as having

lived and living productive, useful, meaningful lives and as success-

fully coping with past and present crises and disappointments.

Looking back with regrets and wondering what life would have been if

only they or circumstances had been different, creates hopelessness,

despair and depression. According to Erikson, the goal is to live

life fully while adjusting to crises and personal mistakes (Erikson,

1963, 1968, 1982; Corey, 1986a; Hayes, 1986; Rich & DeVitis, 1985).

While Erikson emphasized the need for people to develop strongly

independent identities, his psychosocial theory places moral develop-

ment in the context of sociocultural perspectives. His psychohistori-

cal analyses of legendary figures such as Gandhi and Luther, who are

generally accepted as having highly developed moral characters,

pointed to his interests in human morality. He divided the task of

moral development into three distinct realms: moral learning in child-

hood, ideological experimentation in adolescence, and ethical con-

solidation in adulthood. The most mature level is based on his notion

of mutuality. He stated mutuality in various forms of the Judeo-

Christian Golden Rule: do unto others as you would have them do unto

you; love your neighbor as yourself; and, don't do to someone else

what you find hateful to yourself (Rich & DeVitis, 1985). Erikson's

picture of moral development has less of Freud's picture of the id's

urges toward self-interest conflicting with the long-term need to

cooperate with others for survival. This is because Erikson accepted

the innate social aspects of humans and, therefore, recognized the

natural inclination to care about others.

Moral development occurs in the context of the whole psyche of

the person going through various developmental phases and stages all

set in a social environment. To comprehend the moral domain requires

a knowledge of all the internal and external dimensions which are

affecting that domain. Freud's and Erikson's theories certainly have
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relevance for the understanding of the individual making decisions and

acting in moral situations.

Alfred Adler (1870-1937)

Adler broke away from Freud over disputes about the role of

social forces in the development of the personality. He viewed the

individual as holistic and becoming rather than constantly divided and

conflicted by the biological drives of the id and the necessity of

living communally. Adler believed that Homo sapiens are born with

strong herding instincts. Mental health of an individual is assessed

by evaluating behaviors which reflect the level of development of

social interest. Social interest includes communal feeling, interper-

sonal relations, and empathy for others (Adler, 1954). He and his

major disciple, Rudolf Dreikurs, saw the evolution of society moving

toward more social cooperation with democratic directions which stress

equality in all aspects of life (Adler, 1954, 1964, 1969; Dreikurs,

1971; Dreikurs & Soltz, 1964; Rich & DeVitis, 1985). Social interest,

inborn herding instinct, is enhanced by proper nurturing and training

as the child grows and matures. The emphasis of Adler and his

colleagues in therapy was on parent training and child and family

guidance. Proper balance of supportive caring with natural conse-

quence disciplining are key aspects of this therapy (Adler, 1930,

1958; Dreikurs, 1971; Dreikurs & Soltz, 1964).

Adler confronted Freud's psychobiological model of morality. He

questioned the validity of Freud's concept of inherent male physical,

mental, and moral supremacy. Rather, Adler claimed Freud's sexual

distinctions were the result of unfortunate and unnecessary social

determinations, not biological necessities. He advocated the equal

worth of the sexes and the need to reduce strife and competition in

sexual relationships. He recognized that Freud's moral theory lacked

any considerations of the human emotions of sympathy, empathy, compas-

sion, and human concerns which balance strong urges for personal

satisfactions at the expense of all others (Adler, 1954, 1969).

Adler's theory was a forerunner of some present moral paradigms which
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support a moral language of care and responsibility for others.

Gilligan and others (Gilligan, 1982; Gilligan, Ward & Taylor, 1988;

Gilligan & Wiggins, 1987) failed to acknowledge his contributions.

They spoke solely of private social relationship. Rich and DeVitis

(1985) said a consideration of Adler's work would extend Gilligan's

thesis into the greater relationship with the larger social community.

Carl G. Jung (1875-1961)

Jung was another colleague of Freud and Adler. While he

accepted tenets of both colleagues, he also found substantial reasons

for dissent from their theories (Jung, 1985). Jung suggested that the

mind is divided into unconscious and conscious parts. The child is

all unconscious ego at birth. By interacting with the world, the

child gradually emerges from its realm of collective unconscious life

in fantasy into the realm of conscious reality. Ego development and

moral growth are lifelong processes which Jung termed "individuation."

This comes to its fullest development in self-actualization. It is a

process of making the unconscious materials conscious by learning to

accept and adjust to both negative and positive aspects of one's

personality. Individuation means becoming a single, homogeneous

being--bringing the ego into conscious unity. Jung referred to this

as the process of transforming the small self (selves) into the large

Self, becoming one's own Self. Individuation is attained by relative-

ly few individuals and only after middle age or beyond (Jung, 1933,

1958, 1964; Edinger, 1972).

After years of studying anthropology, comparative religion,

mythology, and world history, along with years of observing and

treating psychiatric patients and analyzing himself, Jung formulated

the theory of a collective unconscious in all people. The same mytho-

logical and religious motifs are present in all cultures. Some

parallelism of motifs can occur through human migration and tradition.

However, Jung argued that since specific themes are universal in all

cultures and individuals, they must be transmitted through some form

of heredity. He concluded these motifs are structures in the psyche
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itself. He proposed a phylogenetic structure made up of archetypal

units possessing dynamic energy, which express themselves as the human

personality goes through life experiences, the process of ontogenetic

development (Jung, 1965; Stein, 1984; Stevens, 1983).

Jung acknowledged a debt to Plato for the concept of archetypal

ideas and the collective unconscious. For Plato, these ideal forms

are abstract mental structures which are superordinate to the objec-

tive world of phenomena. They are collective in the sense that they

embody the general characteristics of groups of individuals rather

than the specific peculiarities of one. An example is the idea of a

perfect triangle. Every triangle in the world shares definitional

aspects with the perfect idea of triangle, but no triangle is ab-

solutely perfect in its form in the world of phenomena. According to

Plato, for a person to be capable of knowing what a triangle is, the

ideal form of triangle must exist in the ideal form of the human, the

archetypal human mind. Individual human minds are microcosms of the

macrocosm. Therefore, each person is born with the mental structures

as potentialities in the mind (Hamilton & Cairns, 1961). A similar

position to Plato and Jung has been developed by linguist Noam Chomsky

and by psychologist E. H. Lenneberg who rejected the assumption that

language develops simply through imitation and learning. They said

the child's mind has an innate language acquisition structure which

allows for rapid assimilation of the culture's language (Stevens,

1983).

Plato, Jung, Chomsky, and Lenneberg all have theories which are

examples of inherent structural aspects imbedded in the minds of human

beings at birth which set the parameters and capacities of mental

functioning and meaning making as the organism interacts with its

environment. All of these mental structure theories are progenitors

to Piaget's cognitive and moral development theories.

For Jung, each archetypal motif takes on unique expression as it

unfolds during the life of each person. Although Jung recognized

common motifs such as Mother, Father, Anima, Animus, Shadow, and

Persona, these aspects, unconscious originally, begin to take numinous

forms encompassing specific moods and motives in the life of the
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individual. The process of Jungian therapy assists the person to know

these aspects on a conscious level, to recognize their unique motiva-

tions and behaviors. Personal, internal dialoguing with one's arche-

typal parts can influence how each part changes, grows, and develops.

Internal communication of this type enhances understanding of and

cooperation among the selves. This assists the individual to unify

these parts, to become one's own Self (Jung, 1985; Stevens, 1983;

Stein, 1984). Jung's psychological theory is similar to Federn's ego

state theory in the sense that there are multiple selves which need to

communicate with each other, grow, and develop.

Jung believed that people have contra-sexual archetypes in their

psyches. Each male possesses an Anima, the female archetype; each

female possesses an Animus, the masculine archetype. Because of this,

he saw each sex able to comprehend the essential otherness of the

opposite sex. Archetypes originally are unconscious aspects, but

knowing oneself more thoroughly allows each person to become more

androgenous, more whole (Jung, 1964, 1965; Singer, 1973, 1977).

Jung spoke of the phases of life as having specific duties,

similar to Erikson's psychosocial phases. However, Jung emphasized

the identity crises occurring around mid-life (ages 35-45) as having

major significance for moral development. The tasks of adolescent

identity resolution are to find one's niche in the family, the work

place and the greater community. Mid-life identity crises have

several tasks: answer the deeper existential questions about the real

meaning of life and death; acquire an ability to face one's negatively

developed archetypes; and question one's world view and values through

the mature and experienced eyes of middle adulthood. Moral develop-

ment is expected as a natural eventuality but in fact is rarely

attained. Few people have the inner courage and life wisdom to emerge

consciously into the second half of life. For Jung, it was impossible

for anyone to attain high levels of ego or moral development without

bringing the parts of the self into a consciously working unified

whole and without asking hard metaphysical questions (Jung, 1933; Rich

& DeVitis, 1985). Again, the concept that mental health is necessary

for higher levels of moral development is seen in Jung's theory. And,
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again, mental health is attained through a process of making the

unconscious parts conscious, by accepting all aspects of the self, and

facilitating the many to work as one individuated Self.

Paul Federn (1871-1950)

Paul Federn was one of the earliest and most faithful disciples

of Freud. Although his views of the ego differed significantly from

Freud's, he was not entirely aware to what extent his theory broke new

ground. Freud speculated that when the mind focuses attention on an

object, a quantity of energy, libido, becomes tied up with and,

therefore, invested in the mental and psychological processes of

perceiving and meaning making regarding the object. This energy

investment process is known as "cathecting." When we cathect outside

objects, primarily other individuals, they become more important to

us. An object is defined as something from outside our own self, or

not-self. Seeing a real tree is perceiving an object. Freud's theory

involved cathecting objects only; Federn's theory extended Freud's

theory to cathecting of subject-originating material as well as of

objects. Subject refers to a part of the self, such as a thought

coming from within one's own mind. For example, thinking about a tree

one has seen in the past is experiencing the memory of that particular

tree which has taken on context and meaning in one's mind; this

remembering is now perceived as subject, arising from the mind itself

(Federn, 1953; Watkins, H. H., 1984; Watkins, J. G., 1978a; Watkins &

Watkins, 1979, 1981, 1983, 1986).

Federn recognized that all psychological processes require

energy for their activation. However, there is a qualitative dif-

ference between object cathexis and subject cathexis (ego cathexis).

Generally, an arm is experienced as subject, as part of the self, as

me. However, if the arm is paralyzed, it is touched with the other

hand and experienced as an object, as not-me. In the former case, the

arm is cathected with self energy, which Federn termed "ego cathexis;"

in the latter case, the arm is cathected with object cathexis (Federn,

1953; Watkins & Watkins, 1981).
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Another major contribution of Federn was his structural view of

the mind. Like Freud he accepted the tripartite division of id, ego,

and superego. The id and superego can permeate the ego boundary and

vice versa. Federn was also much more specific about the nature of

the boundary which separates the ego from the outside world. One

aspect of the ego's boundaries regards the sensing of where self

resides. The individual's idea of self does not always coincide with

the body. As with the paralyzed arm, the ego, or self, may not fill

up the entire body. It may even extend beyond the body, as with the

driving motorist whose ego extends to the fenders of the car (Federn,

1953).

The second aspect of Federn's theory of the ego boundaries

involved the notion of ego unity. Federn held that the normal ego is

divided (dissociated) into segments that assume responsibilities for

different areas of behavior and experience. He called these sub-

patterns of personality "ego states." An ego state is defined as a

body of behaviors and experiences bound together by some common

principle or function and separated from other such entities by a more

or less permeable boundary (Watkins & Watkins, 1981; Watkins, J. G.,

1978a).

Federn's ego-state theory is reminiscent of McDougall's monadic

model and Jung's archetypal parts. It also incorporates aspects of

mental structural functioning found in the cognitive and moral

theories of Piaget and Kohlberg.

The ego is similar to a nation with different geographical

areas. The different ego states are activated, cathected, in dif-

ferent situations. Examples of these are relaxing at home, taking a

class in school, interacting at a party, and being professional at

work. The average personality condition is experienced as a group of

ego states which are more or less aware of their differing behaviors

and feelings and are governed in a laisse-faire fashion. The activa-

tion of cathected energy from one ego state to another generally

happens in an unconscious way. If questioned, the person is able to

distinguish a variety of ego states by various moods. In contrast,

the well-adjusted ego is governed in a strong federal fashion which is
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consciously aware of and, to some extent, in conscious control of all

the ego states. This more mentally healthy person behaves in a more

unified way because the ego states cooperate more often for common

goals. These ego states have permeable boundaries. While one ego

state is cathected, other ego states can monitor situations and what

is experienced. Therefore, when it is deemed no longer approporiate

for the cathected ego state to continue its control in this situation,

another ego state becomes cathected and activates different thinking,

feeling, and behaving specific to the new situation. Communication

among ego states with permeable boundaries is good; often several ego

states will have mutual interests allowing cathexis to activate them

to work in unison toward a specific goal. On the other hand, the ego

state boundaries become rigid and impermeable when the ego is un-

healthy. When this occurs, there is little or no knowledge among the

ego states of each other. Also, there is little or no communication

between one ego state and another. Each ego state governs itself as

if it were an independent nation, not recognizing itself as one among

many comprising a nation. This situation exists in multiple per-

sonality disorders. The differences among ego state functioning in

average, mentally healthy, and multiple personality individuals

involve the degree of permeability across the ego state boundaries

(Federn, 1953; Watkins & Watkins, 1981).

Abraham Maslow (1908-1970)

Like Erik Erikson, Maslow was fascinated with the best, most

mentally healthy, people. He interviewed these people, whenever

possible, to see what personality attributes they had which set them

beyond the average. He called people who possess these traits "self-

actualized" (Maslow, 1968, 1971). Self-actualized people know them-

selves, have a realistic view of themselves, and accept themselves.

They comprehend the ambiguity and relativity in the world and are

able, nonetheless, to establish and adhere to a set of moral guide-

lines for their behaviors. Although they are inner-directed and

resist conformity, they still see the necessity to live by the highest



63

ethical laws of their society. When it is necessary to object to

unjust laws, they do so non-violently. They have strong and well-

developed personal identities and yet have the capacity for deeply

intimate love relationships. They seek solitude to contemplate

themselves and the world. They accept others for who they are. They

can be spontaneous and can express themselves creatively. They

believe in human equality and democratic attitudes. At the highest

and most transcendent level of moral development, they are able to

expand their individual personhood and encompass humanity, analogous

to Hegel's concept of transcendent moral development.

Maslow, along with several predecessors (e.g., Plato, Freud,

Erikson, Jung), considered that one must be mentally healthy to be

highly developed ethically and morally.

Jean Piaget (1896-1980)

Piaget's formal education was in natural sciences, culminating

with a doctoral degree at age twenty-one. His interests were not

limited to the natural sciences, however. He studied psychology and

philosophy for two years at the Sorbonne. It was there he began work

with Theodore Simon, a pioneer in the development of intelligence

tests. Piaget questioned children, using psychiatric techniques he

learned at the Sorbonne, about the reasons underlying both their

correct and incorrect answers. This began a life-long fascination

with thought processes (Miller, 1989). He wrote in his autobiography

about his beginning work in what is now known as developmental

psychology:

At last I had found my field of research. . . . My aim of
discovering a sort of embryology of intelligence fit in
with my biological training; from the start of my theoret-
ical thinking I was certain that the problem of the
relation between the organism and environment extended
also into the realm of knowledge, appearing here as the
problem of the relation between the acting or thinking
subject and the objects of his experience. Now I had the
chance of studying this problem in terms of psychogenetic
development. (Piaget, 1952a, p. 245)
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The work of Jean Piaget is of paramount importance to this

thesis. It was his cognitive development theory which established the

guidelines and definitions for future structural development theories.

He also proposed a moral development theory which went hand-in-hand

with his cognitive development theory (Rich & DeVitis, 1985).

Piaget's work was the basis for Kohlberg's research in moral develop-

ment.

Piaget called his cognitive development theory genetic epis-

temology. The term "genetic" refers to the existence of a development

process in cognition and to the innately born aspects of mental

functioning. Hence, genetic epistemology explains how knowledge

develops in the mind. It also takes into account that, as biological

species, we inherit mental structures. Piaget posited that there are

two basic mental structures. One structure tends to organize mental

processes; the other structure tends to make mental modifications in

response to changing environmental conditions. Mental modifications,

called "adaptations" in Piaget's theory, are comprised of two comple-

mentary processes: assimilation and accommodation. Assimilation gives

experience significance by making it coherent with what the person

already knows, fitting that information into an existing mental struc-

ture. Incompatible experiences are either distorted to conform to

other experiences or they are denied. However, if an incompatible ex-

perience is too prominent or has occurred too many times, then

distorting or denying may not work. Genuine cognitive conflict

occurs. In this case, an existing organized mental structure is

modified to incorporate the anomalous experience to make sense of it.

This is accommodation. Since assimilation and accommodation are

complementary processes which occur simultaneously, theoretically they

each need to be in a balanced state (equilibrium) for the mind to be

at ease. However, development will not occur if balance is a con-

stant. In reality, the mental processes are continuously moving from

equilibration to disequilibration to a new state of equilibration.

Piaget saw disequilibration as the stimulus to mental development.

Development is a natural outcome of making sense of a changing

environment (Piaget, 1952b, 1971; Hayes, 1985; Miller, 1989).
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Knowledge is a process rather than a state. As a child

interacts, physically and mentally, with a ball, aspects of the ball

are comprehended. In a sense, the child is constructing knowledge.

Humans actively select and interpret information; they do not passive-

ly soak it up. An implication of Piaget's theory is that knowledge is

biased. Experience is filtered through a child's or adult's current

ways of understanding, their current sets of organized mental pat-

terns. As the cognitive mind develops, it more accurately reflects

what is occurring in reality (Piaget, 1976).

Piaget was a structuralist. Structuralists look at the or-

ganizational properties of whatever they are studying. There is an

underlying form, mental structure, to a wide diversity of content.

The thinking of younger and older children may have similar elements

but are combined in different formal patterns which affect the

thinking. The nature of mental structures change as they develop.

Structuralists study the formal patterns of mental operations to

determine if they are earlier or later stages (Miller, 1989).

Cognitive development proceeds through a series of stages. A

stage is a period of time in which the child's thoughts and behaviors

in a variety of situations reflect a particular type of underlying

mental structure. The stages can be thought of as sequential levels

of adapting to the environment. Each stage has a different structure,

which allows a different type of interaction between the child and the

environment, and consequently provides fundamentally different views

of the world. Movement through the stages involves structural changes

that are qualitative (changes in type or kind) rather than quantita-

tive (changes in degree, amount, speed, or efficiency). Each stage

derives from the previous stage, incorporates and transforms that

stage, and prepares for the next stage. Each stage includes a coming

into being period which is unstable and loosely organized. It also

includes a final state of being which is stable and tightly organized.

Once the child achieves a new stage, the previous stage is no longer

available to use. This means that regression to an earlier stage is

impossible because the previous stage is no longer present. The

stages follow an invariant sequence. No stage can be skipped; since
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the first stage does not have the building blocks needed for the third

stage, the second stage cannot be skipped to get to the third stage.

Stages are universal for all people. Piaget focused on the structures

and concepts acquired by humans everywhere because he was interested

in how humans as a species gain knowledge. However, people vary in

how fast they proceed through the stages. Not all people progress

through all of the stages (Piaget, 1952b; Miller, 1989).

Piaget's method of data collection was a combination of observa-

tion and classification skills with a clinical method of chainlike

verbal interactions between the experimenter and the child. The

interviewer presents a situation needing resolution to the child,

listens to the response, and then probes the limits of the child's

knowledge. This method taps underlying cognitive-structural capa-

cities rather than merely measuring, in behavioral terms, observable

surface performance. Hence, there is a built-in component of specula-

tion in Piaget's method. Also, in his later work, he physically

manipulated objects and, with his questioning, manipulated concepts.

In this way he became a participant-observer by inventing experiments

on-the-spot, such as hiding a toy and observing whether the infant

searches for it. Using this clinical interview-observation method, he

documented four major stages of cognitive development in children and

adults.

Piaget's work spanned sixty plus years of research. He viewed

his work as preliminary in the sense that new research and methods

will continue to refine, change, extend, and expand it. However, his

cognitive developmental theory was pivotal for all future cognitive

and moral development research. Therefore, a review of the basic

tenets of both his cognitive and moral development theories is in

order (Brearley & Hitchfield, 1966; Rosen, 1985; Miller, 1989; Rich &

DeVitis, 1985). The following summary of the four major stages of

cognitive development are taken from Piaget (1952b, 1976), Copeland

(1988), Miller (1989), and Rich & DeVitis (1985):

Sensorimotor Stage (roughly birth to two years). The infant

understands the world in terms of overt, physical actions on that

world. A human starts life with a set of reflexes, a particular
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physical makeup unique to the human species, and inherited ways of

interacting with the environment (organizing and adapting). The child

moves from these simple reflexes through six sub-stages to organize a

set of specific behaviors. An important concept acquired during the

sensorimotor period is the notion of object permanence. The child

begins to realize that an object continues to exist even when it is

not seen, heard or felt. The child gradually understands that actions

on an object are separate from the object itself. The concepts of

time, space, and causality begin to develop, since these concepts are

closely linked with how objects exist, move, and affect other objects

in a spaciotemporal field (Piaget, 1952b, 1976; Miller 1989). Sub-

stages of this first major developmental period explain how mental

functions begin with the innate reflexes and become organized and more

complex as the infant interacts with the environment (Piaget, 1952b;

Miller, 1989).

Sub-stage one (birth to one month), modification of reflexes.

The bundle of wired-in reflexes are triggered by particular stimuli.

An example is the sucking reflex which automatically occurs when the

lips are touched; another is the grasping reflex when the hand is

touched. As the reflexes are activated over and over, the infant

adjusts them slightly to meet the requirements of slightly different

circumstances. The category of suckable objects expands from nipples

to blankets to fingers to toys ad infinitum. At the same time the

list expands, the child also learns to discriminate between types of

objects. In short, the baby strengthens, generalizes, and differen-

tiates behaviors that begin as reflexes. The infant is constructing a

world of things to suck, grasp, look at, hit, feel, listen to, and so

on.

Sub-stage two (roughly one to four months), primary circular

reactions. A circular reaction is a behavior that is repeated over

and over until a habit forms. They are called primary because they

involve the first manipulations which occur to the infant's body

rather than to other objects. Thumb sucking is an example. The

infant is now consistently able to bring the thumb to the mouth and

keep it there.
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Sub-stage three (roughly four to eight months), secondary

circular reactions. These circular reactions are concerned with

manipulations of the objects in the external world in addition to the

infant's bodily activity. The baby shakes a rattle, which produces a

noise; slapping a ball causes it to roll. In the previous sub-stage,

the shaking or slapping itself is of interest; now the environmental

consequences become relevant. The infant sees an object, reaches for

it, and runs through a repertoire of things to do to objects, such as

grasping, sucking, and hearing. The cognitive structures are becoming

increasingly integrated and organized.

Sub-stage four (roughly eight to twelve months), coordination of

secondary schemes. Planning and intentionality emerge. The infant

uses skills to get what is wanted. In earlier stages, the infant

experiences what happens and, only then, tries to repeat the results.

However, now the child selects a means, a sequence of behaviors

normally used to attain a specifically desired end, and uses it to

attain an end in a new situation. Still another outcome of this sub-

stage is learning to anticipate events. The child is able to dis-

tinguish the jar of baby carrots from the jar of applesauce; when a

spoon of disliked carrots is offered instead of the liked applesauce,

the baby's mouth closes and a disgruntled face is made. Attempts to

fool the child into thinking the carrots are applesauce fail to get

the child to eat carrots.

Sub-stage five (roughly twelve to eighteen months), tertiary

circular reactions. In this sub-stage the infant becomes a scientist

with the environment as the laboratory. The child performs miniature

experiments deliberately varying an action to see how this variation

affects the outcome. Through these deliberate trial-and-error

explorations, the infant is extending the means and end behavior of

the previous stage to develop new means.

Sub-stage six (roughly eighteen to twenty-four months), inven-

tion of new means through mental combinations. This both closes the

sensorimotor period and opens the preoperational period. Up to this

time, the child displays thinking in an overt way; now the overt

becomes covert as the child uses mental symbols to represent objects
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and events. Wanting a pillow that is not there, the child lays her

head on her hands to indicate she wants the pillow.

Preoperational Stage (roughly two to seven years). The emer-

gence of mental representations in sub-stage six of the sensorimotor

period provides a bridge to this second stage. Words, gestures,

objects, and mental images can stand for a specific thing. This is

called a semiotic function, using a signifier to evoke a significate.

There are precursors to signifiers. Imitation is one. For example,

when a child hops up and down to imitate a rabbit, this illustrates

the transition between overt behavior and a mental symbol. Imitations

become internal symbols during the course of development. Signs are

another form of signifier. Assigning a word to represent an object is

a sign. While symbols bear some similarity to the objects or events

they stand for, signs do not. For example, a curved out object of

solid material small enough to place in the mouth which has a handle

attached to be held in the hand and which can hold solid or liquid

food to be eaten is assigned the naming word "spoon." The notion that

words or other signs are arbitrarily assigned to objects is not easy

for a child to understand. However, representational thinking has

obvious advantages over sensorimotor thinking. It is this more

complex mental organization that allows a child to use words and

develop language. Although thinking is not dependent on language,

language can aid cognitive development. Language is one of many tools

available to the cognitive system.

Piaget notes four main behavioral characteristics of the

preoperational stage: egocentrism, rigidity of thought, semilogical

reasoning, and limited social cognition. Egocentrism is the incom-

plete differentiation of the self from the world and the tendency to

interpret the world in terms of the self. An implication of this is

that the child cannot take another person's perceptual or conceptual

perspective. Another implication is egocentric speech. Children

appearing to be talking together may be making remarks that are not

related to what each other is saying. The preoperational child is

less egocentric than the sensorimotor but still considered to be
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egocentric. After this stage, egocentrism continues to decline but

never disappears completely, even in adulthood.

Rigidity of thought has three noticeable aspects: centration,

focusing on states, and lack of reversibility. Centration is the

tendency to attend to or think about one feature of an object or event

and ignore its other features, such as paying attention to the height

of a glass but ignoring the width of it, or vice versa. The second

aspect involves focusing on states rather than on transformations

linking the states, such as not being able to think about the before

and after states of milk poured from one size glass to another size.

Lack of reversibility, the third aspect, is not being able to reverse

a series of events or steps of reasoning. For example, the child is

unable to mentally return the milk from the new glass to its original

glass, noticing that the glasses are different sizes but that the milk

is the same quantity.

Semilogical reasoning shows children's attempts to explain the

natural events of daily life in terms of themselves. Examples of

semilogical reasoning are thinking that the sun and moon are alive

because we are alive, that sand is on the beach so we can play in it,

and that the night comes because it is time to sleep.

Children also have limited social cognition. Because the child

cannot easily take another person's role, little effort is made to say

things in ways that makes more sense to others or does not hurt their

feelings. Piaget said that his descriptions of stages of thinking are

reflected in social situations. He specifically examined social

thought in making moral judgments. A preoperational child judges the

wrongness of an act according to how much damage is done and whether

the act is punished. The child ignores the person's intentions. For

example, a boy who breaks fifteen cups while trying to help his mother

set the table is considered to be more wrong than a boy who breaks one

cup while trying to steal cookies from the cabinet.

Concrete Operational Stage (roughly seven to eleven years).

During this stage, basic conceptual operations develop which allow one

to explain functions and changes in objects or events in more rational

ways. An often used example is Piaget's conservation task, a diagnos-
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tic tool used to reveal the presence or absence of mental operations.

A glass is filled with water. Then this water is poured into a

differently shaped glass or into several smaller glasses. A child who

has not developed the conservation concept believes that the amount of

water has changed. The child who has developed this concept says the

amount is the same and gives at least one of the following types of

answers: If you pour the water back, there will be the same amount as

we started with (reversibility); the water is lower in the second

glass, but that glass is fatter than the first one (compensation); or,

it's the same because you didn't add any water or take any away

(addition-subtraction). Other examples of concrete operational

concepts are: seeing the logic of placing similar aspects of things

into the same group (class inclusion); comparing objects in terms of

relationships to each other such as greater than and less than (rela-

tions); comparing two entities by volume, weight, size, and other

measureable aspects to determine if they are equal to each other

(substitution); and, manipulating numbers and objects by adding,

subtracting, multiplying, dividing.

In the social realm there is increasing awareness of more subtle

social relationships in the family, peer groups, and the larger

society. The child is less egocentric, is gaining ability to take

another's role in a situation, and is more appropriate when trying to

communicate. In making moral judgments, the child is beginning to

take intentions into account.

The various concepts or operations that normally develop during

this period do not develop at the same time. Also, development of

each concept occurs over a period of time. This means that, at first,

it is in a transitional phase. As the concept becomes firmly or-

ganized, one is able to generalize the principles to a variety of

situations. Another aspect that should be emphasized is that the

operations that develop are applied only to concrete objects and

events in this stage. They deal with what is rather than what could

be.

Formal Operational Stage (roughly eleven to fifteen years). It

is during this period that concrete mental operations are now extended
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into the realm of hypotheses and theory-making. In some ways, formal

operational thought resembles scientific thinking. If formal thinking

is being used, the person examines the facts or data of a situation,

compiles possible explanations or resolutions, and tests each possi-

bility while controlling the other variables to determine which

solution is the best fit for the data. This level of logical, ab-

stract, and flexible thinking emerges out of years of common, un-

remarkable interactions between the person and the environment.

Piaget contends that direct instruction in scientific thinking is not

necessary for formal operational thinking. For example, this kind of

thinking expresses itself when a person visualizes being in future

possible relationships and occupational, social, and moral situations.

The person can mentally experiment with each of these possible roles

in similar ways as with hypotheses about physical events. Another

feature is the ability to debate the world of issues and ideas from a

number of different perspectives.

Not all people develop formal operational thinking. In the

majority of adults this mental structure is loosely organized (transi-

tional) and unstable, unlike the tightly organized whole indicative of

full development. Thinking continues to develop throughout adulthood

as formal operations are applied to more and more situations.

Egocentrism continues to decline as the person broadens experiences in

social relationships and work.

Movement through these four stages is caused by four factors:

physical maturation, experience with physical objects, social interac-

tions and disequilibration. As the mind processes experience using

assimilation and accommodation, the child's set of mental structures

are strengthened and stretched to make meaning of the world. Cogni-

tive progress proceeds (Miller, 1989).

Before delineating Piaget's cognitive moral developmental

theory, an evaluation of his cognitive theory is in order. A strength

of Piaget's work is that all developmental theorists following him

acknowledge the central role of cognition in development. Another

strength is that his search for the underlying thinking behind overt

behavior helped transform classical behaviorists into cognitive
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behaviorists (Miller, 1989). He pointed to a proper research metho-

dology for studying psychological development. By combining acute

observation skills with clinical interviewing, he uncovered the mental

processes behind judgment. Although this methodology has difficulties

because of necessary inferential interpretation of clinical data, it,

nonetheless, is the only acceptable medium to study human psychologi-

cal development (Loevinger, 1982). Still another strength is its

success as a theory. A theory has two functions. First it should

integrate and give meaning to facts. Second it should serve as a

heuristic device for further research. Piaget's theory passes both

tests. With respect to its integrative function, it postulates an

underlying continuity and organization to a range of seemingly

unrelated behaviors. As a heuristic device for further research,

Piaget's view that the child is an active participant in knowledge

construction has influenced all subsequent research in the areas of

cognition, memory, attention, learning, language, and social percep-

tion. Also, his view that development follows an invariant sequence

in which later forms use and build on earlier forms is now the

backbone for developmental theories (Miller, 1989). The wide-ranging

scope of Piaget's theory demonstrates how a theory of development

should look. His theory describes and explains both cognitive states

and transitions between those states. It also attempts to look at the

implications of cognitive development in social and emotional develop-

ment (Rich & DeVitis, 1985; Miller, 1989; Rosen, 1985). Still another

strength of this theory is that it has provided specific empirical

contributions to research. A large majority of his experiments have

been validated many times by other researchers (i.e., Bart, Kamal, &

Lane, 1986; Cohen, 1986; McNamee & Peterson, 1984; Barnett & Thompson,

1984; Guthrie, 1983). There is a very close relationship between his

theory, data, and the real world of how children and adults think.

This is known as ecological validity (Miller, 1989).

There are weaknesses in Piaget's theory. Some aspects of the

notion of stages, the heart of the theory, lack empirical validation.

While solid evidence undergirds stages one and two, only limited

evidence has been demonstrated for the concrete and formal operational
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periods. A reason for this is that it is not always clear in these

last two stages what behaviors unambiguously demonstrate the presence

or absence of each of the individual mental structures Piaget des-

cribes (Miller, 1989). There are also inconsistencies in performance.

A child may know a concept such as conservation when tested on one

substance but fails to demonstrate it when tested on another sub-

stance. Piaget explained that this occurs when a child is in the

initial transition between stages when the mental structure is still

loosely organized. Another phenomenon is that different manifes-

tations of the same concept emerge at different times during the same

stage. Piaget called this "horizontal decalage," another aspect of

stage to stage transition. Critics claim these kinds of explanations

weaken his stage theory (Miller, 1989). Still another difficulty is

the occurrence of child prodigies whose cognitive achievements in one

particular area are much more advanced than in other areas of think-

ing. According to Miller (1989), all of these anomalies challenge

Piaget's notion of stages but do not critically damage it.

Piaget and his colleagues suggested some modifications in the

stage theory. They now believe that the cognitive skills in each

stage require longer periods for complete development, particularly

for the concrete and formal operational periods. Also, the cognitive

items of a particular stage may eventually become tightly organized

and interrelated into a true stage, but not always. Piaget's latest

work viewed development as less step-like with longer transition

periods between stages. Actually, the process is more spiral-like

with each period of equilibrium in each stable stage seen as a detour

of the spiral movement itself. The periods of equilibrium seem

relatively unimportant since movement occurs during periods of

disequilibrium (Miller, 1989). Yet another inconsistency involves his

concept that once a new stage is fully formed, the person cannot

regress to an earlier stage of thinking. Clinical evidence shows that

people function cotemporally at all four stages (Ivey, 1986, 1989;

Ivey & Goncalves, 1987, 1988; Ivey & Ivey, 1990; Ivey & Rigazio-

DiGilio, 1991; Hayes, 1986).
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Piaget's Moral Development Theory

Piaget's interests and research also included the manner in

which moral judgment is formulated. Much of his discussion on this

topic is in The Moral Judgment of the Child ([1932) 1965). His later

works illustrated that his classic 1932 statement forms a consistent

pattern with his larger theory of cognition. Piaget's stage theory

assumed that cognitive and moral development proceed hand-in-hand.

However, the moral level attained is often one or two stages behind

the cognitive level attained (Piaget, 1965; Rich & DeVitis, 1985). He

claimed that, as with the cognitive stages, the moral stages are

innate, invariant, hierarchical, and culturally universal, because

they are built on the cognitive stages. All of these postulates are

carried over into research by Kohlberg and his colleagues (Kohlberg,

1971, 1972, 1973, 1981a, 1981b, 1984, 1986; Colby & Kohlberg, 1984;

Higgins & Kohlberg, 1984; Higgins, 1981; Hersh, Paolitto, & Reimer,

1979; Kohlberg, Levine, & Hewer, 1983). At the same time, Piaget

recognized that moral judgments and long-term moral development are

directly and indirectly influenced by social and cultural pressures.

Also, Piaget did not claim that the moral stages have the same

rigorous structural character as the cognitive stages. This is

because his research findings showed that even among the adolescents

who can make more advanced moral decisions, they also can make

primitive ones (Piaget, 1965; Rosen, 1985; Rich & DeVitis, 1985).

In the Foreword of The Moral Judgment he stated, "Readers will

find in this book no direct analysis of child morality as it is

practised. . . . It is the moral judgment that we propose to inves-

tigate, not moral behaviour or sentiments" (Piaget, 1965, p. 7). He

sought to establish the degree to which children can reason morally.

To determine this he sampled a small group of males, ages ranging from

five to thirteen, largely from middle-class socio-economic back-

grounds. Pretending to not know the rules, he played the game of

marbles with them. The boys were questioned about making and breaking

rules and what is fair play in the game. Also, he told stories of
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moral events and questions the boys to see what punishment they

believed was just when someone had broken a rule, what punishment

should be rendered for breaking a rule, and whether the same offense

would repeat after each different form of punishment was used (Piaget,

1965; Rosen, 1985). From this research, Piaget distinguished two

basic moral development stages. The first one is a morality of

constraint, which he called the "period of heteronomy." Outside

authority imposes rules which children must follow regardless of cir-

cumstances. It is characterized by unilateral respect for and duty

and submission to authority. Moral realism governs a morality of con-

straint. Three elements characterize moral realism: a) the good is

defined by obedience to the externally imposed rule; b) only literal

application of this rule is acceptable; c) intentionality of the

offender is not considered in passing judgments. Young children

believe that others are bad if they break rules regardless of their

motives. Also, young children believe that someone who unwittingly

tells an untruth of large magnitude is worse than someone who inten-

tionally tells a lie of small magnitude. Piaget claimed that the

lengthy period of egocentrism inhibits the moral development. This is

because the concept of decentering must already be developed in a

mental structure for a child to take another person's point-of-view.

Understanding another person's situation and motivation is necessary

in moral judgment-making.

He believed that if the child is gradually allowed to gain a

sense of equality in social situations, primarily with peers, then a

natural process of moral development unfolds, moving into the next

period. This second period is characteristic of a morality of

cooperation which he calls the "autonomy period." A bond of solidar-

ity with others replaces external authority. The transition from

Piaget's heteronomous stage to this stage, not before age eight, shows

a gradual decline in the three characteristic elements of moral

realism. The good is no longer equated with the existing rule,

allowing the child to pursue in thought what ought to be rather than

what is. Looking at situational variables and intentionality,

adolescents often obey the spirit of the law rather than the letter of
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the law. It is when children reach the ages of ten to twelve that

lying may begin to seem intrinsically wrong, not because one will be

punished for it but because of the damage to trust and affection in a

relationship which is the consequence of it. Reciprocity and mutual

agreement are recognized as prerequisites to social relations. The

young adolescent moves in the direction of equality with adults and

unilateral respect for adults declines (Rosen, 1985). Like Adler,

Piaget also characterized social cooperation, democratic equality, and

individual autonomy as the defining standard for both a mature culture

and personality (Piaget, 1965; Rosen, 1985; Rich & DeVitis, 1985).

Against the backdrop of these two moral stages, Piaget outlined

three stages in the development of justice reasoning. In the first

moral stage, heteronomy, duty to authority is supreme. This is a

prelude stage of justice thinking but is not yet justice. Young

children mistake externally imposed laws for justice because an

authority figure has mandated them. Many adults, also, have not

achieved autonomy of conscience and, therefore, mistake cultural

prejudices and government imposed laws as justice, even if those laws

are unfair. This kind of reasoning occurs up to age eight and often

beyond (Piaget, 1965; Rosen, 1985).

Retributive justice is the second stage and begins to occur in

children above the age of eight. This is an interim time between

heteronomy and autonomy. The development to this second stage was

viewed as immature justice by Piaget since autonomy is a necessary

prerequisite to justice. Justice is derived from concepts of recipro-

city and equality and requires the consent of the actor. Literalistic

thinking, such as an eye for an eye, a tooth for a tooth, or a blow

for a blow, is a characteristic moral reasoning pattern and is seen as

proper justice in this stage. It is fair to hit back an equal number

of times but not fair to seek revenge. Retributive justice is linked

with punishing the offender for all rules that have been broken. Even

so, the idea is strong that punishment should not exceed the wrong

done. By ages eleven or twelve, equality, the basis for retributive

justice, gradually is replaced with equity, the basis for distributive

justice. This more mature form of justice is based on the maxim "Do
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as you would be done by." The adolescent becomes more charitable and

forgiving. The message that is necessary to deliver to the offender

is that when someone violates an agreed upon rule, then the bond of

trust and solidarity has been damaged. When this happens, a need

exists to restore the balance in the social or personal relationship.

The criterion for a sound punishment now changes from a literal

interpretation of a blow for a blow to an intervention which will

prevent the violation from occurring again. The efficacy of the

punishment is not based on imposing an equal amount of pain or harm to

the violator. Piaget said that equity takes into account personal and

surrounding circumstances. For just decisions to be made in couple,

family, and community situations, it is necessary for the actor to

have developed into the autonomy period, be skilled at advanced

cognitive reasoning, and be advanced in empathic role-taking (Piaget,

1965; Rosen, 1985).

In his work on moral development, Piaget also became interested

in the role of will power. If adults continue to impose all rules for

children to abide by and plan and direct their study, play, thoughts,

and behaviors, then there are no situations for the child to develop

will power. Will power requires opportunities to make an action plan,

think through the steps of that plan to anticipate consequences, and

then execute the plan. It also requires opportunities for the child

to establish his or her own set of values, which will guide daily

judgments and behaviors. Without these experiences, children will not

learn to control impulsive behaviors. In the essay "Will and Action,"

Piaget linked will power with a personal set of scaled values. The

conflict of an urgent impulse requires the cognitive ability to

reflect on the consequences of the act. It also requires the emo-

tional force of a set of values, which pauses to consider what one

really wants to accomplish at a deeper level. Finally, it requires

power of the will to forego immediate pleasure for a more meaningful

long-term goal (Brearley & Hitchfield, 1966). In the book Development

and Learning, Piaget said that will is the regulator of the motive

force of emotions; it is the deciding factor when pleasure and duty

conflict. If the will power is strong, then impulsive wishes are
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subdued. He believed that will power develops as an organized

operation in the mind, which allows the self to integrate better and

the affective life to become more effectively regulated (Rosen, 1985).

Piaget extended his theory of cognitive development to other

areas. Not only did he apply genetic epistemology to individual

people but also to collective knowledge. For example, knowledge,

whether in children or in a field of science, progresses from a narrow

focus concerned with superficial properties to a view that is reflec-

tive, more deeply analytical and with broader frames of reference

(Piaget, 1971; Miller, 1989).

An enormous amount of replicated studies supports his early

moral development findings but with some modifications. The heterono-

mous stage of young children has been validated. The autonomous

period, however, develops later, extends over a longer period of time,

and has more stages (Rosen, 1985). Peer interaction, which Piaget

considered the major boost to autonomy in young children, has been

invalidated in subsequent research; however, the impact of peer

interaction on moral decision-making is statistically significant in

the adolescent and adult populations (results of research by L.

Breger, 1974, in the book From Instinct to Identity: The Development

of Personality, New York: Prentice-Hall, as described by Rosen, 1985).

It has been confirmed that the role of cognition is of central impor-

tance in moral development (research of L. C. Lee, 1971, in the

article "The Concomitant Development of Cognitive and Moral Modes of

Thought: A Test of Selected Deductions from Piaget's Theory," in

Genetic Psychology Monographs, 83:93-146, as described by Rosen,

1985). Piaget is criticized for the small sample size used in his

research and for testing only young males (Rosen, 1985; Rich &

DeVitis, 1985; Gilligan, 1982).

Summarizing concepts in Piaget's theories are: (a) there are two

innate mental structures in the human mind. One organizes mental

processes while the other makes modifications (by assimilation and

accommodation) in response to changing environmental conditions; (b)

disequilibration is the stimulus of mental development; (c) there are

four structural stages to reach mature mental functioning: sensori-
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motor, preoperational, concrete operational, and formal operational;

(d) stages are innate, invariant, heirarchial, and culturally univer-

sal; (e) Piaget's method of data collection is a combination of

observation and classification skills with clinical interaction; (f)

there are two moral stages: heteronomy and autonomy; (g) there are

three stages in justice reasoning, an aspect of moral development:

prelude to justice reasoning, retributive justice, and distributive

justice; (h) social and cultural experiences and events influence

cognitive and, particularly, moral development. Also, there are

effects of cognitive and moral development expressing in social

behavior; (i) he recognized the importance of empathic development in

the moral stages; and (j) he also recognized the necessity of develop-

ing will power to control impulses and carry out moral action.

Summary of Themes in Chapter 2

A review of relevant themes from Chapter 2 is in order. They

are important to this thesis in various ways. Some of the ideas

directly contribute to present moral development theories. For

example, several philosophers and psychologists have devised stage

development schemes involving cognitive, social, emotional, or moral

domains. Several concepts have stressed the importance of cognition,

emotion, or social aspects to morality. Some thinkers have made

justice, or duty, or sentiment the cornerstone of moral reasoning.

Several ideas have incorporated the development of structural mental

or emotional systems. In other instances, some contributions are

important to the new moral theory which is presented in Chapter 5.

For example, there were various hypotheses involving multiple parts of

the self which operate in the personality as well as many theories

which linked the necessity of mental and emotional health with higher

stages of moral development.

Several theorists speculated about various developmental

processes. Freud and Erikson presented ego development phase theo-

ries. Freud's psychosexual phases were used as foundation for

Erikson's psychosocial phases. In evaluating other developmental
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events which may be occurring, it is helpful to keep in mind these two

basic, interlinking, psychological theories in terms of what age-

related phase the person is in and what phase tasks have and have not

been adequately developed and integrated into use.

Cognitive development was a dominant concern for Socrates,

Plato, Aristotle, Mill, Dewey, and Piaget. For Socrates and Plato,

training the mental aspect to be rational and in control of the

physical and emotional natures is necessary to build a virtuous

character. For Aristotle, the rational aspect is the natural telos,

the distinguishing and highest characteristic, of the human. It is

only by training this mental aspect that a human can attain happiness.

Mill and Dewey agreed with these Greeks that it is only with a trained

mind that one is able to discern higher from lower pleasures, to

examine the elements in each situation, and to evaluate possible

consequences of actions. Dewey described three cognitive moral stages

in the process of development. Piaget saw cognitive development

central to other human development processes--social, moral,-emotion-

al, and will power. He saw the cognitive aspect developing in

invariant stages which are heirarchical and culturally universal.

Emotional development as part of moral development was viewed in

two ways: developing sympathy and empathy and learning to control

impulsive emotions. Again, Socrates, Plato, and Aristotle believed

that the rational mind must guide the emotional nature in moderation

and selectiveness regarding the satisfaction of desires. They

believed that discipline and training are necessary to achieve this

emotional balance. Hume, Adam Smith, Alexander Bain, Dewey, McDoug-

all, Adler, and Piaget believed that the motive force of morality is

the emotional sentiment which can be developed into sympathetic and

empathic caring for others. Smith, Bain, and McDougall outlined moral

growth as stages of emotional development. In McDougall's theory,

these stages take the form of invariant, organized mental systems,

therefore a structural model. Piaget's moral theory, also a struc-

tural model, stipulated cognitive and affective development of such

components as decentering and role-taking abilities.



82

The growth of conscience is pivotal for several moral theories.

Conscience is linked to cognition, feelings of sympathy, empathy,

guilt and shame, and self-discipline of impulsive needs and desires.

Smith's highest stage is the development of conscience, having an

impartial observer inside oneself monitoring behavior according to

what is acceptable in society. Mill believed that conscience emerges

from a natural tendency in the human mind to associate the feeling of

moral obligation with actions that normally produce the greatest

happiness for society. Bain's final stage of moral development is the

internalization of society's sanctions, which he called conscience.

Dewey said conscience is the process of moving from the external to

the internal the cultural norms and laws to judge oneself. McDougall

said it is an internal system of moral principles which can overrule

externally generated praise and blame. Freud's superego is the

internalization of external sanctions and is the cohesive element of

all societies. Piaget's autonomous moral stage requires internalizing

sanctions which one then makes one's own.

Several theorists recognized the importance of social develop-

ment. Mill said that humans have the natural tendency, which is of an

emotional nature, to be in unity with others. This is the social

instinct. Hegel's theory pivoted on this social instinct. He said

that social relations with others are as important to human happiness

as pursuing one's own self-interests. In fact, Hegel elevated this

developed instinct to its final stage which he called disinterested

altruism. For Dewey, the growth process is to become more rational,

more social, and finally more moral. Baldwin said that imitation of

others begins social development. Imitation is an instinctive, innate

behavior. It progresses to higher order role-taking abilities leading

to social conformity. Mead and Cooley looked at the development of

all aspects of humans through the lens of a social environment.

Erikson's psychosocial human growth phases also placed emphasis on

social environment and adapting to social tasks. He agreed that

social instinct is innate and, therefore, there is a natural inclina-

tion to care about others. Adler said the level of individual social

development determines the mental health of the personality. Piaget
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said that observing social behaviors are an indication of the level of

cognitive and moral development. He also implied that stages of

social development are built on cognitive stages.

Will power, self-discipline, is recognized as essential to moral

judgment and action. Socrates, Plato, and Aristotle emphasized that

training the will is necessary if the rational mind is to keep control

over the physical and emotional health and balance. Aristotle ack-

nowledged that some immoral actions are due to weakness of will and

not absence of knowledge. Kant's moral theory rested in the ability

to discipline one's will power. He claimed the moral sentiment is

will power. Dewey's theory of conscious morality placed discipline of

impulses and passions along with the rational ability to examine

situations and weigh consequences. For Freud, the superego was the

internalized heavy-hand of self-discipline. Piaget tied will power

with emotions by providing the motive force to act properly when there

is moral conflict and urges for impulsive behavior. He believed will

power develops as an organized mental structure.

The idea was presented by several theorists that mental health

is necessary for higher level morality to develop and function.

Socrates and Plato said virtue is a healthy soul (personality). With

the psychologists (e.g., Freud, Adler, Jung, Federn, and Maslow), this

idea of mental health for ego development, social development, and

moral development was expanded and made explicit. For Freud, Jung,

and Federn, insight is required for the ego parts to be made conscious

and work together in a unified fashion. For Erikson and Adler,

attention to proper social and cultural adjustments and feelings of

social care, cooperation, and responsibility are necessary to good

mental health and moral behavior.

What is innate in the human mind? Plato said ideal forms;

Aristotle said human telos is to be rational; Hume said benevolence is

the human telos; Bentham, Mill, and Freud said survival instinct, to

gain pleasure and avoid pain; Kant said a priori reasoning; Mill,

Hegel, Mead, Cooley, Erikson, and Adler said social instinct; Baldwin

said imitation of others; Hume, Mill, and Smith said emotional
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sentiment; McDougall and Piaget said basic instincts and mental

structures; Jung said archetypes.

Several questions continue to emerge. Some of those questions

are: "What place does moral relativity have in moral development?"

"Is there any evidence of ethical naturalism? How does ethical

naturalism fit with the philosophical argument of the naturalistic

fallacy--from is to ought?" and, "Are there moral universals?" While

this study does not offer definitive answers to these age-old ques-

tions, a review of modern research in Chapter 3 points in interesting

directions.
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CHAPTER 3: RECENT MORAL DEVELOPMENT THEORIES

Lawrence Kohlberg (1981a, Introduction) said that the first

virtue of a person, a school, and a society is justice--interpreted in

a democratic way as equity or equal respect for all people. He

claimed to follow Socrates, Kant, and Piaget in making the claim that

justice is the first and only virtue. Democratic justice is the

answer to the deontological question: "What are the rights of people

and what duties do these rights entail?" The answer to the teleologi-

cal question: "What is the purpose of a person's life or of a school

or society's existence?" follows the thinking of John Dewey, Plato,

and Aristotle. They said the purpose is development--intellectual,

moral, and personal. The new twist Kohlberg and his colleagues added

to this answer is the systematic stage framework of human development

which is supported by empirical evidence.

Kohlberg's approach to social psychology (1986) is unusual and

controversial with its strong metaethical and normative philosophical

assumptions standing next to empirical data. Piaget and Kohlberg both

claimed that the philosophicalness of human behavior is not an

achievement which the human race may or may not live up to; instead,

it is intrinsic to human life itself. Thus development is inevitably

philosophical; the study of development is the study of a natural

ethics, logic, and epistemology. Kegan (1987) said that Kohlberg's

work is a project which studies first philosophical human nature and

then psychological human nature. The analysis must be a simultaneous

study of philosophy and psychology found within the human being.

Lawrence Kohlberg's theory is the dominant paradigm in the field

of moral development. It is the most conceptually sophisticated. It

is based on an impressive body of research which includes cross-

sectional, cross-cultural (in 27 countries, 70 percent being non-

European) and longitudinal studies (one exceeding a twenty year span)

(Rosen, 1985).
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Moral Judgment Development

Lawrence Kohlberg was a doctoral student at the University of

Chicago in the 1950s where he studyied social psychology. His disser-

tation research was completed in 1958. It began as an effort to

replicate Piaget's ([1932] 1965) description of moral judgment stages,

to extend Piaget's research work into adolescence, and to examine the

relation of stage growth to role taking of others in the social

environment (Kohlberg, 1981a). Kohlberg's research group was 72 boys

in suburban Chicago and was divided into three age groups (10, 13,

16). Each group of boys was half middle- and half lower-middle-

socio-economic class, and each age group had comparable IQs. The boys

were presented with ten hypothetical moral dilemmas in individual

face-to-face interviews (see Table A-1, Appendix A, for the current

nine moral dilemmas which make up Kohlberg's measurement instrument to

establish a person's competence level of moral judgment). The

dilemmas were designed to place obedience to authority and law in

opposition to individual rights and human welfare. The boys were

encouraged to fully explain how they arrived at answers to the

dilemmas and, where necessary, were prodded by the interviewer for

information which would capture their underlying thinking processes

(Rosen, 1980; Hersh, Paolitto, & Reimer, 1979).

Results of this cross-sectional research led Kohlberg to revise

and extend Piaget's two-stage model (heteronomous and autonomous) into

six stages of moral judgment, first labeled as "developmental ideal

types" (Kohlberg, 1981a). These six stages, with their derivations

and definitions are:

STAGE 1: The punishment and obedience orientation.

In this stage there is deference to authority and power to avoid

punishment. There is no recognition of, or respect for, an underlying

moral order from which punishment and authority stem (Kohlberg, 1981a;

Rosen, 1985). Stage 1 represents the moral reasoning of the child who

has taken the first step beyond egocentrism, now being able to take

the perspective of one other person at a time. The expressed wishes
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or orders of an authority figure become rules or commands that must be

followed, or else punishment will automatically occur. This belief in

the inevitability of punishment is central to the conception of doing

right. Often, also, the thought of what punishment will occur will be

greatly exaggerated. A typical response to the Heinz and Joe dilemmas

is that they are not able to disobey the authority or law, for the

punishment that would follow would be too great to bear. Stage 1 is

so primitive that it is often missed by adults. Piaget ([1932] 1965)

described this stage at length, calling it "heteronomous morality."

He was surprised that even children who came from homes where the

parents did not use physical punishment went through the stage. This

stage of reasoning is inevitable at a certain age--perhaps 5 to 8

years--but does not usually continue beyond the years of preadoles-

cence. The primitive nature of this stage makes its use dysfunctional

even among preadolescents. Almost all children develop the capacity

for at least Stage 2 reasoning (Hersh et al., 1979).

STAGE 2: The instrumental relativist orientation.

At this stage right action consists of doing what will in-

strumentally satisfy one's needs and occasionally the needs of

another--if there is a chance that at some future time that person

will help you. Reciprocity is a matter of "You scratch my back and

I'll scratch yours" (Kohlberg, 1981a; Rosen, 1985). The reciprocity

involved in this stage is derived from one's own ego interests and not

from a sense of obligation or respect for individual rights. The

hedonistic and reciprocal nature of behavior is obvious. A good deal

of social exchange in adult life occurs at this level of development

(Rosen, 1985; Kohlberg, 1981a).

Like Piaget, Kohlberg found the ages from 6 to 10, the grade

school years, to be dominantly Stage 2 (Rosen, 1985; Hersh et al.,

1979). Studies of adolescents show that among middle-class popula-

tions, Stage 2 reasoning recedes considerably by the end of grade

school, but it remains a fairly dominant mode among working-class and

lower-class youth. Among some adults it continues as the dominant

stage. It is a common level of functioning in individuals with
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antisocial personality disorder and is seen in many prison inmates

(Samenow, 1984; Hersh et al., 1979).

By Stage 2 moral reasoning, concrete logical operations have

developed. For example, in dealing with a classification problem,

people at this stage are able to hold the whole class in mind and

compare it with its parts (white, reds, yellow and brown balls). In a

conservation problem, when a tall, narrow glass containing milk is

poured into a short, wide glass, they are able to mentally reverse the

process and determine that the same amount of milk is in the short

glass as was in the tall glass (Hersh et al., 1979).

A similar process takes place with role-taking abilities. The

child now begins to coordinate two or more perspectives in a situa-

tion. For example, if the child's mother told her to come home after

school, but dad picked her up and suggested they shop at a store

before going home, the child at an earlier level of role taking might

feel she had done wrong and mother would punish her. Now, however,

the child is able to realize that mother is also able to role take

both dad's position and the child's and would probably understand this

new circumstance. The child begins to understand that as long as

there is a good reason for doing something, generally it will be all

right to do it. Therefore, with regard to moral development, a new

standard of judgment arises at this level: the standard of fairness.

The central value of Stage 1--authority--is relativized at Stage 2.

Authority figures are like everybody else insofar as they have to play

by the rules of the game, which are now the rules of fairness (Hersh

et al., 1979).

At Stage 2, fairness usually means that everyone of the same age

or position should get equal shares, equal status, or equal chances.

Nothing seems more unfair at this stage than not getting one's fair

share. The negative form of justice operates in accordance with

retributive justice. Wrongdoing involves concretely harming someone

else. The punishment for harming another should equal the crime--if a

child hits you twice, then you should hit that child back two times.

That is the only just thing which will right that wrong at Stage 2

moral development thinking (Hersh et al., 1979).
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At Stage 2, fairness is certainly a moral category, but it need

not have reference to societal rules or laws. The relevant moral

action takes place among individuals, each of whom has the right to

pursue their own interests. It is considered fair to get away with

what you can. If you can get away with cheating on a test, then you

can cheat. In the Heinz dilemma, most Stage 2 subjects see the

druggist causing Heinz harm. It would be natural for Heinz to steal

the drug if he cares about his wife; however, if Heinz does not care

about his wife, then there is no reason to risk getting caught for

stealing. There is no belief that Heinz is obligated to take care of

his wife. They also believe that the judge would not punish Heinz

because he has a right to steal from the druggist. They see the

druggist within his rights to set whatever price he wants for the

drug, but many would believe the druggist acted foolishly in not

bargaining with Heinz. Thus, human relationships and social exchange

function at the level of the marketplace. Stage 2 individuals reason

that the druggist set himself up to be stolen from. The issue of law

arises only insofar as one has to get around it to fulfill one's

perceived needs. There is no perspective of the society-at-large at

this stage (Hersh et al., 1979; Kohlberg, 1981a).

STAGE 3: Conformity to expectations of family, peers, and community.

At this stage, obedience is not carried out for the sake of

avoiding punishment nor just to get what one wants, but because it

pleases or helps others and is approved by them. The feelings of

others are taken into account. Being of service to individuals and

institutions takes on prominence (Rosen, 1985). Kohlberg labels this

stage the "Good boy, Nice girl" interpersonal concordance. Behavior

is frequently judged by intention--the judgment "he means well"

becomes important for the first time (Kohlberg, 1981a).

With Stage 3 moral thinking we see the beginnings of formal

cognitive functioning and further advances in role-taking ability. An

example of the emergence of formal operations is being able to com-

prehend logical syllogisms such as: All X and Y are encompassed in Z.

If something is not in Z, can it be an X? (NO) If something is not
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Y, can it be in Z? (YES) This kind of logic requires the beginning

ability to think in abstractions. Similarly, to understand a social

norm also involves some elementary level of abstract thinking (Hersh

et al., 1979).

A great emphasis is placed upon affection and approval on the

interpersonal level. The type of reciprocity practiced is no longer a

blow for a blow, an eye for an eye mentality. It is predicated upon

putting oneself in the other person's place, involving role taking, to

determine what is a just action in the situation (Rosen, 1985). Also,

role taking now shows the ability to evaluate objectively an interac-

tion between oneself and another in a situation, looking at it from a

third-person perspective. With this new advance, Stage 3 people watch

not only for others' concrete behavioral reactions but also for their

more subtle psychological reactions. They ask themselves questions

such as: "What will they think of, or feel about, me? Will they

accept me if I hit Sally? Will they still think I am a good person or

a good group member?"- People realize that others have expectations of

them and judge their behaviors accordingly. Motivation for moral

action becomes living up to what significant others expect of you as a

member of their group (i.e. couple, family, class, social group). As

the reasons for doing right change, so does the concept of what is

right in relation to others. At Stage 2, what is right is simply to

pursue your own interests without unduly harming anybody else. At

Stage 3, more is expected of yourself and others. The awareness that

others have positive expectations of you leads to a new view of

interpersonal relations. When two people enter a relationship, each

trusts the other and expects each to care for the other and respect

their mutual trust. Relationship is more than an equal exchange of

benefits; it now requires mutual commitment. To break that commitment

or to violate trust becomes a cardinal wrongdoing for Stage 3 people

(Hersh et al., 1979). The concept of equity, taking into account

individual circumstances as described by Piaget, also begins in this

stage. A significant limitation of Stage 3 is that the role-taking

ability and concept of justice are confined to one's own concrete
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personal relationships with friends, family, and immediate community

(Rosen, 1985).

Stage 3 can begin to develop during preadolescence but it is the

dominant stage during adolescence. Along with Stage 4, it remains the

major stage for most adults in society. It is a mature structure

insofar as it proves an adequate mode for dealing with most personal

conflicts with people. Its inadequacy surfaces with problems involv-

ing societal levels (Hersh et al., 1979).

How do Stage 3 people view the Heinz dilemma? Heinz has a moral

obligation to care for his wife. Whether he should steal the drug,

however, is split between right and wrong for this stage of moral

thinking. The view of the druggist is that, as a member of the

healing profession, he has violated the trust people have in him and

he has broken a moral commitment. Therefore, the druggist's behavior

is almost always seen as wrong (Hersh et al., 1979).

STAGE 4: Society maintaining orientation.

In Stage 4 there is a shift in emphasis from justice applied

mainly between individuals to justice applied between the individual

and the community or social order. Right behavior consists of doing

one's duty, showing respect for authority, and maintaining the given

social system for its own sake (Kohlberg, 1981a; Rosen, 1985).

There is an advancement in the level of social perspective

taking from the ability to take the third-person perspective of

significant others in Stage 3 to the ability to take the role of the

generalized other, the shared point of view of the social system in

which one participates. This new view of seeing a situation from the

perspective of the whole system provides a new basis for moral

judgment. People functioning within the Stage 4 level are concerned

with how decisions affect the social system. They see that Heinz is

obligated to save his wife's life and that the druggist has acted

inhumanely, but they also see that stealing will weaken the order of

the society. Law emerges for Stage 4 reasoners as a central value

since they realize that society is bound together by social and moral

agreements generally codified into a legal system. Actions which
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break those agreements threaten the cohesion and solidarity of the

system. The Heinz dilemma is most difficult for Stage 4 people to

resolve because of the conflict they see between human life which is

sacred and the necessity of laws which also guard each person's life

and well-being in the society (Hersh et al., 1979).

Development of Stage 4 can begin during mid-adolescence. It is

a highly equilibrated stage and often is the highest stage of attain-

ment for adults. It adequately handles societal as well as interper-

sonal issues. However, it is not adequate to deal with situations in

which a system of laws or beliefs comes into conflict with basic human

rights. The question of whether one must uphold an unjust law to

preserve the social or religious order is what usually stimulates

development to postconventional moral levels (Kohlberg, 1981a; Hersh

et al., 1979).

STAGE 4.5: Transitional stage between Stages 4 and 5

Turiel (1983) reported on research he did from 1969 through 1975

using Kohlberg's six-stage scheme. This research proved to be

relevant to movement from Stage 4 (the social order maintaining

orientation) to Stage 5 (the contractual-legalistic orientation).

Judgments made during this period are characterized by so much incon-

sistency, conflict and internal contradiction that they are not

classifiable at any given stage. There is apparent partial rejection

of Stage 4 beliefs. These beliefs are part of religious orders,

political systems, clan and cultural conventions and mores. Coming

face to face with disconfirming evidence makes it difficult to have

faith in the old and apparently inadequate belief systems. What often

comes into conflict during this transition are moral value issues

(e.g., life, trust, deception, honesty, responsibility, individual

rights, and collective human rights of race and special interest

groups) with conventional issues (e.g., sexual mores, dress codes,

forms of address, traditional sex roles, national and religious

rituals or customs). Adolescents and adults attempting to draw

distinctions between these two realms are moving toward a concep-

tualization of two types of values: values or principles considered to
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be objectively valid and universalizable; and, values, such as customs

or conventions which are considered specific to a given individual,

race or society. External standards based on law, authority, and God

are no longer seen as adequate criteria for verifying the validity and

objectivity of moral values (Turiel, 1983).

Relativistic thinking characterizes the judging process during

this transition period, but it assumes a more sophisticated nature

than Stage 2 instrumental relativism. Abandoning past beliefs and

having no adequate systems to replace them, an individual is now

unsure about what world view is correct and is, therefore, unable to

provide answers to many existential and social questions in life.

Facing various individuals who have equally various answers to these

kinds of questions, a Stage 4.5 person comes to the conclusion that

cultural and sometimes ethical relativism is the only acceptable

belief system to hold. A relativistic approach allows everyone's

belief system to be the right one for her or him. The best any person

can do is follow what is thought to be right as long as this does not

deprive others of doing what they think is right (Turiel, 1983; Hersh

et al., 1979).

Kohlberg calls this period the "crisis of relativity" and his

research suggests that this kind of thinking at Stage 4.5 is not a

stable moral position. When confronted with this crisis, people tend

either to shelve their questions and return to their Stage 4 moral

reasoning or to construct a principled rationale for moral decision-

making. Stage 4 moral reasoning is based on full formal cognitive

operations and is consistent with the reasoning of most adults. For

an adult to abandon a thinking process which is considered "normal"

and acceptable in a society, the crisis of relativity that the person

experiences must be great (Hersh et al., 1979). Kohlberg also says

that personal experiences of choice involving questions of commitment,

along with integration of cognitive moral reflection, are required for

movement from conventional to principled thinking (Rosen, 1985).
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STAGE 5: Social contract orientation.

Stages 5 and 6 represent principled rationales. Since Stage 5

is a more available form of thinking, it is the more common stage.

Stage 6 represents a philosophically more adequate position, but is a

rarity among non-philosophers (Hersh et al., 1979). In these prin-

cipled stages of justice reasoning the idea of a moral obligation has

its origin in the idea of a conventional, or consensus-based, obliga-

tion (Stages 3 and 4). Thus, the idea that obligations are rooted in

convention precedes the idea that obligations are rooted in natural

law (Shweder, Mahapatra & Miller, 1987). Kohlberg defined these prin-

cipled stages in his doctoral dissertation in 1958. At that time, he

believed that some adolescents used principled moral reasoning. With

the refinement of his method and scoring manual, he realized that few

people can attain this level of thinking and, if they do so, it is not

before the age of twenty. The idea that development can appear after

adolescence and continue throughout the lifespan of some individuals

was a new concept in structural development theories (Hersh et al.,

1979; Kohlberg, 1981a, 1986; Kohlberg & Power, 1981; Kohlberg and

Shulik, 1984).

Stage 5 is based on the democratic process, has a legalistic

character, and incorporates social contract. The concept that values

are relative to one's group is linked with the need to find an

adequate principle which will bridge the different values and provide

a stable foundation from which to operate. Social contract is such a

principle. For instance, in a business deal, interests of all parties

need to be protected. A contract is negotiated which reflects the

needs of each and is usually a compromise which can be accepted by all

involved. Each party is obligated to abide by the contract because it

represents the best compromise for legitimately satisfying their

rights and needs. There is nothing inherently good or bad in con-

tracts unless they involve an abrogation of such basic human rights as

life and liberty. Such contracts are invalid. Thus, if a person

voluntarily sells himself into slavery, the other party does not have

a moral or legal right to hold him to that agreement (Hersh et al.,

1979; Rosen, 1985).
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While at Stage 4, people are more concerned with protecting the

collective or average citizen from law violations by others. However,

at Stage 5, people are concerned that due process is available for the

accused and convicted as well as for the average citizen. The

methodology of implementing the democratic process is of greater

importance to the Stage 5 person than are the concrete rules and their

enforcement. This is because the principles of democracy are based

upon certain natural rights which antecede specific laws. The

emphasis is on a legal point of view which can change laws in terms of

rational considerations of social utility. Although laws are not seen

as sacred, the Stage 5 person will advocate observing them and will

refer to them to define what is right (Rosen, 1985; Kohlberg, 1981a).

Outside the legal realm, free agreement and contract are the binding

elements of obligation. This is the moral grounding of the U. S.

American government and Constitution (Kohlberg, 1981a).

This notion of justice-is_de#nedby a mutuality or reciprocity

of consent on the part of the individuals, as in marriage, in contrast

to merely obeying laws to preserve the social order. Efforts to make

more universal judgments at Stage 5 can take two forms. One is the

utilitarian concept of welfare maximization. The other is the concept

that people have rights that are prior to society and that the powers

of the state are limited to laws which protect and are compatible with

those rights. Even though the United States was founded upon these

principles, most Americans, as has been previously stated, do not

develop to these principled moral levels (Rosen, 1985).

The issue of cultural relativity of values is, as has been

stated, an integral aspect of Stages 4.5 and 5. The thinking in these

stages are clearly cases of the naturalistic fallacy. The relativist

usually starts by saying moral values are relative to culture, as a

statement of social scientific fact. Kohlberg points out that in fact

most relativists do hold at least one principle as desirable for all

to adhere, the principle of tolerance. He agrees that the principle

of tolerance is desirable. Thus, he defines it as the heart of Stage

5's social contract for equal protection of basic rights (Kohlberg,

1981a).



96

There are two methods of reasoning which Kohlberg uses to defend

why each later stage of justice reasoning is a better method of

reasoning than its predecessor. Each moral judgment rests on ration-

ale for justifying a decision. At each stage of development the

rationale appealed to comes closer to a principled form. The second

method he uses is a demand that each higher stage will be able to

answer questions or solve problems which the next lower stage was

unable to handle. For example, a person using Stage 5 reasoning is

left with the problem of ethical relativity. That stage cannot

clearly go beyond a social and legal contract for tolerance and

preservation of certain rights in answering moral questions. A person

functioning at that level cannot give adequate justification why a

person is obligated to steal if necessary to save the life of a

stranger. The Stage 6 form of principled justice is able to provide

an answer that all rational moral agents could follow (Kohlberg,

1981a).

STAGE 6: Universal ethical principle orientation

Right is defined by the decision of conscience in accord with

self-chosen ethical principles appealing to logical comprehensiveness,

universality, and consistency. These principles are abstract and

ethical, taking the form of the Golden Rule and Kant's categorical

imperative (Mill, 1957; Kant, 1949, 1981). Another name of the Golden

Rule is "reversibility;" to put oneself in everyone else's place

before choosing which action to take and being willing to be in the

worst-off place. Still another name which Kohlberg used is "moral

musical chairs" (Kohlberg, 1981a). Locke (1986) said that the basic

idea behind reversibility, at its simplest, is the idea that if we are

to be consistent our moral judgments must apply equally to everyone

who falls under them, regardless of who they are or how that judgment

affects them. Kohlberg clarified this definition by adding that what

matters is not actual agreement by the actual parties to the situa-

tion, but ideal agreement. Ideal agreement is the judgment all

rational people functioning at Stage 6 moral justice level can be

expected to make (Kohlberg, 1981a, 1986). Locke (1986), however,
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found a problem with accepting the complete logic of this line of

argument. Agreement, even ideal agreement does not necessarily

guarantee truth, even at a Stage 6 level of reasoning. There is need

to distinguish the claim that a correct solution will be one which

rational people ought ideally to agree to, with the claim that a

solution on which rational people can agree must therefore be the

correct one. Locke has exposed a form of the naturalistic fallacy in

Kohlberg's line of reasoning. Simply because people can agree on a

decision in a situation does not make that decision right in a moral

sense.

Like Stage 5, Stage 6 is based on principles rather than

rules. Principles are not concrete moral rules such as the Ten

Commandments (Kohlberg, 1981a). Rules indicate specific actions to be

carried out or refrained from. Principles are universalizable and

admit no exceptions for persons functioning at the Stage 6 level.

When such principles are followed, all relevant claims involved in a

conflict are accounted for and the principles guide one to the proper

resolution. Kohlberg followed the Harvard philosopher John Rawls'

explanation (1971) of this approach, called the "original position" in

the book A Theory of Justice. A hypothetical situation in which one's

own role is unknown sets the stage for Rawls' theory of justice

reasoning. His "veil of ignorance" precludes individual judgments and

just laws from being based on vested interests. Kohlberg believed

that Rawls' "original position" exercise, in which the moral actor can

take each person's role alternately without being tainted by a

knowledge of vested interests, will facilitate arriving at a just

resolution that will satisfy and command consensus from all fully

rational persons. Engaging in this "ideal role-taking" activity and

being willing to assume any position in a situation under the rules or

laws generated by it is a manifestation of completely reversible moral

thought which, in Kohlberg's view, is the apex of moral development

(Kohlberg, 1981a, 1986; Rosen, 1985; Boyd, 1980). It should be noted

that Rawls (1985) did make it clear that he intended his justice as

fairness concepts to be restricted to use in the context of a modern

constitutional democracy. Kohlberg, in using Rawls' concepts,
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stretched them to cover a broader spectrum of moral situations as well

as non-democratic cultures.

The two major universal principles which Kohlberg claimed under-

gird Stage 6 are Kant's two moral axioms (Kant, 1949, 1981). The

first is to act in such a way that the maxim guiding your own behavior

would be willed by you to become a universal law. The second is to

treat each person as an end and never as a means to an end (Kant,

1949, 1981; Rosen, 1985). Kohlberg, again strongly influenced by

Rawls, provided rationale for his stance:

Since Kant, formalists have argued that rational moral
judgments must be reversible, consistent, and univer-
salizable, and that this implies the prescriptivity of
such judgments. We claim that only the substantive moral
judgments made at Stage 6 fully meet these conditions, and
that each higher stage meets these conditions better than
each lower stage. In fully meeting these conditions,
Stage 6 moral structures are ultimately equilibrated. . .

. Universalizability and consistency are fully attained by
the reversibility of prescriptions of actions. Rever-
sibility of moral judgment is what is ultimately meant by
the criterion of the fairness-of a moral decision. Proce-
durally, fairness as impartiality means reversibility in
the sense of a decision on which all interested parties
could agree insofar as they can consider their own claims
impartially, as the just decider would. If we have a
reversible solution, we have one that could be reached as
right starting from anyone's perspective in the situation,
given each person's intent to put himself in the shoes of
the other . . . .

At Stage 6, reversibility is attained by a second-order
conception of Golden Rule role-taking. In the Heinz
dilemma, Heinz must imagine whether the druggist could put
himself in the wife's position and still maintain his
claim and whether the wife could put herself in the
druggist's position and still maintain her claim.
Intuitively we feel the wife could, the druggist could
not. As a result, it is fair for the husband to act on
the basis of the wife' claim. We call the process by
which a reversible moral decision is reached, "ideal role-
taking." Stage 6 moral judgment is based on roletaking
the claim of each actor under the assumption that all
other actors' claims are governed by the Golden Rule and
accommodated accordingly. This is what is meant by
calling Stage 6 reversibility the second-order application
of the Golden Rule. (Hersh at al., 1979, pp. 80-81)
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Distinctions between Stages 5 and 6 moral thinking are difficult

to make with the present series of dilemmas. An example showing the

two forms will help clarify the differences. Kohlberg gave the Heinz

dilemma to two moral philosophers, one who uses Stage 5 moral reason-

ing and the other who uses Stage 6. The Stage 5 philosopher said:

It is a husband's duty to steal the drug. The principle
that husbands should look after their wives to the best of
their ability is one whose general observance does more
good than harm. He should also steal it for a friend, if
he were a very close friend (close enough for it to be
understood that they would do this sort of thing for each
other). The reasons are similar to those in the case of
wives. If the person with cancer were a less close
friend, or even a stranger, Heinz would be doing a good
act if he stole the drug, but he has no duty to. (Hersh
et al., 1979, p. 79)

The Stage 6 philosopher was asked "If the husband does not feel very

close to or affectionate with his wife, should he steal the drug?"

Also, "Suppose it were a friend or an acquaintance, should he steal

the drug?" He said:

Yes. The value of her life is independent of any personal
ties. The value of human life is based on the fact that
it offers the only possible source of a categorical moral
"ought" to a rational being acting in the role of a moral
agent. [In terms of a friend or an acquaintance] Yes,
the value of a human life remains the same. (Hersh et
al., 1979, p. 80)

The difference between these two stages is that Stage 6 does not

make the act of stealing contingent upon any prior agreement between

Heinz and the other person involved; his decision is based on a

categorical moral "ought" that any "rational being acting in the role

of a moral agent" would accept as one's duty to perform.

In recent years, Kohlberg conceded that there is not enough

solid data from his longitudinal study to substantiate an empirical

Stage 6. Stage 6 is now generally viewed as Kohlberg's own preferred

philosophical and ideological orientation (Kohlberg, 1981a, 1981b,

1986; Colby & Kohlberg, 1984; Rosen, 1985; Rest, 1986). Kohlberg

justified retaining Stage 6 as a theoretical construct because a

terminal stage is required to rationally reconstruct the ontogenesis

of justice reasoning. Even if the general formulation of a hypotheti-
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cal sixth stage turns out to be the incorrect one, he considerd it

important to continue to search for a terminal stage beyond Stage 5.

The endpoint defines the nature and kind of human activity under

study. The Stage 6 scores from Kohlberg's earlier research are now

placed at the B sub-stage of Stage 5, occasionally even Stages 4B and

3B, using the new Standardized Issue Scoring Manual (Kohlberg et al.,

1983).

Pilot data reviewed in "Justice as Reversibility" (Kohlberg,

1981a), indicated that graduate students of philosophy, tentatively

labelled as using Stage 6 reasoning, agreed on the solution to several

dilemmas on which Stage 5 reasoners still had some disagreement.

There is some preliminary empirical support for a psychological claim

of agreement in action choice at Stage 6, but not enough to claim that

data support that theoretical precept. More empirical agreement in

samples of highly developed and experienced moral judgers in various

cultures will be necessary to fully support all that Stage 6 reasoning

purports, i.e., the single principle found at the current empirically

highest stage of moral justice development; and, that that principle

is the principle of justice (Kohlberg et al., 1983).

The relationship between cognitive structural development and

moral stages is such that the former is a necessary but not sufficient

condition for the latter. Reaching the concrete operational stage is

required for a person to go beyond Stage 1. The beginning phase of

Stage 4 is possible without formal operations. However, fully con-

solidated Stage 4 reasoning requires at least the early phases of

formal operations. Formal operations are necessary for principled

moral reasoning. Research by Kuhn, Langer, Kohlberg, and Haan

substantiate these claims (Kutnick, 1986; Rosen, 1985).

The relationship between social perspective-taking structural

development and moral stages is such that the former is a necessary

but not sufficient condition for the latter. At Stage 1 moral

judgment, a child can take the perspective of one other person at a

time. At Stage 2 moral judgment, the child can coordinate two or more

perspectives at a time. At Stage 3 moral judgment, the person can

evaluate objectively an interaction between herself and another in a
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situation from a third-person perspective. At Stage 4, a person can

look at the situation from a generalized other point of view (Mead,

1934; Selman 1980). Principled stages of moral development utilize

the highest level of social perspective taking which is indicative of

the generalized other viewpoint, a level of development attained

during Stage 4 moral development (Kutnick, 1986; Selman, 1976, 1980).

As Enright, Lapsley, and Olson noted (1986; also Kohlberg, 1986),

Walker and Richards obtained research data, in work done during the

late 1970s, confirming that experimental change to the next moral

stage occurs only after subjects have attained levels of isomorphic

development in cognitive and social perspective taking. Figure 1

shows the ideal features of stage development at earliest emergent

ages and isomorphic prerequisites of cognitive development to social

perspective taking and moral development, and social perspective

taking to moral development.

Rest (1980) stressed that in the mid-1950s when Kohlberg began

his research in moral judgment there was strong opposition to the idea

that any aspect of morality involved cognitive processes. It was held

that morality belonged to the affective domain. Kohlberg's research

is clearly responsible for reconsideration of Piaget's cognitive moral

theory and the flourishing of developmental moral theories in psycho-

logy and philosophy in the past thirty years. Psychology has become

more cognitive. Now humans are viewed as active operators on their

experiences and organizers of their environments. Thus, behavior is

analyzed in terms of what decision-making process and motivations lead

to the action. A simple dramatization of this change in psychology is

exemplified by two major critics of Kohlberg in the early 1960s,

Walter Mischel and Alfred Bandura, who now refer to their own posi-

tions as cognitive social learning theories. Such labels in the 1960s

would have been virtual contradictions (Rest, 1980).

Evaluating Kohlberg and Colleagues' Research

The initial empirical study was cross-sectional rather than

longitudinal, meaning that the boys were interviewed only once for
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Kohlberg's dissertation. Age trends were established by comparing

boys of different ages. Cross-sectional research could not establish

Kohlberg's claim that each child went through the stages in a set

order, a Piagetian requirement of structural development. To test the

theory of invariant sequence of stages, Kohlberg followed 53 of the

boys from his original study to gather longitudinal data. Again,

socio-economically, half of the boys were middle-class and half were

lower-middle-class, age groups had comparable IQs, and some of the

boys went on to college. The data was collected over a 20 year period

with each male tested on the nine established hypothetical dilemmas

(Hersh et al., 1979; Rosen, 1980, Kohlberg, 1981a). This longitudinal

study was to determine what stage a person was manifesting every

several years. With this test group, there were no training interven-

tions to promote moral development (Rest, 1986). Test-retest, inter-

rater reliability, test reliability, and construct validity data were

also collected during the 20-year study. While the longitudinal study

was in progress, Kohlberg, and various researchers using his methodol-

ogy, began a number of cross-cultural studies (Hersh et al., 1979).

Cross-sectional studies were done in cities of Taiwan, Mexico, India,

Kenya and isolated villages in the Yucatan (Mexico). Longitudinal

studies were done in the Bahamas, Israel, and isolated villages in

Turkey. Also, a large cross-sectional study was done in the United

States of 237 Americans, aged 10 to 50 (Hersh et al., 1979).

These cross-cultural studies indicated that universal values and

even some hierarchy of values do exist. Research showed there is an

order of development in moral reasoning, and that Socratic discussion

stimulates the advance of students through that order (Kohlberg,

1981a). Hersh et al. (1979) summarized other indications from data

collected during these research projects:

(a) Among American middle-class children and adolescents, age-related

trends were: The use of preconventional stages drops in percentage

from ages 10 to 13. While ten-year-olds use a mixture of Stages 1, 2,

and 3 in their moral reasoning, thirteen-year-olds primarily use Stage

3 reasoning. From ages 13 to 16, adolescents' usage of Stage 3

remains stable, and a rise occurs in usage of Stage 4 reasoning.
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There is some emergent usage of Stage 5 as well. From ages 16 to 20,

there is a consolidation of usage of Stage 3 and Stage 4. There is

some further usage of Stage 5 as a minor stage.

(b) Among American middle-class adults (ages 21 to 50), Stages 3 and 4

are predominant, with Stage 5 reasoning accounting for 15 percent of

total stage usage. Thus the conventional stages, which emerge during

early adolescence, remain the core structures for adult usage. Stage

5 postconventional reasoning increases in usage, but only among a

minority of American adults.

(c) A study of lower-middle-class white and lower-class black students

from Chicago shows that at age 11, although both populations use a

predominance of preconventional reasoning, the white population uses

slightly more Stage 3 reasoning than the black population. At age 15,

both groups use a predominance of conventional reasoning. Thus the

trend is the same as among middle-class children except that at each

age the middle-class children are somewhat more advanced than the

lower-middle class-and lower-class children.

(d) Trends among middle-class boys ages 10 to 16 from cities in Taiwan

and Mexico are similar to those of American middle-class boys in the

same age group (Figure 2). Among the Taiwanese and Mexicans there is

greater usage of Stage 1 at age 10, but by age 16 they, too, use

conventional stages of reasoning predominantly.

(e) Boys of the same age from isolated villages in Turkey and Yucatan

use the same sequence of stages, but the rate of development is much

slower than in urban youth in the same countries (Figure 3). Stage 1

accounts for 70 percent of their reasoning at age 10 and for 40

percent at age 13. Stages 2 and 3 begin emerging by age 13, but only

by age 16 do they equal Stage 1 in percentage.

(f) Kohlberg (1981a) reported another aspects about moral judgment

development. The sequence is not dependent on a particular religion

or on any religion at all in the usual sense. No important differen-

ces in the development were noted among Catholics, Protestants, Jews,

Buddhists, Moslems, and atheists.

In summary, the nature of the moral stage sequence is not

significantly affected by widely varying social, cultural, or reli-
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gious conditions. The only thing that is affected is the rate at

which individuals progress through the sequence (Kohlberg, 1981a).

These findings show that in the United States and in some other

cultures, the development of stages of moral judgment is clearly age-

related. The extent of usage of preconventional stages decreases with

age, while the conventional stages increase with age. For children

between the ages of 10 and 16, the rate of development is greatest

among middle-class Americans, with lower-class American and middle-

class Mexican and Taiwanese following somewhat behind. The rate among

village children is dramatically slower. There is evidence of some

development of Stage 5 reasoning among middle-class American adults,

but no evidence of the development of Stage 6 using the most recent

scoring standards.

Twelve years into the longitudinal study of Kohlberg's original

research, Kohlberg and Kramer (Kohlberg, 1981b) issued a preliminary

report on their findings. Using the original scoring method Kohlberg

developed for his dissertation, they found that change was sequential

through the stages and no stages were skipped. However, there were

two types of backward movement, or regression. Some college students

seemed to regress temporarily to a lower stage only to return to their

original sequence after college. Some delinquents who went to reform

school or jail also regressed during that experience (Hersh et al.,

1979). These preliminary results of regression in stage caused

Kohlberg to seriously question the reliability of either his measure-

ment test, or his scoring method (Sentence Rating and Global Story

Rating), or both, or the veracity of his philosophical assumptions

(Kohlberg, 1981b, 1984).

Kohlberg's Philosophical Assumptions

Kohlberg's (1981a) approach to moral development was interdis-

ciplinary. To comprehend this moral domain requires knowledge and

back and forth interrelationship among specific aspects of philosophy,

psychology, sociological psychology, and anthropology. Although his

writings started first as psychology, psychology is not the first
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field of concern. Rather, philosophy is first. Hard philosophic

reflection on moral development is required before beginning empirical

psychological research on this topic. Kohlberg claimed allegiance to

specific features of several philosophers, including: Plato's admoni-

tions that justice and morality are one and that learning occurs

through Platonic-Socratic dialectical interchanges; Plato and Kant's

belief that true morality belongs to the realm of ideal univer-

salizable principles; Plato and Aristotle's concept that rationality

is the central cog in moral thinking and doing; J. S. Mill's approach

to prioritizing moral precepts in each situation to determine the most

just course for all to pursue; Plato and Kant's concept of intuitive

moral knowledge which exists prior to one's being able to rationally

verbalize such knowledge; Kant's understanding of duty and respon-

sibility in moral behavior; Dewey's belief that education is learning

by doing, by being exposed to new situations followed by Socratic-type

discussions to stimulate the mental development; Dewey's belief that

morality develops in a specific stage sequence; Dewey's belief that

social institutions, including schools, need to be structured as just

communities which involve people in making decisions within the

context of democratically run groups; Mead and Cooley's concepts of

humans as social animals; and, Piaget's theories of cognitive, social,

and moral development (Kohlberg, 1971, 1972a, 1972b, 1973, 1974, 1975,

1976, 1981a, 1984, 1986; Kohlberg & Candee, 1984; Kohlberg & Higgins,

1987; Kohlberg, Levine, & Hewer, 1983; Kohlberg & Mayer, 1981;

Kohlberg & Power, 1981; Kohlberg & Shulik, 1984).

Metaethical and normative assumptions to which Kohlberg ascribed

prior to research are listed in Moral Stages: A Current Formulation

and a Response to Critics:

Metaethical Assumptions

(a) The assumption of value relevance implies that moral
concepts are not to be understood as value-neutral but are
to be treated as normative, positive, or value-relevant.

(b) The assumption of phenomenalism implies reference to
conscious processes.

(c) The assumption of universalism implies that moral
development has some features to be found in any culture
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or sub-culture and is not defined in a totally value-
relative way.

(d) Prescriptivism is the idea that one ought or should do
something, not simply the idea that one would do it.
Prescriptivism implies that the domain of ought statements
is not fully reducible to the domain of factual judgments.

(e) Cognitivism or rationalism is the idea that moral
judgments are not reducible to, nor directly expressive
of, emotive statements but, rather, describe reasoning or
reasons for action where reasons are different from
motives.

(f) Formalism is the notion that there are formal quali-
ties of moral judgments that can be defined or agreed upon
regardless of whether or not agreement exists on substan-
tive matters.

(g) The assumption of principledness implies that moral
judgments rest on the application of general rules and
principles.

(h) The assumption of constructivism implies that moral
judgments or principles are human constructions generated
in social interaction. They are neither innate proposi-
tions known a priori nor are they empirical generaliza-
tions of facts in the world.

(i) These assumptions lead to a corollary assumption of
the primacy of justice. We say that moral judgments or
principles have the central function of resolving inter-
personal or social conflicts; that is, conflicts of claims
or rights. Such judgments must also define duties
relative to these rights. Thus, moral judgments and
principles imply a notion of equilibrium, balancing, or
reversibility of claims. In this sense they ultimately
involve some reference to justice, at least insofar as
they define hard structural stages.

Normative-ethical Assumption

A sixth and highest stage of reasoning defines morally
adequate principles and that each higher stage is a
movement toward fulfilling Stage 6 criteria for just
resolutions of moral conflict. (Kohlberg, et al., 1983,
pp. 8-9)

Furthermore, Kohlberg (1981a, Introduction) stated that moral

philosophy needs the work of the empirical moral psychologist.

Philosophers tell psychologists that moral philosophy cannot be
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erected on what people value as good and right or on what they

actually do. To do so is to commit "the naturalistic fallacy."

Kohlberg and his colleagues agreed. However, they also insist that

psychologists should move back and forth between philosophic assump-

tions and empirical findings. Empirical data on moral stages can

support or refute philosophic assumptions about moral development and,

therefore, can be used to revise and correct those assumptions. Thus,

philosophy comes both at the beginning of empirical research and at

the end.

An example of the back and forth methodology between philosophy

and psychology is using empirical data to validate or falsify a

metaethical assumption. The assumptions to be analyzed are that of

stage universality and invariant stage progression. For the assump-

tions to stand, empirical data must confirm that (a) each individual

in every culture will show a moral development stage score in cross-

sectional studies, and (b) that the pattern of moral judgment stages

will progress in an invariant sequence, not skipping any stages, in

longitudinal studies. Reviews of moral stage empirical studies were

done by Edwards, Snarey, and Walker (Kohlberg, 1986; Snarey, 1987).

The Snarey review covered 45 studies in 27 countries, representing a

reasonable cross-section of types of cultures and levels of develop-

ment and urbanization. Non-Europeans are included in more than 70

percent of the samples. The reviews provided striking support for the

ethical non-relativistic thesis as well as the invariant stage

sequencing thesis. The nature and range of studies needed to evaluate

the claim adequately has now apparently reached a reasonable confi-

dence threshold (Boyd, 1986; Kohlberg, 1986).

Revisions of Kohlberg's Scoring Method

The old 1958 scoring system actually showed more than passable

inter-rater agreement and produced data trends that are satisfactory

even by current journal standards. However, from a theoretical point

of view, the old system was loose, inelegant, and lacked a clean

conceptual framework (Rest, 1986). Also, Kohlberg's original research
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did not have the aim of constructing a test nor did he think that his

clinically probed interviews about hypothetical dilemmas constituted a

test. Piaget and many Piagetians rejected the idea of constructing a

test, preferring to rely upon the clinical interview in making any

determinations of developmental levels. In 1974 when Kurtines and

Greif criticized the 1958 method (the Sentence Rating and Global Story

Rating) for failing to meet psychometric criteria for a test, inclu-

ding test-retest reliability, Kohlberg was surprised because he had

not claimed that the method was a test (Kohlberg, 1981b). However,

after the preliminary report on the first twelve years of his lon-

gitudinal research using the 1958 scoring method, Kohlberg, along with

Jim Rest, decided that one or more standardized and more adequate

tests of moral stage development were required for evaluation or

interpretation of experimental change. An even more basic reason for

revising and refining the moral judgment test and scoring instrument,

however, was to validate or reject the philosophical assumptions with

which Kohlberg began this research (Kohlberg, 1981b, 1986; Hersh et

al., 1979; Rosen 1980; Rest, 1980).

Working primarily with Anne Colby and John Gibbs over the next

ten years, Kohlberg did develop a highly reliable and valid method of

assigning individuals to a moral judgment stage (Kohlberg, 1981b;

Colby, Kohlberg, Gibbs, Candee, Speicher-Dubin, Kauffman, Hewer &

Power, 1983; Colby, Kohlberg, Gibbs, & Lieberman, 1983; Colby &

Kohlberg, 1984). He began this work by analyzing the nearly 25

percent of the longitudinal cases who had regressed in stage in late

adolescence, which he and Kramer noted in their analysis of the first

twelve years of testing using the old scoring method. It became clear

that the results were a reflection of weaknesses in his scoring method

and were not genuine retrogression. What appeared to be retrogression

from Stage 4 social morality to Stage 2 instrumental egoism was really

a transition step between conventional and principled moral judgment.

This transitional step represented the skepticism, conflict, and

questioning people go through when conventional thinking is recognized

as inadequate in providing answers to harder and more complex situa-

tions. Kohlberg named this transition Stage 4.5. It is a more
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sophisticated form of relativistic thinking than Stage 2 relativism.

Therefore, insight into the interpretation of this data made him

question the construct validity of his 1958 measure rather than the

truth of the Piagetian invariant sequence hypothesis.

Standard Issue Scoring Manual

The old scoring method had confused content or surface structure

with the deeper structure which Kohlberg meant to describe the stages.

It was necessary to distinguish the structure from the content of the

response in both stage definition and scoring (Kohlberg, 1981b). This

led Kohlberg and colleagues (Colby, Kohlberg, Gibbs, Candee, Speicher-

Dubin, Kauffman, Hewer, & Power, 1983; Colby, Kohlberg, Gibbs, &

Lieberman, 1983) to a clinical rating of stage structure by a set of

issue, norm, and element guides as summarized in Table 1. This is a

four-tier classification system: the interview material for each

dilemma is first separated into issues (two for each dilemma, either_

obedience opposed with authority or law opposed to individual rights);

then an answer is assigned to one of twelve possible norms for each

issue; then it is assigned to one of seventeen possible elements for

each norm; and only then is it scored as one of the stages (Rest,

1986).

The Heinz dilemma (refer to Table A-1, Appendix A) serves to

demonstrate the scoring procedure using the guides in Table 1: The

subject said, "Heinz shouldn't steal. If everyone went around

breaking the law, things would be wild--stealing, murder. You

couldn't live." This answer is classified under the issue law because

it favors not stealing. It shows a concern that laws be maintained in

society to inhibit chaos and destruction, therefore it is classified

under the norm law. The specific type of concern about the law has to

do with group consequences, so it is classified in the element 11.9.

At this point, the scoring manual presents several choices which are

used for final assignment to the proper stage level. By the new

scoring system, called the Standard Issue Scoring Manual, a stage

score does not reflect the difference between a response that appeals
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The Issues, Norms, and Elements for Classifying Content

(adapted from Kohlberg, 1984, 1986)
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1.

2.

THE ISSUES

Obedience opposed to authority
Law opposed to individual rights

THE NORMS

1. Life 6. Authority
a) Preservation 7. Law
b) Quality/quantity 8. Contract

2. Property 9. Civil Rights
3. Truth 10. Religion
4. Affiliation 11. Conscience
5. Erotic Love and Sex 12. Punishment

THE ELEMENTS

I. Modal elements
1. Obeying (consulting) persons or deity. Should obey, get

consent (should consult, persuade).
2. Blaming (approving). Should be blamed for, disapproved

(should be approved).
3. Retributing (exonerating). Should retribute against (should

exonerate).
4. Having a right (having no right).
5. Having a duty (having no duty).

II. Value elements
A. Egoistic consequences

G. Good reputation (bad reputation).
7. Seeking reward (avoiding punishment).

B. Utilitarian consequences
8. Good individual consequences (bad individual

consequences.
9. Good group consequences (bad group consequences).

C. Ideal or harmony-serving consequences
10. Upholding character.
11. Upholding self-respect.
12. Serving social ideal or harmony.
13. Serving human dignity and autonomy.

D. Fairness
14. Balancing perspectives or role-taking.
15. Reciprocity or positive desert.
16. Maintaining equity and procedural fairness.
17. Maintaining social contract or freely agreeing.
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to a Stage 4 affectional concern from a response that appeals to a

Stage 4 social-order concern. It does not confuse this kind of

content answer with the basic formal structure of thinking (Rest,

1986). In assigning a stage score (Moral Maturity Score, MMS), if

most of the codes are scored at Stage 2, then the subject's score is

Stage 2. If a subject has 20 percent or more codes scored at Stage 3,

with the majority of scores at Stage 2, then the score is predominant-

ly Stage 2, with Stage 3 as a minor stage (i.e., interpreted as a

transition from Stage 2 to Stage 3). This indexing procedure is a

reasonable one (Rest, 1986).

After scoring a subsample of the cases clinically, they found

confirming evidence of their theoretical assumptions of sequence

expectations. They then constructed a standard interview with the

same questions for everyone and developed a standardized scoring

manual out of the responses to Kohlberg's longitudinal subsample in

conjunction with their clinical rating guide. These 53 subjects were

10, 13 or 16 years old in 1956 and were interviewed every four years

until 1977. Each interview included the presentation of the nine

hypothetical moral dilemmas from Interview Forms A, B, and C (see

Table A-1, Appendix A) (Kohlberg, 1981b). Because the number of

interviews was so large, a different rater scored each of the three

forms. Scoring of all dilemmas was done blind (Colby & Kohlberg,

1984).

Colby and Kohlberg (1984) interpreted the results of the 20-year

longitudinal study, scored by the new system, as being consistent with

a cognitive developmental stage model. The test subjects used a

coherent structural orientation in thinking about a variety of moral

dilemmas. Their thinking developed in a regular sequence of stages,

neither skipping a stage nor reverting of a prior stage. This

approach to moral judgment focuses on the qualitative form of the

person's moral reasoning and on developmental changes in that reason-

ing. This structure implies that there is a consistent logic of

reasoning which can be abstracted from the content of a judgment

response to a situation perceived to have moral implications. This

structure is seen in terms of a qualitative reorganization of the
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individual's pattern of thought rather than in the learning of new

content. Each new reorganization integrates the lower stage insights

into it. Thus, with the advance of each new stage, the developing

child and adult are better able to understand and integrate diverse

points of view on moral conflict situations and to take more of the

relevant situational factors into account. As a result, each new

stage provides a more adequate way of making and justifying moral

judgments. The order of stage development is the same in each

individual not because the stages are innate but because of the

underlying logic of the sequence (Colby & Kohlberg, 1984).

The Standard Issue Scoring Manual is based on the stage rede-

finitions that center on the issue of sociomoral perspective. Stage

4, for example, is defined not by valuing the issues of law and order,

or the element of concern for the consequences to the group, but by a

social system perspective which reflects the underlying thinking

structure (Kohlberg, 1981b, 1984).

The new scoring system omits Stage 6 from the current manual for

two reasons. None of the interview responses in the longitudinal

sample seem intuitively to be Stage 6. With the revisions and refine-

ments of the system, it has become clearer that the standard dilemmas

are not ideal for differentiating between Stages 5 and 6 (Colby &

Kohlberg, 1984). However, the postulation of Stage 6 is retained by

Kohlberg, since a final universal principled stage is required to

fulfill his complete theory. Research is underway to find more

appropriate moral dilemmas and interviewing techniques which will be

used on a special sample of people who are likely to have developed

beyond Stage 5 (Kohlberg, 1981a; Colby & Kohlberg, 1984). Evans

(1986) criticized Kohlberg for removing Stage 6 from the scoring

manual. He argued that the longitudinal study consisted of a small,

all-male sample which was neither randomly selected nor representative

of the population. This sample does not justify removing Stage 6. He

concluded that this does not constitute adequate justification for

removing Stage 6. Without guidelines for scoring Stage 6, researchers

will be unable to recognize when someone is functioning at this level.
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Another important issue became apparent when the earlier 1958

scoring version was compared with the new system. The emergence of

postconventional moral thinking occurs in adulthood and not normally

in adolescence as earlier thought. It was believed until recently

that there is no new way of thinking about moral situations after

adolescence. Now data support the view that moral development

continues into adulthood. Since some 30-year-olds seem to have more

sophisticated moral judgment than 16-year-olds, this new view is

intuitively appealing (Colby & Kohlberg, 1984).

Reliability of Standard Issue Scoring Manual

Reliability data of several types were compiled. The results

indicated that the instrument was highly reliable. Correlation

coefficients for test-retest reliability were in the high 90s. On

test-retest interviews conducted about a month apart almost all

subjects received scores within one-third stage of each other. About

75 percent received identical scores on the two interviews. Inter-

rater correlation was .98. Alternative-form data was based on test-

retest subjects and on the 233 longitudinal interviews on all the

forms. The correlation between moral maturity scores (MMS) for Forms

A and B for this sample was .95. Form C results were not yet tabu-

lated for this validity check (Kohlberg, 1981b). As would be ex-

pected, the level of agreement across forms for the longitudinal data

is lower with .85 correlation. This is because Form A was scored by

rater 1 and Form B by rater 2, confounding form and rater differences

(Kohlberg, 1981b). Agreement between forms did show that all inter-

view scores were within one-third stage of each other; again 75

percent of the scores received identical scores for the different

forms (Kohlberg, 1981b; Colby & Kohlberg, 1984).

Validity of Standard Issue Scoring Manual

The appropriate validity concept for a developmental measure

such as Standard Issue Scoring is construct validity, not prediction
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to an external criterion. Primarily, construct validity means the fit

of the data to major components of the theoretical definition. For

structural moral development, the primary components are invariant

stage sequencing and structural wholeness or internal consistency

(generality of stage usage across moral issues or dilemmas). Positive

results of the longitudinal analysis would support not only the

theoretical assumptions but also the validity of the measure.

Negative results could arise from either a faulty theory, a faulty

test, or both (Kohlberg, 1981b; Colby & Kohlberg, 1984).

The longitudinal data support the invariant stage sequence

theory. Results of data show that in no case on any form of the

interview did a subject reach a stage in the sequence without having

gone through each preceding stage. Generally, changes across the

four-year intervals were less than a full stage. The frequency of

sequence reversals was 4 percent in the longitudinal data. A com-

parison with downward stage change in test-retest data for the forms

indicates that in every case the test-retest reversals were well over

twice as great as the longitudinal reversals. Thus, it is reasonable

to attribute the violations of longitudinal sequence to measurement

error (Kohlberg, 1981b; Colby & Kohlberg, 1984).

To test the theory that each stage forms a structured whole,

there needs to be a high degree of internal consistency in stage

scores assigned by raters. The data support this assumption as

clearly as they support that of invariant sequence. For each subject

tested, the distributions of proportion of reasoning scored at each of

the stages showed that most interviewees received all of their scores

at either a single stage or at two adjacent stages. The mean per-

centage of reasoning at the individual's modal stage was 68 percent

for Form A, 72 percent for Form B, 69 percent for Form C, and 67

percent for Forms A, B, and C combined. The mean percentage of

reasoning at the subject's two most frequently used stages (always

adjacent) was 98 percent for Form A, 97 percent for Form B, 99 percent

for Form C, and 99 percent for Forms A, B, and C, combined. There

were three dilemmas per form and each dilemma was scored without
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knowledge of responses to the other dilemmas, so these figures are not

artifacts of scorer bias (Kohlberg, 1981b; Colby & Kohlberg, 1984).

Factor analysis of scores on the 18 issues across the nine

dilemmas was performed to examine the hypothesis that moral judgment

development is a single general domain cutting across verbal dilemmas

and issues. In summary, for individual age groups and for the sample

as a whole, no more than one interpretable factor emerged. This

implies that moral judgment as measured by Standard Interview Forms A,

B, and C and scored using the Standard Issue Scoring Manual is a

single, general domain (Kohlberg, 1981b; Colby & Kohlberg, 1984).

Kohlberg's strong views about following Piaget's definition of

hard stage models in development required absolutely no anomalies

(Kohlberg, 1981a, 1981b, 1984, 1986; Rest, 1986). These views had a

tremendous impact on the way he defined the features of analysis and

the scoring system. Kohlberg assumed that the characterization of one

codable piece of material from an interview implies that the subject

can be characterized generally as being at that stage. He suggested

that only one organization of thinking is present at one time in a

subject and discounted the possibility of multiple patterns or of

different patterns manifested in response to different situations

(Rest, 1986). In developing the scoring system, scoring criteria and

scoring rules were selected on the basis of how well the data con-

formed to strict hard stage expectations. Rather than soften his

theoretical assumptions, Kohlberg chose to revise the scoring system,

assuming that the fault was in confusing content with structure (Rest,

1986).

Kohlberg (1981b) admitted that his approach of handling the

regression anomalies can be seen as a problem. From one extreme point

of view, the data represented a desperate effort to save a theoretical

hypothesis after it was disconfirmed by the Kohlberg-Kramer data.

From a second extreme point of view, they simply represented progress

in refining the stage descriptions. This refinement process is what

Loevinger (Loevinger, 1986; Blasi, 1982c) called "saving circularity"

in the definition and measurement of a construct, an acceptable

psychometric procedure in specific situations. She revised her stage
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definitions of ego development in light of empirical item analyses

designed to increase the reliability and validity of her test.

Kohlberg did this kind of psychometric circular revision, not so much

with the criterion of item consistency or reliability in mind but with

the criterion of stage sequence. From this point of view, the results

define the construct validity of his test. In other words, the data

tell less about truth of the theory than about the construct validity

of the test based on the theory. Thus, test reliability and test

construct validity for the MJI are one and the same thing (Kohlberg,

1981b).

According to Rest (1986), the reliability and construct validity

of the Standard Issue Scoring Manual are spectacular. These findings

are without parallel in the social cognitive developmental field,

since no other measurement procedure has reported such strong confir-

matory trends. He mentioned other studies, done by Gibbs and Widamon

in 1982, Snarey, Reimer and Kohlberg in 1986, Nisan and Kohlberg in

1982, Walker in 1980 and 1983, which provide replications and cor-

roborations of the reliability, internal consistency and sequential

ordering of Kohlberg's new scoring system. Rest said if one is not

favorably impressed with all of these findings, it would be difficult

to know what would be impressive in all of social development litera-

ture.

However, Kohlberg chose not to test some aspects of his studies.

For example, there have been no intervention studies to demonstrate

that the test is invulnerable to faking. Nor have tests been run to

see if presumed more-expert groups have higher scores than presumed

less-expert groups. In other words, more studies can be performed on

the instrument and its measurement (Rest, 1986).

Moral Judgment Instrument

Rest (1986) critiqued Kohlberg's Moral Judgment Instrument

(MJI). He began by clarifying that moral judgment refers to how a

person judges which course of action in a social situation is morally

the right thing to do. Moral judgment does not directly deal with a
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person's sensitivity to noticing that there is a moral dilemma in a

particular situation. It does not directly deal with whether a person

values moral goals over other goals and is motivated to be moral. It

is not about a person's persistence in carrying through with the moral

behavior dictated by the moral decision. Thus, the MJI evaluates the

processes involved in defining one course of action as morally right

in a given situation regardless of the person's intent or actual

behavior.

A basic methodological decision which any researcher must make

in devising a method for assessing an area such as moral judgment

regards the source of data. Kohlberg obtained information by present-

ing a small set of hypothetical moral dilemmas; then, he used a semi-

structured face-to-face interview to encourage subjects to explain and

justify their solutions to these dilemmas (Rest, 1986). There has

been much criticism about using hypothetical dilemmas rather than ones

from real life. Since hypothetical dilemmas are artificial and not

occurring in the natural experiences of subjects, what a person says

in response to such contrived dilemmas may not represent the actual

way a person thinks in real Ufe. However, Rest (1986) pointed out

advantages to using hypothetical dilemmas. For instance, they are

more standardized than real-life dilemmas. A set of issues which are

presented to every subject obviates the difficulties in comparing

moral judgment responses from each subject's different real-life

dilemma situations. Another advantage of using hypothetical dilemmas

is that answers have more probability of coming from the subject's own

thought out solutions rather than being repeated verbalizations of

parents or others who were present at real-life dilemma situations.

Rest admitted that there is always the problem of linking hypothetical

thinking to real-life thinking, but currently there is no evidence

that responses to real-life dilemmas are more highly correlated with

behavior than are responses to hypothetical dilemmas (Rest, 1986). In

fact, Blasi (1980) has reviewed a large body of research regarding the

correlation between hypothetical dilemmas and behavior and finds a

modest but significant relation.
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Another objection which Rest (1986) pointed out is that the

particular dilemmas Kohlberg uses do not represent the domain of all

possible moral dilemmas. They do not raise issues of the distribution

of wealth, power, or opportunity (e.g., Should a football player earn

more than a teacher? Should the rich be taxed more than the poor?

Should someone who can pay get an organ transplant over someone who

has no money or insurance?). The general implication of this is that

we cannot be sure of the generalizability of Kohlberg's characteriza-

tions of moral thinking until sufficient research has been carried out

based on representative sampling of the moral domain. A major

hindrance is that as yet there is no complete map of the moral domain

and without this it is not possible to define a representative set of

dilemmas (Rest, 1986).

Another disadvantage of Kohlberg's method is that it is the only

psychological measuring instrument published without a publicly avail-

able administration and scoring manual. The MJI cannot be used by

researchers without extensive and expensive training. All inter-

viewers and scorers must be trained in Kohlberg's theory, testing

instructions and scoring manual to obtain valid data using the MJI

(Pearson, 1986). Also, using a one-to-one interview is a very time-

consuming format and very expensive if each interview is transcribed

before scoring (Rest, 1986).

Sub-Stages A and B Found at Stages 3, 4, and 5

Another refinement which came about with the revised scoring

system was a way of distinguishing heteronomous and autonomous aspects

found in subjects' responses to moral dilemmas. As mentioned,

Kohlberg's original dissertation study (1981a) was to validate and go

beyond Piaget's heteronomous and autonomous moral theory. What

Kohlberg soon discovered, however, was that Piaget (1965) had con-

founded form and content in his moral research, which diluted the hard

stage features of orthodox structural development. Piaget (1965) was

clearly aware of this. Piaget defined his moral stage model in terms

of an ideal-typological approach rather than as a hard stage one. In
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an ideal-typological approach, a cluster of chosen content themes is

assumed to hold together because of an underlying postulated but not

observable structure which makes one element of content compatible

with the others. The postulated underlying structure of heteronomous

morality is conformity, obedience to authority and authority-made

rules. The postulated underlying structure of autonomous morality is

fairness in the sense of reciprocity and equality.

Generally the responses which individuals provide to the moral

dilemmas do show either heteronomous or autonomous thinking embedded

in the content of the answers. In purging content from form, the

heteronomous or autonomous aspects dropped out. However, in studying

the content features alone, Colby and Kohlberg, (1984) began to see a

predictability pattern linking the likelihood or not of people follow-

ing their judgment decisions with appropriate action. Three judgment-

action studies were performed which showed that when autonomous

features are part of a subject's response, then there is stronger

predictability that the person will act on the moral decision.

Autonomous features occasionally are seen as low as Stage 3. The

higher the stage level, the more autonomous features are noted in

responses. Also, the higher the stage level with autonomous features

the higher the judgment-action correlation. Stage 5 reasoners choose

the autonomous choice for resolving the dilemmas more than 75 percent

of the time. It was also noted that subjects (studies in U.S.,

Israel, and Turkey) who used Stage 5 reasoning, tested on Form A

dilemmas, judged that it was the right choice to steal the drug

(Dilemma III), to show leniency to Heinz (Dilemma IIIb), and for the

son to refuse his father the money (Dilemma I). Thus, there seems to

be a linkage between stage structure and content choice showing up in

postconventional levels. All Stage 6 functioning is at the autonomous

sub-stage level. Theoretically, judgment-action correlation at the

Stage 6 level would be 100 percent; agreement of judgment decision

would also be 100 percent (Colby & Kohlberg, 1984; Kohlberg et al.,

1983; Kohlberg, Higgins, Tappan, & Schrader, 1984).

Kohlberg and colleagues (1986) identified heteronomous features

connected to a stage response as Sub-stage A; the autonomous features
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connected to a stage response is labeled Sub-stage B. Given the

mixture of structure and content, the assignment of A or B has been

somewhat arbitrary, although a B is assigned only if at least two out

of three dilemmas show the autonomous criteria (Kohlberg et al.,

1984). The assignment of B sub-stage also alerts the test-giver that

the subject is using a stage structure which is equilibrated (Kohlberg

et al., 1983). Colby and colleagues (1983) defined sub-stages as

intermediary between the formal aspects and the content aspects of a

response. This mix of form-content no longer shows the Piagetian

required hard stage features of strict structural development (i.e.,

invariant stage sequence, step-wise progression, structured whole-

ness). The Sub-stages are called soft stages in the development

process. Soft stage development provides important added information,

such as the judgment-action component and characteristics of per-

sonality. Another example of a soft stage theory is Jane Loevinger's

ego development (Kohberg, 1981b, 1986; Loevinger, 1982; Kohlberg et

al., 1983).

Studying the Kohlberg longitudinal data for Sub-stages A and B,

several interesting insights are suggested. In the sample of 53

subjects, 46 percent started at the heteronomous thinking (Sub-stage

A). A common pattern was to begin as Sub-stage A, then make a shift,

somewhere between Stages 3 and 5, to Sub-stage B and remain at the B-

type thinking at all subsequent testings. The data indicated that

where there is change from one sub-stage to another it is from A to B.

Twenty-eight percent of the subjects followed this common pattern.

Responses of 24 percent of the subjects on the longitudinal data

showed no particular pattern of heteronomous or autonomous thinking

(Kohlberg et al., 1984).

A research study by Guthrie (1983) provided some confirming data

to the notion that autonomous thinking is connected with moral judg-

ments leading to moral action. Guthrie noted that internal locus of

control and field independence, both features of autonomy, describe

two character traits of great moral leaders, people whose behavior

reflect their moral beliefs and judgments. Guthrie defined internal

locus of control as the belief that life's rewards and punishments are
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not determined by fate or powerful others but by one's own efforts.

Field independence is defined as the ability to think abstractly;

solving problems by appealing to a set of personally constructed

principles. The hypothesis of the study was that internal locus of

control and field independence facilitate the development of high

levels of moral judgment. Fifty-seven males and 31 females, mean age

21 years 4 months, enrolled in business statistics classes at an urban

American university, were given Rest's Defining Issues Test (DIT) to

measure of moral judgment, Rotter's Internal-External Scale to measure

locus of control, and the Group Embedded Figures Test (GEFT) to

measure field independence-dependence. No statistically significant

sex differences were found. The findings strongly suggested that both

internal locus of control and field independence mediate the develop-

ment of principled moral judgment. He concluded that internal control

may be needed because higher levels of moral judgment require that a

person assign greater value to personally-derived decisions than to

public-based decisions. Field independence may be a necessary

condition because as moral judgment matures so must the ability to

prioritize data at increasingly abstract levels (Guthrie, 1983).

James Rest's Defining Issues Test

Another test for identifying a person's moral development

progress, which is easier to give and score, was devised at the

University of Minnesota by James Rest (1980). The new method, called

the Defining Issues Test (DIT), is derived from Kohlberg's basic

theory of six stages and based on his moral dilemmas. However, it has

a multiple-choice format (refer to Table B-1, Appendix B). Six

dilemmas are used in the DIT, each with twelve items. The subject is

asked to rate each statement in terms of its importance in making a

decision about what Heinz ought to do. Then, the top four choices are

ranked in terms of importance. People at different developmental

levels rate and rank these twelve statements for each dilemma dif-

ferently. The way a subject selects the most important issues in

these dilemma stories yields stage scores (for Stages 2, 3, 4, 5b, and
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6). Several features of the DIT help detect and prevent faking or

distorting the test. For example, one feature is the addition of

complex and pretentious-sounding but meaningless items. Subjects are

forewarned that these items are in the test and are instructed to

choose only items that are meaningful and important to them. Another

feature is the consistency check which enables the identification of

subjects who randomly check off their answers or misunderstand the

test instructions. The scorer compares the subject's ratings with the

rankings to see if there is consistency. In this way gross inconsis-

tencies can be eliminated from data analysis.

Reliability and validity of the DIT are summarized by Davison

and Robbins (Rest, 1980) who concluded that the major indices of the

DIT have internal consistencies using Cronback's Alpha; short-term

test retest correlations are in the high .70s and low .80s.

Compared to Rest's DIT, Kohlberg's MJI and scoring system are

theoretically the more ambitious undertakings and statistically more

reliable and valid. However, the DIT is easier to use and better

documented because it has had heavy usage in research for the past

fifteen plus years. The DIT cannot be used with children younger than

13 or 14 years old, whereas the MJI can be given to children as young

as 7 or 8. Studies comparing the MJI with the DIT show correlations

in the .60s and .70s when used on heterogeneous populations varying in

age, but much smaller correlations when used with homogeneous popula-

tions. This indicates that the two tests are not equivalent. Another

drawback in using the DIT instead of the MJI is that the DIT sys-

tematically scores a subject as developmentally more advanced. In

other respects, the DIT and MJI are comparable. For example, judgment

scores are higher with increasing age and education. The predominant

trend is that subjects do change upward over time; two-thirds of late

adolescents and adults who are tested at three- to four-year intervals

show upward movement. Data from cross-sectional and longitudinal

studies done with both the MJI and the DIT make a strong argument to

critics who claim there is no evidence that development takes place in

moral judgment (Rest, 1980).
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Cognitive Processes Are Dominant in Moral Judging

Rest (1980) mentioned that, as early as 1964, Kohlberg reported

on correlation studies of IQ measures with moral judgment. This work

had the purpose of establishing that moral judgment was predominantly

a cognitive activity rather than a mindless acquiring of habits or

conditionings, identifying with parents, getting in touch with inner

feelings, or increasing one's capacity for guilt. A more recent line

of research involved correlating the MJI and the DIT with the Com-

prehension Test. The Comprehension Test tests the capacity to

comprehend moral concepts. This is a different approach from that of

Kohlberg or Rest. The MJI and DIT tests what concepts a subject

chooses to use in making a moral decision, but they do not give direct

evidence about what concepts a subject has the capacity to use.

However, the theory which Kohlberg and Rest followed states that a

person will choose to use the upper limit of her or his capacity to

comprehend a moral situation because that is the highest stage

attained which is the most comprehensive and adequate to resolve the

conflict. Therefore, there should be high correlation between the MJI

and DIT with the Comprehension Test. Several studies on both the MJI

and DIT show consistent correlations up to the .60s with the Com-

prehension Test. Furthermore, in longitudinal studies, as subjects

move to higher scores on the Comprehension Test, the scores also

increase on the DIT. This indicates that as people can comprehend

higher moral concepts, they do tend to prefer to use them in making

moral decisions (Rest, 1980).

Another corroborating line of research was conducted by McGeorge

in the late 1970s, who determined whether subjects could fake high

scores on the DIT (Rest, 1980). McGeorge had subjects take the DIT

twice, the first time under normal conditions, the second time half of

the subjects were asked to fake high while the other half were asked

to fake low. McGeorge found that subjects could fake low but not

high. Based on the earlier correlation studies and McGeorge's work,

Rest (1980) concluded that BIT scores usually represent a subject's

upper limit of conceptualization and that subjects deliberately avoid
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less adequate forms of thinking. This conclusion would generally hold

true for the MJI, although fakability tests have not been done on this

measure.

Although Rest (1986) followed much of Kohlberg's theory and

research, he disagreed with Kohlberg in some areas. While Kohlberg

strongly believed in the hard stage concept, Rest believed there is

room in structural development theory for soft stage behavior. An

aspect of the hard stage concept is the assumption that a person is in

a structural stage of thinking and, therefore, will exhibit either

strong stage thinking in all situations or, if in a transitional step,

will show a combination of adjacent stage thinking along with a

dominant stage. Contrary to Kohlberg, Rest said a subject is not in a

stage; rather, for each moral conflict situation, a person manifests a

thinking organization based on environmental and personal condition

triggers. For Rest, the questions that the DIT and MJI attempt to

answer are which organization of thinking does a subject use in making

moral judgments and to what extent and under what conditions are they

used (Rest, 1986).

Social Perspective-Taking Development

Piaget (1965) made it clear that egocentrism, the inability to

take another's point of view, is present in varying forms at each

level of cognitive and moral development. As egocentrism at one level

declines, there is increasing ability of the child to take other

points of view. Cognitive and social perspective taking levels are

necessary but not sufficient for moral reasoning (Rosen, 1980; Kohl-

berg, 1984). Research has corroborated this statement (Kutnick, 1986;

Enright et al., 1986; Kohlberg, 1986). For moral development to

advance, then, cognitive as well as social perspective taking must

have already developed to at least matching isomorphic levels of the

prospective moral development level.

The research studies of Flavel, Feffer, and Selman are a

necessary orientation to social perspective-taking development (Rosen,

1980; Selman, 1980). Also, Selman and his colleagues strongly shared
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the Piagetian structural-developmental theory and were clearly Piaget-

ian in their research focus. This theoretical approach finds its

roots in writings of James Mark Baldwin (1902) and George Herbert Mead

(1934). Baldwin believed that imitation of others is an instinctive,

inherited behavior. His ethical theory is part of ego development

theory. He called it the dialectic of personal growth. His theory

was a progenitor for the role modeling concept (Loevinger, 1982).

Mead postulated that the human capacity to coordinate roles is both

the source of a sense of self and the core of social intelligence.

Mentally, imagining oneself in another's position and the subsequent

consideration of one's own actions from that alternative position is

the operation that allows one to recognize the existence of a self.

Without social interaction, in Mead's sense, there could not be a

psychological self. Both Baldwin and Mead believed that social growth

goes through a series of stages. They described their stage struc-

tures as invariant and in step-wise progression. Anyone developing

goes through the same stages in the same order (Baldwin, 1902; Mead,

1934; Selman, 1980).

Selman (1980) also subscribed to Mead's assumption that the

growing child constructs a model of the coordination between her or

his perspective and that of a relevant other, this activity of

construction changes the child's conception of what it means to be a

person (i.e, a "self" or an "other"). According to Mead (1934),

persons are uniquely perspective-taking animals. Discovering this is

a basic fact which each child must realize on his or her own. The

essential ingredient of this insight is what Mead distinguished

between the self as a subject (Mead called this the "I," or the

perspective taker) and the self as object (the "Me," or the perspec-

tive being taken). It is the integration of these two components that

makes perspective taking truly social (Selman, 1980).

Role taking, social perspective taking, is often described as

seeing the world through another person's eyes, or walking a mile in

another's shoes. There is general agreement in the literature that

role taking involves considering another's viewpoint when making

judgments or planning one's behavior. Thus, role taking has been
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contrasted with egocentrism in which a person is consumed by her or

his own point of view. There is also general agreement that role

taking becomes increasingly complex with age. The number of mental

elements involved in this judgmental process increases and there is

increasing consideration of the relations among elements. Flavell

described the development of role taking from responses to another

person's characteristics (a minimum of one mental element), to

responses to another person's responses to another person's charac-

teristics (a minimum of two mental elements), to responses to another

person's responses to another person's responses to another person's

characteristics (a minimum of three mental elements), and so on. This

development requires that the person simultaneously remember an

increasing number of mental elements. Moreover, when the judgmental

process also includes how a response is affected by the other person's

response, development requires simultaneous consideration of an

increasing number of interdependent relations (Higgins, 1981).

Most experimental studies of moral judgment have provided

subjects with information about both outcome and motives, and, there-

fore, subjects have not been required to make these inferences. Moral

judgments based on hypothetical dilemmas which stress either outcome

or motives would both involve consideration of only a single factor,

with the development simply consisting of a change in which type of

information is most salient or given greater weight. Kohlberg's and

Rest's research are examples of these kinds of studies (Higgins,

1981).

Children become progressively better at preventing other view

points (in particular, their own viewpoint) from interfering with

their judgment of a target person's viewpoint. According to Piaget, a

nonegocentric judgment does not simply or necessarily mean an accurate

social judgment but, rather, implies they have taken into account

another's viewpoint precisely when the viewpoint is different from the

judger's own viewpoint. That is, role taking requires controlling

one's own viewpoint when making judgments of others (Higgins, 1981).

Another level of difficulty in role taking is the ability to

consider one's own characteristics and viewpoint from the viewpoint of
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others--self-as-object judgments. According to Mead (1934), role

taking involves becoming an object to oneself by taking the viewpoint

of others toward oneself. Also, role-taking development consists of

acquiring the viewpoint of the group (the generalized other) rather

than the viewpoint of particular other individuals. Children are able

to take account of another's viewpoint before they are able to take

account of another person taking account of their viewpoint (Higgins,

1981).

Social perspective taking involves cognitively knowing the view-

point of another. This cognitive knowing is of two types, knowing

what another is thinking and knowing what another is feeling. The

former is called cognitive role taking and the latter is called

affective role taking. In theory, the affective role taking dimension

should differ from cognitive role taking in subject matter only

(Enright & Lapsley, 1980). Affective role taking has similar features

with empathy, as defined by Webster's New World Dictionary, p. 475:

"the projection of one's own personality into the personality of

another in order to understand him better; intellectual identification

of oneself with another." Affective role taking can also share some

features of sympathy, as defined by Webster's, p. 1477: "experiencing

sameness of feeling with another; a mutual liking or understanding

arising from sameness of feeling; the entering into or ability to

enter into another person's mental state, feelings, emotions, espe-

cially pity or compassion for another's trouble, suffering." A major

difference between affective role taking and the emotions of empathy

and sympathy is that it is not necessary to experience an emotion to

cognitively know what emotions another is feeling. Feeling an emotion

is essential for experiencing empathy and sympathy. Often in the

literature these terms are used interchangeably and inappropriately.

The skills needed to have empathic awareness, affective role

taking, in very young children seem to require only the primitive

skills of identifying the affective state of another and/or in

projecting one's own feeling onto the other in an emotionally stereo-

typic situation. However, these skills represent developmentally

prior abilities which serve as important precursors to genuine social
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decentration and affective role taking. Enright and Lapsley (1980)

reviewed available research in this area and suggest the following

developmental sequence for affective role taking: (a) At first,

young children are aware that emotional states originate in other

people (research by Hoffman); (b) next, children are able to correctly

anticipate the affective reactions of others through the mechanism of

projection, identification, and stereotyping (research by Borke); (c)

when asked to adopt different roles in affect-arousing situations,

children confuse their own point of view with those of others (re-

search by Chandler and Greenspan); and, finally, (d) children can

assume multiple viewpoints relative to the affective states of others

in a flexible and coordinated fashion (research by Chandler and

Greenspan). Hoffman (1976, 1981, 1984) considerd that the first level

described is an innate precursor of empathic distress, itself a

component of altruistic motivation which may have survival value for

the species. The latter two levels of this sequence rely on the

decline of egocentrism and the ability to decenter, a necessary

development required for actual role taking. Because this domain is

also Piagetian, it shares the structuralist assumptions described for

the cognitive domain (Enright & Lapsley, 1980).

This review of some dimensions underlying cognitive and affec-

tive role-taking development suggests: (a) role taking involves

inferences (rather than just categorization) and can vary in the level

of reasoning that is required; (b) role taking involves interrelating

two or more mental elements and can vary in complexity as the number

of mental elements and relations increase; (c) role taking involves

controlling and, when necessary, inhibiting information competing with

the judgment and can vary in difficulty depending on the salience of

the competing information (Higgins, 1981).

The latter two features of role taking reflect a development

away from two major characteristics of preoperational thought as

described by Piaget--centration and egocentrism. The ability to

interrelate two or more mental elements in active memory reflects a

development away from centration, and suggests that such decentration

is a continuous dimension involving the ability to interrelate an
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increasing number of mental elements. The ability to prevent the self

from intruding or dominating judgment reflects a development away from

egocentrism, and suggests that such non-egocentrism is a continuous

dimension involving the ability to control the self under conditions

of increasing salience to the self (Higgins, 1981).

It already has been stipulated that social perspective taking is

a basic structure necessary for moral development (Rosen, 1980;

Kohlberg, 1984). Also, it has been stated that neither Kohlberg's nor

Rest's tests identify the complexities or levels of this kind of

social understanding (Higgins, 1981). It was clear to researchers

interested in social understanding that they needed their own studies

which map the social perspective-taking domain. They also needed to

develop testing methodologies for identifying when changes occurred in

role taking. Researchers reasoned that structural developmental

models, such as Kohlberg's, were more adequate for their purposes than

either social learning theories or psychoanalytic frameworks. The

cognitive developmental theory has the ability to describe and predict

long-term changes in longitudinal studies. It is also the only

perspective which distinguishes among the decision-making process

used, the judgment made, and the actual conduct. Unlike psychoana-

lytic models, cognitive developmental models see behavioral variations

as forms of social-contextual adaptations rather than unhealthy

deviations from a norm (Damon & Colby, 1987).

The early work by Selman and his research group at Harvard

University was reported by him in 1971. These first experiments

looked at the relation of perspective taking and moral reasoning, as

defined by Kohlberg's prior work. They ran open-ended interviews

about subjects' responses to dilemmas. The flexibility of this method

provided the opportunity to probe both moral and social reasoning

(Selman, 1980).

Another component of the Selman study used Flavell's 5 and 10

cent game to assess perspective taking. Results replicated Flavell's.

However, they observed behavior occurring which was not susceptible to

capture by Flavell's scoring system. One of the most striking

observations was the attitude of assuredness of many of the children.
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Regardless which levels were used, children at each level responded as

if they had found the key to a puzzle box, and they were sure it was

the right key. Another striking observation, less difficult to

measure or quantify, was the consistency with which the child would

use a certain level of strategizing (Selman, 1980).

According to Selman, the drafting of levels of social perspec-

tive taking was a sitting-at-the-desk process, although it was based

on extensive earlier work by Selman, Piaget, Mead, Flavell, Kohlberg,

and Feffer. They analyzed over 200 lengthy dialogues of people trying

to solve moral dilemmas. Subjects covered a wide age-range. Approxi-

mately 100 protocols were of interviews conducted over the preceding 6

years by Kohlberg and his colleagues. The remainder were interviews

from a pilot test conducted by Selman and Kohlberg to evaluate a group

of new moral dilemmas prior to use in curriculum filmstrips. The new

dilemmas were written to be particularly appropriate to the common

social experiences of children and adolescents (Selman, 1980).

Selman worked back and forth among the hundreds of hours of

interviews, theoretical views, and earlier evidence. He constructed

the levels so they were descriptive of and defined by genuine univer-

sal development. Furthermore, this development was in the hierar-

chical sense, in which higher levels are built on lower ones, and in

the structural or reorganizational sense, in which at each higher

level a new operational principle takes command (Selman, 1980).

Out of Selman's efforts (1980) emerged a system of five levels

of social perspective taking, levels that describe changes in an in-

dividual's understanding of the interactional character of the

relation of self to other at the same time as they describe changes in

the person's theory of what constitutes an individual, be it self or

other. The stages presented by Selman range from 0 to 4. The

following is a characterization of these developmental stages of role

taking. Ages cited are suggestive (also refer to Table C-1, Appendix

C: Selman's Social Perspective-taking Levels).
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Stage 0: Egocentric role taking (ages 3 to 6 years).

The child differentiates between self and others but fails to do

so specifically with respect to the other's point of view. Emphasis

is given to overt appearances as opposed to internal psychological

states. No capacity is demonstrated to assess a person's actions

based on underlying reasons. Alternate perspectives of different

people in a situation are not recognized. As Loevinger (1982) points

out about people functioning at Selman's Stage 0, interpersonal

relations are characterized in either physical or egocentric terms.

Thus, a child may construe a friend to be someone who lives close by

or who has desirable toys.

Stage 1: Social-informational role taking (ages 6 to 8 years).

It is now recognized that others have different points of view

about the same social situation because they may have access to

different information which leads to alternate views. Also, children

realize that others have different life experiences that may result in

different thoughts and feelings. Thus, the child grasps the subjec-

tivity of self and others. However, the child still does not realize

that other people can view her or him as a subject. It is impossible

for the child to take the role of the other and at the same time

maintain a personal perspective. An advance from Stage 0 is being

able to know that others have their own internal reasons for their be-

haviors.

Stage 2: Self-reflective role taking (ages 8 to 10 years).

By Stage 2, the person has learned to take the perspective of

another and knows that the other person can do the same. Knowing that

another person can take your position aids in anticipating how that

other person will respond to your thoughts, feelings and behaviors.

Perspective taking is restricted to a two-person context. It is also

realized that other people may be experiencing conflict between

altruistic and self-interested concerns or between two conflicting

feelings.
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Stage 3: Mutual role taking (ages 10 to 12 years).

An advancement of this stage is the ability to take the perspec-

tive of a disinterested spectator observing the two-person interchange

with which one is involved. In Stage 2, role taking is successive and

not simultaneous, whereas in Stage 3, one can consider the perspec-

tives of both self and other at the same time. Friendship goes beyond

the reciprocal back-scratching phase of Stage 2 by understanding that

both self and other hold mutual expectations in and commitment to a

relationship that has an enduring nature.

Stage 4: Social and conventional system role taking (ages 12 to 15+

years).

At this stage the person begins to adopt the viewpoint of a

generalized other, representative of the social system. It is

realized that each person involved in an interpersonal relationship

has a view of the generalized other, which integrates the values,

mores, and conventions of each person's social order. Most of the

time, that social order is the same, providing a group perspective of

social custom and laws. Loevinger (1982) pointed out that in adopting

the viewpoint of society, the person at Stage 4 has entered a hypothe-

tical or abstract realm. She stressed that at this stage in Selman's

model there are conceptions of persons and human relationships that

are both very deep and complex. The beliefs, attitudes, and values of

another person are recognized as being elements that are developing in

that person and that comprise a complex intrapsychic matrix. These

evolving internal components are now recognized as predictive of an

individual's future behavior and instrumental in understanding past

behavior (Rosen, 1985; Selman, 1980).

Four types of social relationship are considered in Selman's

five-stage model: the individual, close friendships, peer group, and

parent-child. These four types of social relationships are further

divided into twenty-two associated interpersonal issues. Selman's

scheme, looked at altogether, presented a system of social development

of the child to early adulthood (Selman, 1980).
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Kohlberg's model is important in social cognition and is

generally theoretically compatible with Selman's work. There is a

strong theoretical and empirical link between social perspective

taking and moral reasoning, a link suggested by Mead (1934) and Piaget

(1965) as well as by Kohlberg (1981a). The child in a general sense

structures and understands the social environment through perspective

taking and the moral reasoning depends in part on this perspective

taking. Such a notion has been empirically supported (Kutnick, 1986;

Enright et al., 1986; Kohlberg, 1986). Table 2 is a comparison of

Kohlberg's moral stages and Selman's interpersonal understanding,

friendship level (the individual, peer groups and parent-child rela-

tions are not listed here).

There is a close correspondence among the areas of role-taking

(see Table C-1, Appendix C), moral development (see Table A-2, Appen-

dix A), and interpersonal understanding (see Table 2 for friendship

scale). For example, Stage 2 across all three areas involves cogni-

tive reciprocity in which the other's and the self's views are

simultaneously considered. Another example is that Stage 4 persons

coordinate systems perspectives in all three areas (Enright et al.,

1986). It was not until Kohlberg and Selman, working together

(Selman, 1976), saw the rational connection between role taking and

moral development that Stage 4 role taking was clearly described.

Furthermore, it was Kohlberg who postulated the necessary but not

sufficient link between role taking stages and moral judgment stages

(Enright et al., 1986). However, Selman's model is a distinct domain

in the social realm. Others argued that the close correspondence

between these areas show that they are tautological--by defining one,

the other is defined (Blasi, 1982b; Loevinger, 1982). Correlations

between role-taking and moral development were .47 with age controlled

(Selman, 1976). Enright et al. (1986) remarked that it should be

clear that this moderate relationship which shows only 22 percent of

variance overlap negates the tautology argument. Role taking and

moral judgment are two distinct domains.

A primary emphasis among Selman and his colleagues has been on

the development of the stage schemes for social perspective taking
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Table 2

A Comparison of Kohlberg's Moral Stages and Selman's
Interpersonal Levels

(adapted from Enright, Lapsley, and Olson, 1986)

Stage Moral Development Interpersonal Understanding
(friendship scale)

0 Premoral. Other is not con-
sidered in moral decisions.

1 Punishment and obedience
orientation.

2 Relativism. Helps others
only to the extent he/she
will benefit.

3 Good boy/Nice girl orientation.

4 Law and order orientation.

5 Principled orientation.

A close friend is equated
with momentary physical
interaction.

A close friend is defined
by one-way assistance only.

A close friend is someone
who cooperates with you.

A close friend is someone
who mutually shares
intimacy with you. Third
person perspective or
generalized other emerges.

Autonomous independence
characterizes friendships.
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and interpersonal understanding, along with a scoring manual.

Selman's group were also interested in intervention strategies to

encourage development in moral and social reasoning in normal and

learning disabled children (Blasi, 1982c). Another question which

their research attempted to answer is whether this social domain

emerges full-blown in childhood, slowly through childhood and adoles-

cence, or throughout the developmental life cycle. They also sought

to develop a method to observe natural social reasoning and to relate

reflective reasoning to natural reasoning (Selman, 1980).

In the fall of 1973, Selman's group began a 10-year project at

the Judge Baker Guidance Center, a child guidance clinic located in

Boston and affiliated with the Harvard Medical School. The clinic has

provided treatment to troubled children and their families for over 70

years. The Manville School, a day school for approximately 60 boys

and girls ages 7 to 15 who have a range of emotional and/or learning

difficulties is also operated by the Judge Baker Center. Access to

these institutions provided complete opportunity to look directly at

the nature of social, emotional, and intellectual development (Selman,

1980; Blasi, 1982c). The researchers studied the conceptual meaning

of social relationships from the continually developing perspective of

the child. Selman (1980) believed that attempts to understand social

perspective which do not take into account where the person "is at"

are doomed to failure. Related to this view is the need to obtain a

person's own attitudes, opinions, and concepts as precisely as

possible "from the inside out." To obtain this information, clinical

techniques are necessary. Selman also believed that the most accurate

data should be collected using naturalistic research methods.

What are usually called "naturalistic methods" are flawed in at

least three basic ways. The methods do not match the content and

context of the natural environment. Since the problem is imposed on

the subject, it does not represent the individual's spontaneous think-

ing. Few cognitive and social development studies to date have been

done in the field to observe how children and adults employ their

intellectual abilities in such areas as social games, building a toy,

repairing a machine, analyzing a math problem, and explaining inter-
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personal interactions. A second limitation concerns the multivariant

nature of real-life problems. In a hypothetically presented problem,

there is a single solution characteristic in most research situations

which is too simplistic to match naturalistic conditions. A third

limitation is the contextual nature of laboratory settings. These

settings are isolated, have a facilitative interviewer, and the

subject is motivated to accomplish the task in question. These are

hardly the naturalistic conditions under which cognitive activity

normally occurs (Selman, 1980).

To correct these flaws of past naturalistic research and to

approximate a real-life content and context in doing his research,

Selman abided by three conditions. First, the assessment problems

analyzed were ones which spontaneously occurred for the subject.

Second, researchers observed what happened to and by the subject

without interference. Third and most important, the interpersonal

events happened in the subject's actual, real-life environment

(Selman, 1980).

Results which Selman's group witnessed supported the long-

standing observations of other researchers that real-life situations

generally constrain an individual's ability to utilize his or her full

social cognitive capabilities. This suggests that real-life interper-

sonal understanding is lower than reflective hypothetical situations.

These lower results are a combination of naturalistic context with

real-life content, not simply one or the other (Selman, 1980).

Psychiatrist Bruno Bettelheim (1977) had strong thoughts about

the uselessness of many research findings which are not naturalistic

and have little or no practical applications:

I think the most serious shortcoming is that the research
is so abstract that it is devoid of connection with the
real life of the children. Whatever research findings we
have, there's hardly any practical application in the life
of children, because the research is of interest only to
other researchers. And it's evaluated only by other
researchers. As a matter of fact, there are hardly any
suggestions how it could be applied. I don't know whether
research is the answer. I think one should study the
natural setting and try to understand it. (Bettleheim,
1977, p. 9)
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Although Selman (1980) generally agreed with Bruno Bettelheim's

stand, he did believe that much can be learned from carefully ex-

ecuted, theoretically sound, basic, developmental descriptive re-

search. For research to he of value, it needs to be applicable to

people in the real world. Selman's research findings are applicable

and have been useful in educational and clinical settings. An example

of this application comes from Enright and Lapsley (1980). Using

Selman's model in two twenty-two week interventions, they found that

sixth graders' and first graders' understanding of friendships can be

improved. The first study used sixth graders, randomly assigned

either to a cross-age teaching group or to a control group. The

teaching group presented friendship dilemmas to the first graders and

led discussions about the issues. At post-test, the experimental

groups were higher in both interpersonal conceptions and moral

development than the control groups. The second study involved first

grade teachers who used interpersonal understanding paradigms as the

primary discipline technique in their classrooms. One class used the

intervention-type discipline while a second class did not. The

experimental class was higher in social perspective taking level than

the control class at post-test. During the second semester, the

control group also used interpersonal interventions; by the end of

that semester, this group had gained in social cognitive levels

comparable to the first group. Thus, interpersonal understanding

techniques provided the teachers with an effective and positive

alternative to punishment in solving interpersonal problems in the

classroom (Enright & Lapsley, 1980; Selman, 1980).

Selman and his group at the Judge Baker Guidance Center also

used the social perspective tests and techniques in both educational

and clinical situations. They were able to distinguish problems which

stemmed from improper moral judgment development from those which

stemmed from underdevelopment of social cognitive levels. Being able

to make these distinctions aided in diagnosis and pointed to therapeu-

tic techniques which were more specific to and thus corrective of the

problem area (Selman, 1980).
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Selman contended that his results from naturalistic settings do

support the forward developmental sequence and structured wholeness of

each stage. The stage use regressions in a real-life context do not

call into question the assumption of hierarchical stage progression or

the natural preference of higher stage development levels over less

adequate, lower ones. He reasoned that in natural situations func-

tioning is expressed as a variable performance level rather than a

competence level. Kohlberg's and Rest's moral judgment theories and

Selman's social perspective levels are testing competence rather than

performance (Kohlberg, 1984; Rest, 1980; Selman, 1980). Thus, a

regression found in naturalistic studies does not necessarily call

stage theory into question. However, findings of stage regression in

any setting are so troubling to strongly orthodox developmentalists,

like Kohlberg, that the basic tenets of structured wholeness of stage

thought and hierarchical invariance of the developmental sequence

would be called into question. After finding stage regression data,

Kohlbergls approach was to change the testing and scoring methods

until the regression disappeared from the data (Rest, 1980; Colby &

Kohlberg, 1984). Selman's approach to such data was to define the

kind of conditions under which the data was observed, rather than

alter the testing and scoring instruments. What he observed under

stable laboratory conditions upheld the homogeneity and invariant

sequence doctrines. He also observed that even under less predictable

real-life conditions, the occurrence of stage regression was evaluated

by the children themselves as regressing (i.e., "She's acting like a

baby."). Since the qualities of stage hierarchy and homogeneity exist

in the child's and adult's basic mental capacities, the hard stage

requirements are still valid. Operating in a real setting, however,

there is less predictability because of the range of memories and

emotions that could be triggered to affect decisions. Listening to

how children and adults actually make moral and social decisions can

provide the researcher with a more realistic picture of the internal

mental and emotional complexities occurring. Selman's evidence indi-

cated that people do function in more than one cognitive, more than
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one moral, and more than one social perspective-taking stages at any

given time in their development (Selman, 1980).

Hard and Soft Stages

It is essential to distinguish between the "hard" and "soft"

stages in structural development theories. The cognitive stages of

Piaget, moral stages of Kohlberg, and social stages of Selman meet the

requirements of Piagetian hard stages. Criteria established for hard

stages are outlined in Table 3. Several structural stage models

loosely meet these four Piagetian criteria but fail to stand up to

rigorous interpretation. These kinds of stages are referred to as

soft stages rather than hard stages. Examples of soft stages based on

present research findings are the domains delineated by Hoffman

(empathy development; 1975, 1976, 1981, 1984), Gilligan (care and

response; 1982, 1987, 1988), Blasi (responsibility and commitment;

1982b), Fowler (faith development; 1980) and Loevinger (ego develop-

ment; 1982, 1984, 1986). Kohlberg, Levine, and Hewer (1983) believed

that there were such soft structural forms of development along with

the hard stages. The soft stages do not appear to have "necessary but

not sufficient" components affecting the hard stage domains. Initial

research by Sprinthall and Burke (1985), which sampled 60 children (30

boys and 30 girls), 20 in each of three age groups (ages 8, 9, and

10), supports the sequential nature of the cognitive, moral, and

social hard stages. Evidence implies that the stage development is

not synchronous across the three domains, suggesting that the domains

are specific. It will require further research in the interactions of

of hard and soft domains to understand the kinds of effects they have

on each other (Sprinthall & Burke, 1985).

Jane Loevinger's theory of ego development (1982, 1984, 1986) is

the most completely developed soft stage theory. Features of this

stage theory provide a good example of the differences between hard

and soft stages. The formal structural qualities can only be inferred

from probabilistic signs by Loevinger's test methodology, mixing form

and content features. She saw form less as a way of thinking and
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Table 3

Piagetian Criteria for Hard Stages

(from Kohlberg, Levine, & Hewer, 1983, pp. 30-31)

(a) Stages imply qualitative differences in structures (modes of
thinking) that still serve the same basic function at various points
in development.

(b) These different structures form an invariant sequence, order, or
succession in individual development. While cultural factors may
speed up, slow down, or stop development, they do not change its
sequence.

(c) Each of these different and sequential modes of thought forms a
"structural whole." A given stage response on a task does not just
represent a specific response determined by knowledge and familiarity
with that task or tasks similar to it; rather, it represents an
underlying thought organization. The implication is that various
aspects of stage structures should appear as a consistent cluster of
responses in development.

(d) Stages are hierarchical integrations. As noted, stages form an
order of increasingly differentiated and integrated structures to
fulfill a common function. Accordingly, higher stages displace (or
integrate) the structures found at lower stages.
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more as fairly stable personality functions. Thus she defined her

stages partly in terms of structures and partly in terms of psycho-

analytic functions, motives and defense mechanisms. The inner logic

of the stages is treated differently in the soft and hard stage

models. Loevinger's stage sequences add on more functions to the next

lower stage, making her sequence an inclusive cumulative system. In

contrast, hard stage advancement occurs by successive integration and

transformation of lower stage operations into a newly structural

whole, actually replacing the lower stages. To construct a model of

hierarchically integrated stages is to construct a normative model of

development. A normative model establishes a development endpoint.

The normative models of Piaget and Kohlberg rely on the conception of

human rationality, presuming an endpoint upon which all rational

agents can agree (Kohlberg et al., 1983). Loevinger (1982) explicitly

denied a normative model and made no claim that a higher ego stage is

a more adequate stage.

Some forms of human development belie hard stage structures. A

rational logic of justice cannot give answers to questions such as

"Why be moral?" or "What is the meaning of life?" They are unable to

explain the existential, reflective aspects of human life. Nor do the

Freudian or Eriksonian life development phases afford answers to these

questions. Soft stage theories appear to be necessary components to

answer these more esoteric facets of life. They describe the adult's

attempt to interpret the ideals of justice, love, and truth with one's

understanding of the ultimate nature of reality (Kohlberg et al.,

1983).

Introduction to Affective Development

Kohlberg et al. (1983), unlike Kant (1949, 1981), hold that

affect is an integral component of cognitive moral judgment. For

example, their theory recognizes that affect plays a part in respect-

ing and caring for people as well as a sense of responsibility to

others. These appeals to the importance of emotional feelings are

found in the research of Hoffman (1975; 1976; 1981; 1984). They are
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also prominent within the responsibility orientation suggested by

Gilligan and her colleagues (Gilligan, 1982, 1987, 1988; Gilligan,

Langdale, Lyons, & Murphy, 1982; Gilligan & Murphy, 1979; Gilligan,

Ward, & Taylor, 1988; Gilligan & Wiggins, 1987). While Kohlberg's

theory recognizes affect, it always is mediated or structured by

cognitive processes such as role-taking and putting oneself in the

place of another.

Hume ([1751] 1983) attempted to justify deriving morality from

the feelings of sympathy for a suffering person and the feelings of

antipathy for the culprit. The feeling of sympathy is a kind of

fellow-feeling or feeling of accord, agreement or identification.

However, there are serious difficulties in accepting Hume's thesis.

Bailey explained (1986) that these sympathetic and antipathic feelings

do occur in all people; the problem enters from the question: "What

action should be taken as a result of having or not having these

feelings?" Everyone has strong sympathetic feelings towards some

people, weaker but still positive feelings towards others, indifferent

feeling towards some, and weak or strong hostile feelings towards

others. An adequately defined morality helps people deal with such

variations of feelings. When a person feels sympathetic to another

and acts accordingly, morality is not tested. The real test is

relating to someone who is disliked. In disharmonic relationships,

people need to have some rational and cognitive awareness of the

worthiness of all human beings to help guide just behavior to all.

Reason and principle point to one's duty in a way that feeling can

never do. Without rational guidelines, human interactions would

revert to a world of "my friends and my enemies" (Bailey, 1986).

The way in which role taking and other cognitive processes

organize moral sentiments was best described by Adam Smith ([1759]

1948). To Hume's theory that moral judgment rests on a feeling of

sympathy, Smith added the element of self-projection into the victim's

role. This mental imaging arouses a strong emotion of injustice

derived both from antipathy toward and dissatisfaction with the

culprit and sympathy with the pain and resentment of the victim

(Kohlberg et al., 1983). Smith said that these antipathetic and
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sympathetic judgments of others make people concerned with whether

others can sympathize with them. This concern develops into an inner

"impartial spectator." Guilt arises when a person cannot sympathize

with oneself after causing harm or pain to another. The impartial

spectator inside the perpetrator then feels a similar resentment of

the victim directed toward the self (Kohlberg et al., 1983).

Hume and Smith tried to derive moral judgments from sentiments

of empathy or sympathy and in that sense were emotivists. However,

they had to include in their theories the idea of the impartial

spectator, i.e., objective observer or ideal observer, who is the

internal critic of each person's thinking, feeling, and behaving.

Kohlberg suggested that the introduction of the concept of an inner,

disinterested, ideal observer shows a need to ground emotivist theory

in cognitive operations such as reversibility and equity; operations

which can lead to making principled judgments (Kohlberg et al., 1983).

It is recognized that moral actions must be justifiable. From this

perspective, Bailey (1986) asserted that this justification, and

especially the justification of one's own conduct to oneself, is

precisely what morality is all about. Briefly, Bailey asserted that

the justification process is a matter of reason with the affects and

feelings passing through a cognitive filter. The idea that the

affects and feelings can take on a rational aspect most likely accords

with Aristotle's contention that some emotions are irrational (have

not been processed through a cognitive filter) while other emotions

are rational in a practical sense (have been cognitively filtered).

Aristotle ([ca. 360-322 B.C.] 1925, 1985) was clearly aware of the

emotional component of morality. To take this stance, it is necessary

to combine the emotional element in some way with one's intellectual

nature. On the other hand, it was not sufficiently noted by Hume or

Smith that emotions can have a cognitive component.

Moral judgments do need to take into account sentiments and

intuitions of persons involved in a moral situation. To a large

extent, judgments do express sentiments and are justified by reference

to them (Kohlberg et al., 1983). Kohlberg (1981a) said that cognition

and affect are different aspects of the same mental events, that all
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mental events have both cognitive and affective aspects, and that the

development of mental dispositions reflects structural changes recog-

nizable in both cognitive and affective perspectives. The development

of sentiment as it enters into moral judgment is, however, a develop-

ment of structures with a heavy cognitive component, as the above

discussion of moral sentiments suggests. Thus, while morally relevant

emotions and sentiments are part of moral development, it is important

to distinguish between the description or expression of a feeling

about a moral situation and the making of a moral judgment about that

situation. Expressions of a person's emotions about Heinz or the

druggist, or about what that person believes Heinz or the druggist is

feeling, do not directly constitute moral judgments. Such expressions

tell us something about the affective nature and ego development of

the subject but they do not tell us anything specific about the moral

judgment development of the subject. Moral judgment is prescriptive;

it is not simply the expression of attitudes and emotions. Piaget

noted (1965) that to be sensitive alone is not to be good. As for

sympathy, it by itself is not moral. Moral judgment is cognitive and

reason-giving (Kohlberg et al., 1983). Kant's stand ([1797] 1949,

[1785] 1981) regarding morality was that people free themselves from

the mechanisms of nature by subjecting themselves to self-constructed,

rational laws. He called these the "laws of practical reason."

Bailey (1986) said that for Kant, Piaget, and Kohlberg, the question

of what to do about any issue of feeling or emotion can only be

resolved by some act of cognitive judgment.

Feelings and behaviors not connected with processes of reflec-

tion and judgment are not moral or immoral. They are mere happenings

in the natural world but are not part of the moral world. Only

creatures capable of reflecting about what they ought to do are

capable of the moral life. A creature incapable of reflective

thought, unable to determine what it ought to do and choose a course

of action, can never be praised or blamed in a technical, prudential,

and, particularly, moral sense (Bailey, 1986).

There are other kinds of affective states which are not labeled

emotions or sympathies. These are urges, drives, whims, impulses and
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appetites. They appear to have a strong connection with body physio-

logy. They are associated with moral behavior because when such a

feeling occurs, one needs to decide whether or not to respond to the

feeling. Such a feeling itself can never tell a person what action

should be taken regarding it. The moral issue is always of the order:

"Given that I have an urge, desire or appetite, should I satisfy it or

resist it?" A rational evaluation of the situation in the light of

some general moral principle is required to provide the answer

(Bailey, 1986).

Sympathetic and antipathetic feelings give rise to feelings of

approval and disapproval, as well as rightness and wrongness of

actions. Feelings of comfort and discomfort occur when one con-

templates various types of actions. Some people refer to the feelings

of discomfort as the voice of conscience. Two interesting questions

arise regarding these internal experiences: "What causes them," and

"What about these feelings can act as guides to moral behavior?"

Bailey (1986) mentioned some psychological views: Freud explained

these as non-rational aspects of the superego; Eysenck explained them

with his theory of classical conditioning; Skinner said they resulted

from operant conditioning or positive reinforcement; and, social

psychologists indicate they come from identifying with the norms of a

significant group. There is likely some truth in all of these theo-

ries. However, all of these theories demonstrate that these feelings

in no way tell a person what ought to be done in a moral situation.

These feelings from the conscience, like urges and desires, do not

present reasons for doing one thing versus another (Bailey, 1986).

One of the apparent mysteries of morality involves the connec-

tion between moral judgments and moral behaviors. People do not

always do what their reflective judgment tells them they ought to do

or ought not to do. Bailey (1986) commented that it is because people

can choose to behave justly or badly that makes it meaningful to talk

about moral and immoral action at all. It is clear that making a

rational judgment about what one ought to do does not always motivate

that person to follow in like action. Presumably, when this happens,

the cognitive disposition is overpowered by some form of the feeling
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nature--drives, appetites, desires. Temptation is the old-fashioned

word for this. Kohlberg (1981a) claimed that motivation to act on

moral decisions comes from an equilibrated cognitive structure.

Bailey (1986) found empirical evidence to question some aspects of

this connection. Even when the cognitive judgment is followed in

action, it is difficult to demonstrate that it is the cognitive force

that motivates this moral action. Bailey reasoned that for a force to

be strong enough to motivate a person to follow a moral decision, it

is necessary to combine that judgment with some kind of affective

commitment. Such an affective commitment would be a strong caring

about one's reasoning process itself combined with enough will power

to adhere to this personal commitment. Much more research regarding

this kind of responsible commitment is necessary in the field of

morality. The addition of this kind of special commitment forges

moral judgments. It also helps explain the strength of guilt feelings

some people have when they fail to carry through on their decisions.

Why do some people have more affective commitment to their judgments

than others? It is here that Kohlberg and his colleagues have not

provided all of the answers. Kohlberg (1981a, 1986) clearly has been

aware of this partial failure. Yet, the motivational power from this

affective commitment to one's own reasoning is a necessary mainspring

to drive Kohlberg's whole system (Blasi, 1982c; Bailey, 1986).

Empathic Development

Martin Hoffman's research (1984) has focused on conflict,

motivation, and affect in moral situations. He noted that the

cognitive approach has dominated the moral development research,

focusing on stage progress, equilibration of discrepancies between

stages, and role taking. The areas he researched have been minimized;

yet they are of significant importance in making moral decisions and

following through with one's judgment.

Hoffman agreed with Kohlberg that emotional components, such as

empathy, need to be structured by cognition in order for their in-

fluence on the judgment-making process and subsequent action to be
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truly moral. Also, there is a general limitation in the scope of

empathic morality; even though at mature development it may provide a

reliable motive base for helping, caring, and considering others, it

still may not contribute to appropriate moral judgments when several

potential behaviors or competing moral claims need to be evaluated.

He claimed that his empathy theory has a heavy cognitive component

which may solve some of the problems noted by philosophers concerning

most emotivists' theories. He linked the stages of empathic growth

with growth in one's cognitive level. Older children and adults know

that they are responding to something happening to someone else.

Furthermore, they can draw from their knowledge about others and their

own experience to guess what the other is feeling. However, infants

experience a "global empathic feeling" for someone else's discomfort

or fear before the cognitive levels are developed adequately to iden-

tify the negative actions are happening to or occurring in the other

person. In the stages of empathic development which Hoffman presents,

mature empathy reflects a sensitivity to subtle differences in the

severity and quality of consequences that different actions might have

for different people. Thus, at this advanced level of development,

empathy may gather information about the situation which the cognitive

mind alone is unable to recognize. In this way empathy can contribute

to informed moral judgments about behavior. However, moral principles

are ultimately required in situations where even mature empathy may be

biased for some and against others. Hoffman placed empathic knowing

under the supervision of cognitive knowing. He said that moral

principles are more objective than empathy and enable people to decide

which moral claims deserve priority (Hoffman, 1984).

Hoffman's research (1984) considered two particular kinds of

situations. One involved the innocent bystander who, in witnessing

someone in pain, danger, or some other needful state, experiences

conflict between the motive to help the victim and the egoistic motive

to continue what one is doing without helping. The other situation

involves someone who contemplates acting in a harmful way or feels

conflict between one's egoistic motives (i.e., sensory pleasure,

material gain, approval, success) and feelings of obligation to
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another. These two types of situations share features with all moral

situations, having an egoistic, self-serving motive and an intrinsic,

internally based, moral motive to consider others.

Activating the moral motive does not ensure moral action because

the egoistic motive may be more powerful, but it does ensure a moral

conflict will occur. If the moral motive is overshadowed, a person

generally will feel guilty for being selfish. Hoffman defined moral

affect as the good feeling one has about oneself when one acts morally

and the guilt or bad feeling when one violates a personally held moral

norm. The good feeling may coexist with feelings of deprivation over

what one had to give up to follow the moral motive, as the bad feeling

may coexist with the feelings of pleasure from satisfying the egoistic

goals (Hoffman, 1984).

"Empathy and empathy-based guilt" is the answer Hoffman gave to

the question, "Why does a person decide to be moral?" The review of

philosophers and psychologists in this thesis (Chapter 2) encompasses

several who also valued empathy and guilt for their social moral force

(i.e., Hume, 1983; Smith, 1948; Mill, 1957; Bain, 1859; McDougall,

1928; Freud, 1961b; Erikson, 1963; Adler, 1954; Maslow, 1968, 1971;

Piaget, 1965). To add support to their view, there is considerable

empirical evidence that empathy, empathic distress, and guilt do

function as moral motives connected with action. This research

suggests four developmental levels of empathic distress (Hoffman,

1984; Kagan, 1987). These levels are within the broader social-

cognitive levels described by Selman (1976, 1980). In other words,

both cognitive developmental levels and social perspective-taking

level are necessary but not sufficient for parallel levels of empathic

development to occur. The following are Hoffman's stages of empathy

development:

Stage 1: During the first year, infants cannot differentiate them-

selves from others, yet they often respond to the plight of others.

They confound what is happening to the others with unpleasant personal

memories and experience unpleasant feelings in the present. This is

called "global empathic distress response." The neural capacity
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needed for a conditioned affective response such as this is minimal,

because both classical and operant conditioning are known to be

possible in the early weeks of life. The infant is capable of

empathic distress long before a sense of self or other has developed.

As a result of this lack of self-other differentiation, the child for

at least most of the first year is presumably unclear as to who is

experiencing the distress and often behaves as though she or he is

experiencing it and seeks personal comfort. This is obviously a very

primitive response. The word "empathy" is used to describe it, but

the child does not really take the other's place. Rather, the

response is a conditioned, passive, involuntary one. Its dominant

motivation is hedonistic: to eliminate discomfort in the self (Hoff-

man, 1975).

Both Hoffman (1976, 1981, 1984) and Kagan (1987) believed this

global empathic response implies a biologically based preparedness to

feel fear and pain in their environment, an underlying survival

instinct. Kagan said that most children display this by their second

birthday, despite the differences in everyday experiences across time

and culture. This implies that maturation of particular cognitive

abilities permits these phenotypic characteristics to develop.

Supporting this is the recent data on the ontogeny of the infant

monkey's brain, which suggest that synaptic density in human limbic

structures reaches a peak during the second year (Kagan, 1987).

Hoffman (1981) suggested that knowledge of another's feelings is

often aroused vicariously in humans through involuntary, minimally

cognitive mechanisms. This way of knowing--called "empathic knowing "

begins in infanthood and continues through these empathy stages.

This sub-category of empathy is often unconscious and apparently

innate but in varying intensity levels in different individuals. It

is also an isomorphic response to another person's expression of

emotion. The observer automatically imitates the other with slight

movements in facial expression and posture. This is called "motor

mimicry." This imitation stimulates kinesthetic cues in the observer,

which contribute to experiencing similar feelings of the other.

Repetition of motor mimicry and kinesthetic stimulation in response to
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others' feelings results in split-second matching of similar emotions

between the other person and the observer. This is classical be-

havioral conditioning. For instance, when a mother is feeling tense,

her body may stiffen. If she is holding her child, the mother trans-

fers her tension through her musculature changes; also, facial and

verbal expressions which accompany her distress can serve as condi-

tioned stimuli causing distress in the child even in the absence of

physical contact. Research supports Hoffman's theory that these

vicariously aroused affects are nonverbal, kinesthetic cues from the

viscera, and somatic and skeletal musculature changes. Such affects

provide initial information about what another person is feeling. In

this way empathy provides information which cognition is unable to

tap. This is because the type of information vicarious empathy

gathers is about the feeling nature, usually an unpredictable aspect.

Hoffman's research (1981) has developmental implications, since it

suggests that the ability to be aroused vicariously may precede the

development of the cognitive sense of others. The development of

empathic knowing is a crucial source of information in the social

cognitive domain.

Stage 2: Around the age of 2, the child becomes aware that another

person is having the distress; however, the child is unable to discern

what the other person is thinking and feeling and, therefore, assumes

that it is the same as herself (Hoffman, 1984). The child also

expresses emotional distress (e.g., tightening of the face, rigidity

of body stance, and whining voice) when she breaks a glass, dirties a

dress, makes another child cry, fails at a self-imposed task, or when

a difficult challenge is imposed by an adult. Kagan (1987) said that

these reactions imply that there is recognition by the child of poor

performance. By the third birthday the child's reactions come close

to matching criteria for experiencing shame and guilt. In young

children, the ideas of good and bad appear to originate in feelings

linked to acts to which the child responds with pride or guilt or to

which adults respond with approval or disapproval. He concluded that

David Hume's theory was correct, at least for children; feelings, not
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reason, lie at the heart of morality (Kagan, 1987). However, Kohlberg

and colleagues would be quick to point out that this is really a

rudimentary morality.

Another aspect of Stage 2 empathy is the development of what

Hoffman called "sympathetic distress" (1984). This is an important

qualitative shift in feeling. With the recognition that another

person is having the negative experience, the child may experience two

kinds of feelings: a presumed parallel feeling with the victim or a

concern and compassion for the victim. This, according to Hoffman

(1984), is the beginning of altruistic behavior. The motive to help

takes on a different aspect. It is no longer just to relieve one's

own empathic feelings. Now there is another motive to help, i.e.,

caring for and feeling sorry for the victim.

Stage 3: With the beginning abilities of role taking, children

recognize that another's feelings may differ from their own. They

understand that each person's feelings are based on personal needs and

interpretations of events, which often differ from one person to

another (Hoffman, 1984).

Stage 4: An advance in empathic development occurs with the knowledge

that people have separate histories and identities. This new concept,

usually appearing by late childhood, allows for understanding that

some people have chronic distress, not just situational. The empathy

may be more intense and always associated with chronically afflicted

people, when it is realized that they are always in pain and suf-

fering. This mature empathic level requires holding the mental and

emotional images of others in mind along with what is occurring in

each situation. It is at this level that empathy matches Hoffman's

definition: a vicarious affective response that does not necessarily

match another's affective state but is more appropriate to the other's

situation than to one's own. When someone is able to see the plight

of an unfortunate group (e.g., those who are economically impover-

ished, politically oppressed, socially outcast, victimized by war,
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mentally retarded, or physically disabled) and feel empathic affect,

they are expressing the most advanced form of Stage 4 (Hoffman, 1984).

Hoffman's research revealed empathic distress as a prerequisite

for the development of guilt. However, once a child can feel guilt,

guilt may be felt in all subsequent situations similar to the one when

someone needed help and it was not provided. Even innocent bystanders

rarely experience empathic distress without some guilt, making a fine

line between empathic distress and guilt. This form of guilt is

labeled "existential guilt" to distinguish it from true guilt, since

the person has done nothing wrong but still feels culpable for

circumstances in life beyond one's control. Existential guilt is

illustrated by survivor guilt and by being more fortunate than others

(e.g., surviving battle when others were killed, or being born

wealthy, beautiful, intelligent, caucasian) (Hoffman, 1984).

There seem to be close connections between the development

stages of role taking and empathy. Stage 1 in affective role taking

is the same as Hoffman's Stage 2 in empathic development (Enright and

Lapsley, 1980). By Hoffman's Stage 3, however, cognitive and affec-

tive role taking skills need to be in place. Research results from

Feshback and Roe (reported in Rosen, 1985) indicated that understand-

ing the other's feelings is a precondition for early levels of

empathy. Hoffman (1981) pointed out that by late childhood or early

adolescence, when there is recognition that self and others have

continuing life histories, one's empathic capacity for others takes on

greater complexity, stability, and duration. Shantz's review of

social cognition research (reported by Rosen, 1985) suggested,

however, that advanced affective role taking may require experiencing

an empathic feeling. This dependence, first of the one on the other,

followed by the other on the one, is a quite different pattern than

that appearing among the three hard stages of the cognitive, social,

and moral scales. Empathic development has the appearance of a soft

stage theory. This kind of dependency switching between stages may

indicate that one of the stage progressions is a soft one (see Chapter

3, subsection Hard and Soft Stages).
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A significant study (Barnett & Thompson, 1984) clarified the

differences in children who have either high or low empathy and either

high or low affective role taking abilities. The study contributed to

knowledge about prosocial and antisocial behaviors. Prior studies

used scores on an affective perspective taking measure or an empathy

measure as the sole predictor of particular social behavior. Results

were highly inconsistent. The Barnett and Thompson study used both

indicators to obtain less confusing information in the prior studies.

They tested 117 fourth and fifth graders on the Affective Perspective

Taking (APT) test, the Bryant empathy scale, a modified version of the

Rothenberg test, the Silvern, Waterman, Sobesky, and Ryan APT mea-

sures, and Braginsgy's Machiavellian measure. Children who scored

low-empathy and high-APT had significantly higher Machiavellian scores

than the other children. Teachers rated children in these classrooms

based on social interactions. Highly empathic children, whether they

had high or low APT scores, were rated more helpful and cited other-

oriented reasons for their own helping behaviors more often than did

less empathic children. These results were expected. Barnett and

Thompson concluded that role taking ability, by itself, does not

ensure that a child will act in a prosocial manner when confronted

with the needs and vulnerabilities of others. Rather, role taking

often is performed to gain information about another. It is sig-

nificant that low empathy scores coupled with high APT scores often

indicate a tendency to be manipulative in interpersonal relations.

It is apparent that empathy can operate either egoistically or

altruistically in a particular situation. This issue has filled

inestimable pages and hours of philosophical discourse. Kant (1949,

1981) provided the explicit hardline guide for evaluating the extent

to which empathic morality has affected the judgment process and

consequent action in a situation. His extreme view was that any

egoistic, self-serving motive cannot be a part of the moral domain.

Hoffman (1984) admitted there are significant degrees of egoistic

attributes of empathic development but also points to altruistic

aspects which apparently do develop in some people. He believed it is

appropriate to designate empathic distress and empathy-based guilt as
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moral motives, with a quasi-egoistic component, than to group them

with self-serving motives such as material gain, power, approval, and

success.

Although Kohlberg (1981a, 1984, 1986) believed that his cogni-

tive moral development theory postulates a cognitive motive connection

between judgment and action, his view is a minority one (Rest, 1984;

Blasi, 1980; Loevinger, 1982, 1986; Hoffman, 1984). Hoffman (1984)

stated that a comprehensive moral development theory requires both a

motive and a principle component. Obviously, the motive component

that he suggests is empathy and empathy-based guilt. As Hume (1983)

and other emotivists argued, cognition alone has no moving power; the

moving power comes from feeling states. For some people, moral

principles are an integral part of their self-concept. For these

people, acting against their principles may produce tension, feelings

of shame and guilt. It seems to require strong feelings to uphold

one's moral principles in situations where one's egoistic interests

are involved, subordinating personal interests to serve others, keep

promises, and tell the truth (Hoffman, 1984).

Altruistic Development

The definition of altruism accepted by developmental researchers

is "any purposive act on behalf of someone else that involves a net

cost to the actor." Studies of altruistic behaviors involved helping

another in distress and sharing or making a donation to someone in

need. The main focus of the research has been on the factors about

the situation or in the person which influence the altruistic response

(Hoffman, 1975). Interestingly, theoretical assumptions about

altruistic behavior have not kept pace with the proliferation of

empirical studies. The view of psychologists continues to be that

people are essentially selfish animals. They say that what appears to

be altruism can always be explained by self-serving egoistic needs.

An equally reasonable explanation is that human evolution has selected

for altruistic as well as selfish predispositions. Hoffman (1975)

based this assumption on the social nature of humanity which requires
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cooperation with and responsibility to others to survive as an in-

dividual and as a race (see Mill, Hegel, Baldwin, Dewey, Mead, Cooley,

Erikson, Adler, and Piaget for theoretical foundation of this belief).

Humans may have a built-in predisposition for purely altruistic

behavior. Hoffman grounded this theory on the innate survival

instinct first expressed as global empathic response in infants.

(Research with this innate survival instinct may provide empirical

support for Mill's thesis; general research in altruistic behavior may

support Hegel's thesis regarding disinterested altruism). No matter

how fragile this response is, there is the possibility that altruistic

motives can be developed in individuals.

A theory of altruistic motivation follows which incorporates a

developmental account of the synthesis of empathic distress and the

cognitive sense of the other (Kagan, 1987; Hoffman, 1975, 1976, 1981,

1984):

First, there is global empathic distress alone. This occurs in

Stage 1 of Hoffman's empathy development. Empathic distress is basic

in the early development of altruistic motivation. Such empathy shows

that a person may experience emotional states of others rather than

simply the emotional states pertinent and appropriate to one's own

situation--that people are built in such a way that distress is often

contingent not on a person's own but on someone else's painful ex-

perience.

Hoffman's Stage 2 empathic development is the time when another

key aspect of altruistic development can occur. With the recognition

that the other is experiencing the distress, the attention shifts to

the victim, transforming empathy into sympathetic concern for the

victim--a more reciprocal response. As a consequence, the child's

initial concern to relieve his or her own empathic distress becomes a

sympathetic concern to relieve the distress of the other. The impor-

tant feature here is that the quasi-hedonistic motive to alleviate the

child's own distress gives way, at least in part, to the more proso-

cial motive to alleviate the other's distress.

This transformation of empathic into sympathetic distress occurs

in three stages, which are tied to the three levels of cognitive
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apprehension of the other--person permanence, role-taking, and iden-

tity. At the level of person permanence, the child knows the other is

a separate physical entity. The child knows the other is the victim,

and the empathic reaction is transformed by this knowledge into a

genuine concern for the other. However, the child cannot yet distin-

guish between her/his own and the other's inner states (thoughts,

perceptions, needs). Without thinking about it, she or he automa-

tically assumes the other's states are identical to oneself.

At the third empathic developmental level, the child begins to

acquire a sense of others not only as physical entities, but also as

sources of feelings and thoughts in their own right. The child

realizes that others may at times have inner states and perceptions

that are different. This has profound effects on the nature of the

child's response to distress. The child is aware, now, of the guess-

work involved and therefore uses other inputs besides personal

empathic distress in formulating an idea of the other's needs and

feelings. These inputs function as specific information about which

acts can and cannot alleviate the other's distress.

For the first time in this developmental account the child

begins to make an active effort to put him- or herself in the other's

place. The child has achieved genuine empathic role-taking. The

motivation to relieve the other person's distress is far less ego-

centric and is based to a far greater degree on a veridical assessment

of the other's needs. The child's attempts to help are more sophisti-

cated and appropriate.

Despite this obvious progress, the child's response is still

confined to the other's distress in the immediate situation. This

deficiency is overcome when the adolescent or adult realizes that the

distress is long-term or chronic. This step requires the synthesis of

empathic distress and a mental representation of the other's general

condition. With further cognitive development, the person may acquire

the capacity to comprehend the plight not only of an individual but of

an entire group or class of people.

Guilt may be important in any theoretical account of altruism

that stresses sympathetic distress, because once the capacity for
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guilt over inaction, anticipatory guilt, and existential guilt are

attained, all subsequent sympathetic distress reactions may contain a

guilt component (Hoffman, 1975, 1984).

An assumption implicit in Hoffman's formulation is that motives

do relate to action--that empathic and sympathetic distress predispose

the individual to act, although only in the latter case does the

person act on the other's behalf. To date, there is modest empirical

support for the key point in this formulation--that sympathetic

distress predisposes the person to act altruistically. Research

conducted by Lois Murphy, Ervin Staub, Feshback and Roe, all taken

together, suggested that preschool and older children typically react

to another child's distress with both sympathy and attempts to help.

Those same studies provided evidence for a similar association between

altruistic motivation and behavior in adults (Hoffman, 1975).

It appears that sympathetic distress is accompanied by tenden-

cies toward helpful action. Whether it motivates or is merely

associated with the action is uncertain, although there is some

evidence in one of Murphy's studies that it may motivate. However,

although sympathetic distress may predispose the child to act altruis-

tically, it does not guarantee that action. Action is more likely

when the appropriate thing to do is obvious and within the person's

repertoire, and less likely when there is little that can be done.

The costs to the observer and the strength of competing motives

aroused in that person in the situation must be taken into account.

In such an individualistic society as ours, for example, altruistic

motives can also often be overridden by more powerful egoistic

motives. It may well be in such a society that altruistic motives

have a reliable effect on behavior only in situations in which one is

not preoccupied with oneself when she or he encounters someone in

distress (Hoffman, 1975).

Pending clarification from future research, Hoffman (1975)

suggested the following formulation of the relationship between altru-

istic motives and action: (a) distress cues from another person

trigger the altruistic response system; (b) sympathetic distress is

experienced and there is an initial tendency to act; (c) if there is



161

no action, for whatever reason (situational counter-pressures,

competing motives, lack of necessary skills), the person typically

continues either to experience sympathetic distress, or uses cognition

to restructure the situation so as to justify inaction (e.g., by

derogating the victim, by convincing oneself that the victim wants or

deserves what happened, by assuming that there is nothing one can do

to relieve the situation, or by deciding that what one is in the

process of doing has overriding value and thus helping the victim is

not possible).

Research conducted at Humboldt State University by Professors

Samuel and Pearl Oliner adds pertinent information to altruistic

motives and behavior. The Oliners are cofounders of the Altruistic

Personality Project. In their studies, they attempted to answer why

one person helps another when another does not. They also were

interested in whether altruism is something which can be developed.

They interviewed approximately 700 people who lived in occupied

Europe. Many of these people risked their lives to help Jews escape

Nazi persecution. Data from these interviews showed that rescuers

differed from bystanders in their "connections with others in rela-

tionships of commitment and care. . . . They made a choice that

affirmed the value and meaningfulness of each life in the midst of a

diabolical social order that repeatedly denied it" (Sanders, 1989, pp.

27-28).

The Oliners (Sanders, 1989) identified three motivations for

altruism. Altruists with a "normocentric" orientation help others

because altruism is an ideal of the social group to which they belong.

For example, an entire village of French Huguenots helped rescue 5,000

Jews because it was the norm of their community to save lives. A

second type of altruist is motivated by individually developed moral

principles. These people do not necessarily relate personally to the

people they help or remember much about them later. By contrast, a

third group, the empathic altruists, have very personal relationships

with those they assist. These people act because they cannot bear to

see others suffer. The Oliners stressed that there is no pure type of

these three; each altruist has unique combinations of all three types.
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They concluded that altruism can be learned and even taught. In fact,

they believed that the more we understand altruism, the better are our

chances of fostering it (Sanders, 1989).

Criticisms of Sex Bias in Moral Judgment Theory

Carol Gilligan, a colleague of Kohlberg's at Harvard University,

made known her criticisms of Kohlberg's theory and research with the

publication of a series of articles in book form, In a Different Voice

(1982). She made two major criticisms which are interrelated: Kohl-

berg's moral judgment theory and methodology is flawed because of sex

bias; Kohlberg's theory and testing methods elicit only a justice-

oriented viewpoint of moral issues, disregarding a second viewpoint,

that of care and response. This first serious charge is detailed

below with the arguments, counterarguments, and empirical data.

It is helpful to review ways a theory and method warrant the

criticism of sex biasing. One way is by claiming that there are basic

sex differences in the rates and endpoint of moral development which

are not supported by reliable empirical data (Kohlberg et al, 1983).

An example of this kind of flaw is Freud's theory (1961b) that women

lack moral maturity because, as children, they identified with their

mothers rather than their fathers. Apparently Freud considered that

males have "better" value systems than females; boys, by identifying

with their fathers, would internalize these values and thus have

stronger superegos than girls. Freud also implied that female

superego deficiencies were inevitable because of biological differen-

ces. No research was performed to buttress these opinions.

A second type of flaw involves measurement or scoring procedures

which inadvertently favor one sex over the other, creating a false

impression that sexual differences do exist. Allegations of sex bias

against Kohlberg's theory have been based on this kind of flaw

(Kohlberg et al., 1983).

Gilligan correctly pointed out that Kohlberg's stage sequence

was constructed from cross-sectional and longitudinal data provided by

an exclusively male sample (Gilligan, 1982; Colby et al., 1983, both
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references). She wondered whether stressing the development of

abstract principles of justice and welfare, while ignoring personal

and interpersonal issues of care, has flawed the formulation of

Kohlberg's conventional and postconventional stages. She cited

studies which showed that men are more likely to develop to Stages 4

and 5 than are women. Also, she believed that more women than men

tend to use Stage 3 as their dominant mode of reasoning. Even though

most other moral development studies by Kohlberg and colleagues

included data from both sexes, as well as Piaget's cognitive research

upon which Kohlberg based his theory, Gilligan believed that using

only males in the original studies prejudiced Kohlberg's view. Her

research showed that males prefer thinking in abstract, impersonal

ways about principles and things, whereas females prefer thinking

about personal relationships, communications, and people. She charged

that Kohlberg was listening to the moral voice of men only, masking

and ignoring the moral voice of women (Gilligan, 1982, 1987, 1988;

Gilligan et al., 1982; Gilligan & Murphy, 1979; Gilligan et al., 1988;

Gilligan & Wiggins, 1987; Hersh et al., 1979; Rosen, 1985).

There are two issues involved in establishing whether or not the

all-male sample may have biased the theory and test. The first issue

is whether there are mean sex differences on the justice reasoning

dilemmas; the second issue is whether women's responses to the

dilemmas can be scored in terms of the justice stages and yield the

same results of invariant sequence and structured wholeness found in

the original sample of all males (Colby et al., 1983). A summary of

the studies conducted with males and females using Kohlberg's MJI and

Rest's DIT were reviewed separately by Walker (Kohlberg et al., 1983),

Rest in 1980 (Rest, 1986), and Snarey in 1982 (Kohlberg, 1986; Snarey,

1987). Walker reviewed 54 studies using Kohlberg's MJI and 24 studies

using Rest's DIT. Age ranges were 5 to 50 years among the 4,832 sub-

jects whose responses were analyzed. Of the 78 studies, 13 showed sex

differences, all favoring men. These 13 studies confounded levels of

education, socioeconomic status of children and adults, and types of

occupation in adults. When these three areas were matched in the

subjects, no mean score sex differences were found. Men and women
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showed the same invariant stage sequencing in the longitudinal

studies. Snarey's review covered 45 studies in 27 cultures, which

used versions of Kohlberg's MJI that were appropriately modified to

fit the various cultures. He found no mean score sex differences,

once educational level, socioeconomic status, and job status were

matched. Both sexes revealed the same stage sequencing pattern.

In 1980 Rest looked for sex difference in DIT research. He

found 2 of 21 samples yielding sex differences. In both studies

females had higher scores than males (1986). Since Rest's review,

Kohlberg, Levine, and Hewer (1983) reported that a few additional

studies have yielded sex differences, with females showing slightly

higher scores on the tests than males. In Rest's and Garwood's

studies, the sex differences were within acceptable statistical limits

and permit the investigators to claim that no sex differences oc-

curred. Garwood's research, using the DIT (reported by Kohlberg et

al., 1983) also showed more males than females prefer using Stage 3

thinking, adding some disconfirming evidence to Gilligan's claim that

more women prefer to use Stage 3.

The need to control several parameters such as education,

socioeconomic level, and job status is documented by the Colby et al.

(1983) longitudinal study of males and by a longitudinal study of

kibbutz males and females aged 12 to 24 (unpublished manuscript, "The

sociomoral development of kibbutz adolescents: A longitudinal cross-

cultural study," written by J. R. Snarey, J. Reimer, and L. Kohlberg,

Harvard University, 1983). Kohlberg has contended that people need

opportunities to participate in secondary institutions of society such

as business and government to develop to moral Stages 4 and 5. He

suggested that many women are not provided with the education or

societal role-taking abilities necessary for development to Stages 4

and 5. He found this trend also in working-class males (Kohlberg et

al., 1983). A study by Carolyn Edwards on the development of moral

stages among different populations in Kenya found a similar pattern.

Adults who had never left their traditional villages usually used

Stages 2 and 3 moral reasoning; adults who had been educated in

government-run schools used Stages 3 and 4 reasoning; and adults who
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were university educated used mostly Stage 4 reasoning and some Stage

5. She explained that in traditional village life with face-to-face

interactions, Stage 3 level of moral reasoning is adequate for dealing

with most conflicts. Stage 3 is a mature, fully equilibrated struc-

ture. In keeping with structural theory, development is stimulated

when it becomes apparent that the existing mental system is inadequate

(Hersh et al., 1979).

Another potential source of bias in testing material is the

predominant use of male protagonists in the moral dilemma stories. It

is conceivable that females might have difficulty relating to the male

figures and therefore could show lower scores in moral reasoning.

Kohlberg, Levine, and Hewer (1983) reported results from three studies

which examined this protagonist's sex theory: one study revealed more

advanced reasoning with same-sex protagonists, another found more

advanced reasoning with opposite-sex protagonists, and the third found

no difference with varied sex protagonists. With such ambiguous

results it is apparent that the protagonist's sex theory needs further

study.

Parametric tests failed to reveal significant sex differences in

a sample of 144 males and females responding to both personal moral

dilemmas and to Kohlberg's MJI (Gilligan et al., 1982, Appendix).

Yet, the authors drew the following conclusion:

Thus, in replicating under well-controlled conditions
the previously reported sex difference favoring men in
Kohlberg's standard of moral maturity, the current
research supports critics of Kohlberg's theory. . .

(Gilligan et al., 1982, p. 36)

Gilligan and colleagues (Gilligan, 1987, 1988; Gilligan et al., 1988;

Gilligan & Wiggins, 1987) continued to make charges of sex biasing in

Kohlberg's work. Gilligan & Wiggins (1987) believed that the stereo-

types of males as aggressive and females as nurturant have some

empirical basis. They asked such questions as: "Why is prison popula-

tion overwhelmingly male?" "Is it an accident that women are the

primary carers for young children?" "If there are no sex differences

in empathy and caring, why are there sex differences in moral and

immoral behavior?" In the Preface of Mapping the Moral Domain (1988)
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Gilligan said that research studies continue to show that there are

these two different moral voices which are associated with gender

differences. She claimed that psychologists have masked this in the

ways they have approached research to study the issue of sex differen-

ces; also psychologists place an overriding value on separation,

individuation, and autonomy. She claimed that women find primary

value in relationships, connections, and cooperation, and this

automatically labels women as underdeveloped.

Kohlberg said that Gilligan's charge of sex bias is not valid.

He correctly pointed out that the MJI is intended to be an assessment

of competence rather than of preference and spontaneous performance.

Even if some females spontaneously prefer thinking within the care and

response orientation, the 1983 Standard Issue Scoring System elicits

optimal competence in justice reasoning and is a fair measure of that

basic aspect of moral judgment development. There were responses of

care to dilemmas, by both females and males, but clinical analysis of

those responses show that they were not down-scored to Stage 3, as

Gilligan has suggested. Thus, while there may be sex differences in

preference of framing moral dilemnas, there is no sex bias or in-

validity of the MJI or the DIT as assessments of competence in justice

reasoning (Kohlberg et al., 1983; Kohlberg, 1986).

The Question of Two Moral Domains

The bone of contention is, perhaps, really a different issue.

There is substantial evidence that Kohlberg's methodology is not sex

biased. What Gilligan and her colleagues seem to be seeking is

validation that there are two moral domains, one justice oriented and

the other care oriented (Gilligan, 1982, 1987, 1988; Gilligan et al.,

1982; Gilligan & Murphy, 1979; Gilligan et al., 1988; Gilligan &

Wiggins, 1987). Gilligan viewed these two orientations as complemen-

tary, neither higher nor lower than the other in a sequential hierar-

chical sense, although as yet she and her colleagues have not defined

stages in a sequential sense nor provided supporting research to

validate this second possible stage progression in the moral domain.
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Gilligan said that the two views should not be absolutely or neces-

sarily linked to one sex or the other. A small pilot research project

(Gilligan et al., 1982) documented that most males and most females

use both orientations to frame moral dilemmas. However, she did claim

that women tend to conceptualize moral issues in terms of an ethic of

care and responsibility while men tend to conceptualize these issues

in terms of an ethic of fairness, justice, and law. At postconven-

tional levels, she believed that a full moral vision requires an

appreciation and integration of both views (Gilligan, 1982).

In Gilligan's Prologue (Gilligan et al., 1988), she used the now

familiar analogy that these two moral domains are like ambiguous

figure perceptions that can be seen as two images: the vase versus the

two faces, the old woman versus the young one, or the rabbit versus

the duck. When a person sees one of these visions, the other is

impossible to see. Likewise, in a moral situation people can think in

either one or the other of these two moral perspectives but not both

at the same time. Each type of perspective focuses on different kinds

of vulnerabilities, from oppression to abandonment, and helps organize

a person's thinking about choices in a specific situation. Both males

and females can and do focus on both care and justice orientations.

Gilligan and colleagues showed that, while most people introduce both

care and justice considerations in discussing a moral problem, over

two-thirds of them present three-quarters or more of their considera-

tions from one or the other views. Males typically use the justice

view, while females use the care view. However, most individuals use

both views some of the time (Gilligan, 1987, 1988; Lyons, 1988;

Gilligan & Wiggins, 1987).

Flanagan and Jackson (1987) agreed that there is benefit in

using the imagery of a gestalt shift to express these two ways of

seeing a problem. It points out that there are a few people who have

difficulty seeing one or the other available images in a gestalt il-

lusion; there are also a few people who have difficulty thinking in

justice terms and others who do not easily comprehend caring and

compassion. It also correctly points out that most people use one

modality more than the other. However, using such a gestalt shift is
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also misleading. Very few pictures are ambiguous in the way gestalt

illusions are. Likewise, most people do not have difficulty seeing

the conflicting points in moral issues. in the ambiguous gestalt

illusion it is impossible to see both the duck and the rabbit at the

same time; however, it is not impossible to see both the justice and

care issues in a moral problem and to integrate them in one's thinking

about the problem. Moral deliberation, unlike visual perceptions,

takes place over time and much information can be utilized in the

decision-making process. Gilligan is mistaken in her suggestion that

these two perspectives are fundamentally incompatible. There is no

logical reason why these two perspectives could not be used together.

Flanagan and Jackson (1987) found Gilligan and colleagues

talking about care in only good terms, as if everyone should in every

situation be caring and cooperative. This skewed view lacks careful

objective analysis of the differences between good and morally

problematic or even corrupt kinds of care. People often show caring

behaviors for purely egoistic interests. People often cooperate with

and assist in meeting others' unhealthy or corrupt needs and desires.

Co-dependent behavior, so popularized in literature these days, is a

prime example of a type of caring behavior which is not benevolent or

beneficial to anyone in the long run.

Another criticism by Flanagan and Jackson (1987) was the

apparent confusion which Gilligan expressed within and between her

writings. She shifted between the ideas that these two ethics are

incompatible alternatives, are both adequate from a normative point of

view, are complements of one another, are deficient without the other,

are in need of being integrated, and, in fact, are integrated by

postconventional stages.

Gilligan and Wiggins (1987) presented a neo-Freudian account of

early childhood which they believed provides grounding for their

theory of two moral voices with the dominant sex differentiation.

They followed the emotivists camp in finding emotions at the base of

moral behavior. Two sets of emotions which all children experience

undergird their theory. One set includes the feelings of inequality
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and powerlessness (Adler, 1954), the other involves fear of abandon-

ment and need for attachment (Bowlby, 1979).

The dimension of inequality and powerlessness is reflected in

the child's awareness of being surrounded by others who are physically

larger, more powerful, and assert control in the environment of the

child. Most psychologists see the eventual resolution of this

dimension in terms of individuation and self-sufficiency in adulthood.

This developmental process requires establishing oneself on equal

footing with other adults, leading to an interest in justice issues.

Emotions of shame and guilt are also associated with the fair and

justice dimension, implying that standards have not been met (Gilligan

& Wiggins, 1987). The dimension of need for attachment and fear of

abandonment is reflected in the awareness of being dependent on others

to survive physically and emotionally. The child discovers the

patterns of human interactions and observes the ways in which people

care for and hurt each other. Emotions of love and sorrow are

associated with the care and response dimension, implying connection.

The emotions of shame, guilt, love, and sorrow intermingle in each

person. Guilt may be felt by an inability to reciprocate love; shame

and sorrow may be experienced by inattention to another; sorrow, shame

and guilt may result from unjust behavior to another. Even though

there is an intermingling of emotions and obvious overlap of dimen-

sions, Gilligan and Wiggins (1987) believed that moral implications of

attachment relationships have been overlooked in theories of moral

development. The experiences of attachment and rejection are sig-

nificant emotions to the conception of morality in terms of care and

responsibility in relationships.

All children, no matter what sex, are born into situations of

inequality and can survive only with some degree of adult connection.

All children do develop some views of justice and care orientations.

Thus, while the Gilligan-Wiggins theory of grounding the perspectives

of justice and care from these two common feelings and experiences

seems credible, one wonders how the justice view becomes associated

more with males and the care view becomes associated more with females

and how tension between these two ethics would arise. To explain



170

this, Gilligan followed the neo-Freudian theory of Nancy Chodorow on

gender differentiation. The female child identifies with the mother.

The male child must switch attachment and role modeling from the

mother to the father. Chodorow claimed that separation is more

salient and more pressing for boys than for girls. Therefore, the

urge to individuate and become self-sufficient, following the equality

and justice lineage, becomes associated with males. By contrast,

girls role model the nurturing mother, and, therefore, the path toward

natural relationship connections becomes associated with females.

Flanagan and Jackson (1987) said that, assuming this view is true, not

all mothers are nurturing to children. Often fathers are the more

nurturing and responsive. Not all fathers are good role models in

justice reasoning and behaving. Often mothers are the better fairness

role models. If both parents are either nurturing and fair or abusing

and inconsistent, then, following Freud's and Chodorow's theories of

same sex identification, how does this affect the associations of one

view over the other?

If one adds the theory of Jung (Jung, 1964, 1965; Singer, 1973,

1977) that each person has a contra-sex archetype functioning in

either unconscious or conscious levels, how does this affect Gil-

ligan's claim of sex differences in terms of care and justice orienta-

tions? Jung's theory could lend some support for Gilligan's assump-

tions that there are differences in preferences according to sex in

less integrated people. It also could help explain conflict between

such views as well as an avenue for integration of views. In less in-

dividuated people, more conflict would be expected to occur because of

unconscious tensions, including the possible conflicts between care

and justice approaches. With integrated individuals developed to

higher moral stages, inner conflicts would be realized at conscious

levels and, therefore, more amenable to considering all pertinent

prints and appropriate resolution.

Kohlberg et al. (1983) largely agreed with Gilligan that the

orientation of care and response usefully enlarges the moral domain.

Kohlberg claimed only the territory of moral justice reasoning, not of

emotions, aspirations, or action. He, Levine, and Hewer (1983)
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emphasized that the justice domain does not fully reflect all that is

recognized as part of the moral domain. They noted that Christian

virtues--such as the one called "agape" in the Greek, which includes

charity, love, caring, brotherhood, and community--are also part of

morality. American moral development researchers associate these

qualities with prosocial behavior. They admitted that the principles

of altruism, care, and responsible love have not been adequately

represented in their work. This point has been forcefully made by

Gilligan.

Both care and justice must be accounted for in a moral theory.

Kohlberg agreed that his testing instrument is construed to pick up on

only one of these views, i.e., justice. However, Kohlberg disagreed

that there are two moral domains. He also disagreed that these two

modes of thinking are gender related. He believed that considerations

of care and justice are interwoven with the working out of resolutions

to moral dilemmas. Special obligations of care presuppose but go

beyond the general duties of justice. Special relationship dilemmas

elicit care responses which supplement and deepen the sense of

generalized obligations of justice. However, justice issues also

presuppose caring and compassion for others. This stance is not

necessarily inconsistent with the data from the pilot project of Gil-

ligan et al. (1982) or with Lyons' findings and conclusions (1982,

"Conceptions of self and morality and modes of moral choice: Identify-

ing justice and care in judgments of actual moral dilemmas," un-

published dissertation, Harvard University). Kohlberg pointed to the

educational approach that he and his colleagues take in stimulating

moral judgment development in schools and prisons. This approach is

called the "just community" approach. The work indicated that

facilitating children to use Socratic dialectical discussions leads to

democratic resolution of issues involving conflicting rights, which

are interwoven with considerations of community and considerations of

caring and responsibility for the group and for each other (Higgins et

al., 1984; Kohlberg et al., 1972; Kohlberg & Higgins, 1987; Kohlberg

et al., 1983).
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The childhood experiences leading to justice development and

care development are not different. Flanagan and Jackson (1987)

discussed this important insight by presenting the philosophy of

Annette Baier (1986, "Trust and Antitrust", in Ethics 96, 231-260).

Baier argued that the dispositions to be fair and to keep contracts

presuppose that the person has been cared for and has had experiences

of trust. The agent must have the capacity to care for, love, and be

attached to people in order to come to justice views. This caring

nature is a prerequisite to Rawls's theory of justice and to Kohl-

berg's theory of moral judgment development. Without such care and

attachment, first to those one loves and second to some wider com-

munity, the moral disposition to justice has no place to take root.

The caring orientation is necessary but not sufficient for moral

development. It is, however, not a separate domain of moral develop-

ment--it is part of ego development. Flannagan and Jackson (1987)

believed that it is not a matter of one being the necessary condition

for the other. How can one teach children about kindness without

teaching them about fairness? Conversely, how can children be taught

about fairness without teaching them certain things about kindness and

sensitivity to others? The two mutually support each other.

In discussing the need to enlarge the moral domain, Kohlberg,

Levine, and Hewer (1983) suggested that a clearer picture needs to be

drawn which depicts the interdependence of care with justice, not a

new picture expressing them as bipolar or dichotomous. They also

explained that respondents show a preference for either care or

justice orientation depending upon the kind of dilemma asked. The

care responses are usually given when the situation reflects special

obligations to family, friends, and group members. These relations

often include and presuppose general obligations of respect, fairness,

and contract. The standard moral dilemmas were framed to probe in

terms of justice. Gilligan and her colleagues' dilemmas were from the

personal lives of subjects. Most self-reported dilemmas concern

special relationships to family and friends. These generally are

framed in care orientations.
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Most moral situations do not set care against justice. The

Heinz dilemma is an example. Most people can view the wife's right to

life as linked to a caring concern for her welfare; they see the

druggist's right to property as linked to the impact of theft on the

general social fabric and the welfare of people in that society. In

cases where a conflict is seen between care and justice, principles

are required to prioritize higher values over lower values. The

principled Stage 6 answer to the Heinz dilemma is to choose life over

law. That is the most just, the most moral, in that situation

(Kohlberg et al., 1983; Kohlberg, 1981a, 1986). At the conventional

and postconventional stages, people often respond to real life and

hypothetical dilemmas in ways which integrate concerns of benevolence

and care with justice concerns. Kant's principle of treating persons

as ends in themselves is common to both the ethic of care and the

ethic of justice. The Golden Rule is also expressed in both: "Love

thy neighbor as thyself" and "Do unto others as you would have them do

unto you" (Kohlberg et al., 1983).

Another study (Higgins et al., 1984) reported that both justice

and care considerations are used by male and female students in

dealing with school dilemmas. Use of each was attributable to the

type of dilemma they were trying to resolve. The study was done in

six schools: three were run as "just communities" and three were

public schools. The students in the public schools were used as the

control population. A second variable that affected the students'

perspectives was the socio-moral atmosphere of the school situation.

In the "just community" schools, students were encouraged to take

active responsibility in establishing common rules, resolving con-

flicts, setting goals, and learning good communication skills. These

classes of students became more involved with each other and more

responsible for each other. They coalesced as democratically func-

tioning groups. The control schools did not form such groups. The

socio-moral atmospheres of the experimental schools and the control

schools were different. This difference had a direct effect on how

members of classrooms viewed and handled their own dilemma problems.

The experimental schools selected caring and response orientations
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much more frequently than in their counterpart control schools.

Dilemmas located within a community or family context are likely to

invoke caring and response considerations (Kohlberg et al., 1983).

A study by Nunner-Winkler (1984) described another variable in

orientation choice. There are perfect and imperfect duties, as

defined by Kant (1949, 1981) and discussed by Mill (1957). Perfect

duties are negative duties of non-interference with the rights of

others. "Do not lie," "Do not steal," and "Do not kill" are all

examples of perfect duties. These are duties by which everyone is

suppose to abide. Imperfect duties are positive duties which do not

prescribe specific acts. They are guides which do not define to what

degree they are binding in any situation. Another term for imperfect

duties is "supererogatory." An example is the principle of charity.

It does not establish to what extent a person is required to give

one's time, love, attention, or material possessions to another. Both

kinds of duties are considered part of morality. Justice orientations

are perfect duties while care orientations are imperfect duties.

Gilligan claimed that females feel more obligation to fulfill imper-

fect duties than do males. She also claimed that in the case of

conflicting duties, females are more apt to fulfill imperfect duties

while males are more apt to fulfill perfect duties. Nunner-Winkler

tested these hypotheses with adolescents. She did not find sex

differences in orientation to imperfect or perfect duties.

Another conclusion which Nunner-Winkler (1984) made about

Gilligan's assumptions was that many of the dilemmas Gilligan used are

not truly moral in nature but rather involved specific ego interests.

For example, a woman is pregnant. She does not believe that a two

month old embryo is a person yet so she does not consider abortion

killing. She may choose to have an abortion for several reasons: so

the family will not have to suffer financial hardships; to keep a

relationship intact; to be able to complete school or keep a job.

This may be a hard decision for her because of inner conflicts, but it

is not necessarily a moral conflict for her. These kinds of conflict

are part of the general process of ego development.



175

To summarize, choice of orientation seems to be primarily a

function of socio-moral setting, type of dilemma, and whether the

moral task at hand is a perfect or imperfect duty. Sex preference of

orientation may not be relevant when these areas have been taken into

consideration (Kohlberg et al., 1983).

Gilligan and her colleagues have before them the task of

defining more fully the stages of the caring orientation, determining

if they are hard or soft stages, and formulating a testing methodol-

ogy. Evidence to date suggests that such affective dimensions are

soft stage structures functioning in a much broader domain such as

Loevinger's ego development (Kohlberg et al., 1983; Kohlberg, 1986) or

Fowler's faith development (1980; Kohlberg & Power, 1981; Kohlberg &

Shulik, 1984). Another task for Gilligan and her colleagues is the

need to delineate differences and similarities between the care and

responsibility domain and Hoffman's empathy development and Blasi's

responsibility (will power, ego strength) domain.

Ego Development Stages

Kohlberg wrote (1986) that in the 1960s he believed that moral

stages were part of a general cognitive development approach to an

evolving unitary self oriented to a unitary social world. In other

words, he saw only one integrated domain, ego development. The ego

itself was integrated and the aspects of cognition, interpersonal

understanding, and morality were in parallel development with each

other and as part of the developing ego. Since that time, empirical

evidence has persuaded him that there are several domains developing

at different rates within an umbrella structure, the ego. The

question of whether there is only one domain in development or whether

there are several has proponents on each side. Piaget, Kohlberg,

Rest, Turiel, Selman, Hoffman, and Gilligan are followers of the

multiple domain theory. Loevinger, Blasi, and Kegan follow the

holistic tradition of the one domain theory. Proponents of the holism

view see that one domain as the "self," generally understood as ego

development.
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The Issue of One Versus Multiple Domains

The central issue raised by both Regan (1982, 1986) and Loevin-

ger (1982, 1986) is whether it is legitimate to break up the broad

area of ego into separate subdomains. Related to this question is

whether Selman's social perspective-taking test, Kohlberg's MJI or

Rest's DIT reflect the entire ego development domain rather than

subdomains. Loevinger (1982) and Blasi (1982a, 1982b) believed that

the great similarity among "parallel" cognitive, social, moral, and

ego stages suggest they are the same sequence. Research on the inter-

relationships among these similar stages indicated that they must be

specific domains since the isomorphic stages do not develop at the

same times (Kutnick, 1986; Rosen, 1985; Selman, 1976, 1980; Enright et

al., 1986; Kohlberg, 1986; Sprinthall & Burke, 1985). Also, it is

apparent that some domains have a necessary but not sufficient

relationship to other domains. Ultimately, the stages of the broader

ego domain must reflect the sum of all subdomain developments at any

one time. As mentioned, research findings support the distinctions of

cognitive, social, and moral domains. More research is required to

validate the presently unsubstantiated subdomains (i.e., care and

response, responsibility and commitment) and, then, to determine how

they all influence each other. In fairness to Loevinger and Blasi, at

the time of the first printing of the book Ego Development in 1976,

the definitive research just referred to had not been reported. Yet,

Loevinger continued to uphold her theory of unitary domain in the 1986

article, "On Kohlberg's contributions to ego development."

Turiel (1975) presented the theoretical basis for making

distinctions between subdomains. It rests on the developmental

assumption that structures of thought stem from the individual's

interaction with the environment. A person's interaction with objects

and events provides the source for the construction of mental struc-

tures and processes. However, since the environment is not struc-

turally uniform, there are fundamentally different types of internal

and external data each person needs to make sense of (e.g., physical

concepts differ from social perspectives and both of these differ from
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moral judgments and emotional types of knowing). Therefore, it is

expected that there are different forms of thought compatible with

each type of data. The different mental structures are not entirely

independent of each other; they do inform and influence each other.

However, neither are they reducible to each other.

The approach of multiple domains raises theoretical and empiri-

cal problems. The core issues are how to determine legitimate

subdomains and how to delineate their boundaries. Turiel (1975) tried

to clarify these difficulties by spelling out the criteria for making

these decisions:

(a) The sequential stages of reasoning are qualitatively distinct from

other domains.

(b) The structural properties of data are different. The actions and

interactions that are the genesis of the stage structures are qualita-

tively distinct.

(c) At the most advanced developmental level (or end point) the domain

is differentiated from other realms of thought.

A strength of Kohlberg's approach has been in isolating a

distinct feature (e.g., justice morality) which can be specifically

tested. A possible weakness in this approach is that the stages of

moral judgment are extended to encompass areas of social conceptions

other than morality (i.e., social perspective taking, conventional

norms, legal and political domains). The other domains of social

conception have not been examined directly in Kohlberg's work; rather

they have been viewed through the lens of the moral judgment sequence.

While it is productive to interpret how each of these other areas

affects moral judgment, other possible social subdomains should not be

treated as subcategories of moral judgment (Turiel, 1975). Multiple

domain theorists see a broad territory of ego development comprised of

subdomains which develop asymmetrically. At any one time in a

person's life, the ego development itself is a reflection of various

levels of subdomain development. Snarey, Kohlberg, and Noam described

this picture:

The idea of several related but differentiated lines of
development within a multifaceted but unified ego, each
line comprising a relatively circumscribed subdomain
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standing in asymmetrical relations to each other, each
line characterized by a relatively distinct substructure.
(Snarey, Kohlberg, & Noam, 1983, p. 308)

Kegan (1986) wondered if it is the ego which subsumes and unifies all

of the subdomains. Without some aspect to take on these tasks, the

model has difficulty holding to the principle of a unified ego.

Kohlberg on Ego Development

Kohlberg (1984) believed that there is a broad domain of ego

development and that moral development is one aspect or component of

the ego domain. Snarey et al. stated their recent view of the struc-

tural developmental map, terrain, and territory:

Ego development may be understood as the overall unity of
the ego as it progressively reconstructs itself through a
dialectical process in which the person "makes sense" of
his or her evolving relationship with others, the world,
and life as a whole. . . . We believe that individuals
strive for a general sense of self-consistency that
encompasses the human striving for moral consistency.
(Snarey et al., 1983, p. 305)

Despite the wide ranging implications of his theory, Kohlberg

did not claim to be an ego psychologist. However, Kegan (1986)

believed that Kohlberg's contributions to ego development are so

impressive and "filled with promising implications for reconstructions

and new connections. . . as to make it the single most original and

potentiating contribution to the understanding of the ego since

Sigmund Freud's" (Kegan, 1986, p. 163). Kegan pointed out that

Kohlberg has taken Piaget's idea of genetic epistemology and extended

it to the bigger realm of ego psychology. In a sense, the essence of

this idea is very similar to Freud's that biological processes and

processes of knowing are linked. Freud's theory of a wired-in biology

placed meaning making in a subservient position to biology. It was

doomed to failure. However, Piaget's theory was an open-systems,

dialectical biology which made processes of development and processes

of knowing identical. Kohlberg went beyond this. The elegance of his

theory was the suggestion that the development of meaning making is

not the consequence of psychobiological development but is itself the
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process of psychobiological development. The structural developmen-

talists are suggesting new ways of understanding how processes of

growing are inevitably about processes of knowing. The idea that

meaning making is a process of both externalizing and internalizing

data also suggests a new understanding of a related concept in ego

psychology, the observing ego. The observing ego, as mentioned

elsewhere, is the aspect of the person which observes and reflects on

the person's own psychological processes. It has obvious implications

for moral judgment and action (Kegan, 1986).

Loevinger's Ego Development Stages

Jane Loevinger began her study of ego development in the late

1950s. Her early concern was to develop a test to classify ego

development stages; the theoretical tenets of ego development were

formulated based on early test results. The clearest statements of

her theory are found in Ego Development ([1976], 1982). Her theses

were influenced by a wide range of past thinkers: Freud, Baldwin,

Piaget, Maslow, Harry Stack Sullivan, Adler, and Kohlberg (Rich &

DeVitis, 1985). For Loevinger (1984) the term ego development

conformed with Sullivan's definition: a developmental sequence which

expresses a number of individual variables at any age, though higher

stages of these differences are never found in early childhood and

lower stages are rare in maturity. Some of the variables are cogni-

tive complexities (Piaget's scheme), interpersonal relatability

(Selman's scheme), and moral development (Kohlberg's scheme). The

self, ego, is the structure for all the variables. The concept of

structure refers less to a form of thinking than to general stable and

consistent personality content and function. She called this "charac-

ter structure." This broader dimension of ego is a major aspect of

personality development. Evidently, Loevinger saw psychosexual

development and defense mechanisms belonging to personality develop-

ment but not within the structure of ego development. However, her

stages were prominently affected by these Freudian aspects which are

expressed in definitions of stages (Loevinger, 1986; Kohlberg, 1981b).
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The test which Loevinger and Wessler developed in 1970 to elicit

ego stages from subjects is the Sentence Completion Test (SCT). The

results are a sketch combining all the variables which are expressed

as a general stage of ego development. The SCT is unable to distin-

guish one variable from another. She also agreed with Kohlberg that

her method confounds form and content and therefore the stages are

soft rather than hard. In soft stages, structures are hypothetical

underlying entities that cannot be observed but only inferred pri-

marily from content. The distinction between competence or highest

possible level (structure) and performance or characteristic level

(content) is ambiguous in the SCT. These are important differences

between the SCT and the MJI and DIT (Loevinger, 1986). Still another

difference is that Piaget, Kohlberg, and Selman have stages which have

structural transformations at each level, whereas Loevinger's stages

are cumulative from one stage to the next adding on new aspects but

not transforming to new structures (Kohlberg, 1981b). Some of these

distinctions make it impoSsible to accurately speak of parallel stages

among these developmental schemes, although there are close similari-

ties in many of the stages (Loevinger, 1986). Loevinger and Wessler

(Loevinger, 1986) reported interrater reliability correlations for the

SCT in the mid .80s, as compared with the MJI in the mid .90s.

The Sentence Completion Test is a series of word stems such as

"My conscience bothers me if ," "I feel sorry ," and

"When they avoided me .

ft Subjects are asked to complete

each stem in their own words (Loevinger, 1986). This method is a form

of psychoanalytic projective testing, a relatively unstructured

technique which attempts to reveal affective and cognitive thought

patterns. Loevinger relied on ego strength and other constructs in

ego psychology which indicated that she mixed character development

with moral development. Thus, Loevinger tapped a wider and more

subtle referential response in the person's variegated attitudes and

experiences than Piaget, Selman, or Kohlberg (Rich & DeVitis, 1985).

The SCT is a paper and pencil test; there is no probing for further

information by an interviewer (Loevinger, 1982). Loevinger is a

psychometrician. She applied the qualitative findings of projective
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testing to the quantitative measures of psychometrics. On the basis

of these findings, she has formulated an eight-stage theory of ego

development. Table 4 shows these ego development stages. Descrip-

tions of the stages follow (adapted from Loevinger, 1982; Rich &

DeVitis, 1985):

Stages 1 and 2: The Presocial and Symbiotic Stages. The infant and

young child show a primitive emergence of the ego, or self, in an

undifferentiated state. They must learn to adapt to immediate, then

wider, social relationships. As a result of these connections, the

child normally becomes impulsive, e.g., negativistic and self-asser-

tive. The interpersonal styles of these stages are autistic and

symbiotic, respectively. Conscious preoccupation during the symbiotic

stage centers upon self versus non-self.

Stage 3: The Impulsive Stage. It roughly corresponds with Kohlberg's

Stage 1, punishment and obedience, and with Selman's Stage 0, egocen-

tric role taking. Thought and action are governed by anticipation of

reward and punishment. A typical thought is, "Good guys give to me,

mean ones don't." The interpersonal style is receiving, dependent,

and exploitative. Conscious preoccupations are with bodily feelings,

especially sexual and aggressive. Cognitive style involves stereo-

typing and is conceptually confusing. (Loevinger's studies present

some case material from adult sentence completion responses showing

that individuals carry baggage of impulsivity into later life.)

Stage 4: The Self-protective Stage. It roughly corresponds with

Kohlberg's Stage 2, instrumental relativist orientation, and with

Selman's Stage 1, social information role taking and Stage 2, self-

reflective role taking. Children begin to incorporate concepts of

right and wrong into the character structure. Adequate levels of self

control and self mastery over situations and other people have not

been attained. As a result there are signs of opportunism, deception,

coercion, manipulation and exploitation of others, fear of being
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Table 4

Loevinger's Ego Development Stages

(adapted from Loevinger, 1982; Kohlberg, 1981b; Rich & Devitis, 1985)

Loevinger's
Ego Stages

Selman's
Social Stages

Kohlberg's
Moral Stages

Presocial
Symbiotic
Impulsive Egocentric role taking Punishment and

obedience

Self-protective

Conformist

Conscientious-
conformist

Conscientious

Individualistic

Autonomous

Integrated

Social informational
and self-reflective
role taking

Instrumental relati-
vistic orientation

Self-reflective Good boy, Nice girl
and mutual role taking orientation

Mutual role taking

Mutual role taking

Mutual role taking

Social and conven-
tional system role
taking

Good boy, Nice girl
orientation

Law and order
orientation

Sophisticated
relativism

Social contract
orientation

Social and conven- Principled
tional system role orientation
taking
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caught, and externalizing blame. Conscious preoccupation is with self

protection, trouble, wishes, things, advantages, and control.

Stage 5: The Conformist Stage. It roughly corresponds with Kohl-

berg's Stage 3, conformity with close others (the Good boy-Nice girl

stage), and with Selman's Stage 2, self-reflecting role taking and

Stage 3, mutual role taking. Most people tend to mirror the at-

titudes, beliefs, and values of those around them. External norms

dictate behavior rather than inner responses to conflict. Interper-

sonal style involves conformity to external rules, shame, guilt for

breaking rules, wanting to belong, and superficial niceness. Con-

scious preoccupations involve appearance, social acceptability, banal

feelings and behavior. Cognitive style is characterized with concep-

tual simplicity, stereotyping, and cliches.

A Transition Phase: Conscientious-conformist. People begin to

differentiate norms and goals, becoming aware of the self in relation

to groups and helping. Conscious preoccupations are with adjustment,

problems, reasons, opportunities. Cognitive style has multiplicity

characteristics.

Stage 6: The Conscientious Stage. It roughly corresponds with

Kohlberg's Stage 4, law and order orientation, and again with Selman's

Stage 3, mutual role taking. The person begins to make self-decisions

and formulate personal goals. Loevinger placed this stage at late-

adolescence or young adult. It is especially noticeable in college

students. There is decided confusion and torment. The person must

weigh past, safer, more conventional ways of doing things with

personal explorations. This stage is marked by self-evaluated

standards, self-criticism, and guilt for wrong-doing. The interper-

sonal style is intense, responsible, mutual, and concerned about

communicating. Conscious preoccupations involve differentiated

feelings, motives for behavior, self-respect, achievements, traits,

and expression. Cognitive style is conceptually complex with idea of

patterning beginning.
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A Transition Phase: Individualistic. This transition period coin-

cides with Kohlberg's transition Stage 4.5, sophisticated relativism,

and roughly corresponds with Selman's Stage 4, social and conventional

role taking. Dependence as an emotional problem is added to the

interpersonal style category of Loevinger's Stage 6. To conscious

preoccupations, she adds development of social problems, differentia-

tion of inner life from outer. To cognitive style, she adds distinc-

tion of process and outcome.

Stage 7: The Autonomous Stage. It roughly corresponds with Kohl-

berg's Stage 5, social contract orientation, and continues with

Selman's Stage 4, social and conventional role taking. The maturing

person undergoes deepened inner conflict and learns: to cope with

these conflicts and develop toleration; to acquire more sophisticated

sensitivity to concrete situations, processes and change; to increase

respect for others' rights and interpersonal relationships; and, to

gain respect for autonomy and an understanding of interdependence

versus dependence. Conscious preoccupations involve searching for

reflective self-fulfillment--integrating physiological, psychological

feelings, psychological causation of behavior, role conception, and

self in social contexts. Cognitive style is characterized by increas-

ing conceptual complexity, complex patterns, toleration for ambiguity,

broad scope, and objectivity.

Stage 8: The Integrated Stage. It roughly corresponds with Kohl-

berg's Stage 6, universal ethical principled orientation. Loevinger

believes that not more than one percent of the population attains this

stage. People at this level reconcile previous conflicts and polari-

zations, deal with paradox and ambiguity, value justice and idealism,

oppose prejudice, manage inner conflict, appreciate mutuality in

relationships, cherish individuality, pursue personal growth and seek

total personality identity--doing it all with a modicum of existential

humor and wisdom. This final stage is similar to Maslow's self-

actualized individual, to Jung's individuated person, and to Hegel's

self-realized person.
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Loevinger believed that there are "well-adjusted" people at all

of her stages. Her scale should not be taken as a moral IQ index.

Some people will be happy at their attained level, others may be

motivated to higher levels to find better answers to their questions,

and still others may fall into various forms of mental illnesses.

Loevinger finds that coping mechanisms, rather than problem solving,

is the most useful device for psychological well-being for the

majority of people (Rich & DeVitis, 1985).

Developmental Psychology and Self-Actualization

There is considerable conceptual and terminological confusion in

the areas of self-actualization and personality development. Daniels

(1984) said that self-actualization, self-development, ego develop-

ment, character formation, achievement of identity, individuation, and

personal integration are among the many terms used to discuss what

most likely is the same set of processes. Kohlberg (Kohlberg, 1981a,

Kohlberg & Power, 1981; Kohlberg & Shulik, 1984), Loevinger (1982;

1986), and Maslow (1968, 1971) may have described the same set of

phenomena though emphasizing different aspects. Daniels (1984) said

that self-actualization is primarily a moral concept. Maslow's

selection criteria for examples of self-actualized people was based

primarily on moral maturity and matches Kohlberg's principled stages

of moral development.

There is theoretical and empirical evidence for a relationship

between self-actualization and moral development. Table 5 shows

parallels between Kohlberg's moral judgment stages and Maslow's need

hierarchy. Daniels (1984) reviewed major research efforts which have

studied these parallels. These studies indicated that there are

consistent characteristics described by Kohlberg of a principled moral

reasoner and by Maslow of a self-actualized person (e.g., adjustment,

lack of anxiety, autonomy, need for independence, intellectual and

aesthetic interests, imagination and unconventional thought processes,

creativity, tolerance for ambiguity, altruism, interpersonal respon-
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Table 5

Parallels Between Kohlberg's Stages and Maslow's Need Hierarchy

(adapted from Daniels, 1984, p. 26)

Kohlberg's Moral Judgment Stages Maslow's Need Heirarchy

Stage 1: Heteronomous morality Safety/physiological

Stage 2: Individualism, instrumental Physiological
purpose, and exchange

Stage 3: Mutual interpersonal expectations, Love and belongingness
relationships, and interpersonal
conformity

Stage 4: Social system and conscience Esteem

Stage 5: Social contract or utility and Self-actualization,
individual rights non-peak

Stage 6: Universal ethical principles Self-actualization,
non-peak

Stage 7: Faith Self-actualization,
peaking
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siveness, candidness, rejection of traditional values, lack of

dogmatism and prejudice, and lack of psychological conservatism).

Statistical correlations of the studies reviewed by Daniels

tended to support the assumption that self-actualization is related to

moral maturity. The precise nature of this relationship is still

unknown. Self-actualization probably is a component of personality

development. The emphasis of actualizing one's own personal talents

and potentialities can shift to an emphasis on commitment to and

caring for other people. Simpson's research showed that the parallels

between the Kohlberg stages and Maslow's need hierarchy may be a

causal relationship. Maslow's basic need stages are a precondition

for the achievement of the correponding stage of Kohlberg's moral

reasoning (Daniels, 1984; Simpson, 1976).

Self-actualization and moral reasoning research needs to focus

on people past the age of 20--Kohlberg suggested age 30 and beyond

(Kohlberg & Power, 1981; Kohlberg & Shulik, 1984). Simpson believed

that moral maturity goes beyond the attainment of principled stages.

In its most advanced form moral maturity implies that a person has an

integrated identity (Simpson, 1976). Daniels (1984) said that

Simpson's insight places the study of moral development within the

broader framework of personality development. Kohlberg agreed (1981a,

1986).

Development of Responsibility

Augusto Blasi worked closely with Jane Loevinger in the ego

development domain. He wrote chapters in Ego Development (1982) and

has conducted research in related areas. His primary interest has

been studying the connection of moral judgment to moral action. He

provided a critical review of the literature in this area (Blasi,

1980). Although he shared Loevinger's belief that the ego is a

unified process of various aspects developing over time, he narrowed

his research within that broader domain to study the development of

responsibility. In one sense his work comes after Kohlberg's. The

progression is: Piaget's cognitive, Selman's social, Kohlberg's moral
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justice, and then Blasi's responsibility. Moral judgment becomes

structure to responsibility as content. For Blasi, responsibility was

the binding necessity to follow one's moral judgment with action

(Blasi, 1982c).

A refined definition of "responsibility" is the recognition of

the necessity to act, which is felt as a binding force both before and

after the action takes place (Blasi, 1982c). The relation between the

person and the action before it is performed corresponds to the notion

of obligation and is an answer to the question, "Do I have to act in

such and such a way?" The relation between the person and the action

already performed involves ownership and corresponds to the notion of

accountability. This answers the question, "Is this action necessari-

ly mine?" Blasi contended that only when the action is recognized as

the outcome of one's own decision to act does the person acknowledge

personal responsibility.

An obligation to act may come from different sources, such as

authority, social pressure, personal desires,-or one's conscience.

However, ultimately, responsibility is a response to the person's ego.

Blasi (1982c) originally saw the connection between ego development

and responsibility development as levels of a polarity having exter-

nality at one end and internality on the other end. Ego development

itself can be viewed as a process proceeding from an external approach

of oneself in the world (e.g., dependence on external sources of

reinforcement, being subject to external stimulation and immediate

impulses, lack of insight into oneself, projection of blame onto

others and onto the world in general) to an internal approach of self

in the world (e.g., reflective ability to evaluate one's thoughts,

desires, motives, and degree of control in situations; emphasis on

self-reliance, competence, and autonomy). Using Blasi's definition of

the feeling of necessity to act on one's judgment as well as the

acknowledgement of one's action in a situation, responsibility

registers in negative points on the "external" side of the pole and in

positive points on the "internal" side of the pole. Evidence gathered

with the SCT shows that persons at different ego stages tend to

approach responsibility differently. As expected, people at levels
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prior to the conformist stage either externalize responsibility or do

not recognize it at all; at the conformist stage, people accept

responsibility providing justification from community rules and

figures of authority; at the conscientious stage and above, people

base responsibility on themselves (Blasi, 1982c). In support of

Blasi's theory is the research of Guthrie (1983) that was described

earlier, regarding locus of control and field independence-dependence

as factors in the development of moral judgment.

In the early 1970s Blasi gave the SCT to groups of sixth-grade

children to sort them according to ego level. Like Selman, Blasi

adapted Piaget's method of structured interview to provide story

dilemmas which could be acted out by children playing different roles.

Each group was presented dilemmas which were aimed at a particular ego

level. For example, stories for children at the Impulsive Stage were

directed toward parent-independent responsibilities; stories for those

at the Self-protective Stage focused on rule-oriented responsibil-

ities; for those at the Conformist Stage, stories were told which

pointed toward the spirit-of-the-law; and for those beyond the

Conformist Stage, stories stressed self-oriented responsibilities.

Some of the groups received appropriate levels of training through the

dilemma stories whereas other groups received either stories which

were too high or too low for their own level. The hypothesis was that

only training at the appropriate level would be effective. In the two

weeks the experiment lasted, there were no significant changes in any

of the groups. However, since the children were asked to act out

various roles in the dilemmas and then to explain the reasons for the

hero's or heroine's actions, much information was gained regarding the

structure of children's thinking about responsibility (Blasi, 1982c).

Revised dilemmas were developed along with a semi-standardized

interview form. This is the Responsibility Story Test. It is

individually administered to children and adults. There are three

forms, each for different age groups. Form A is for children in grade

2 and below. Dilemmas concern desire versus obedience, desire versus

responsibility, desire versus altruism, obedience versus altruism, and

desire versus keeping a promise. Form B is for children in grades 3



190

through 8. A dilemma is added concerning altruism versus the law, and

the specific content of Form A is altered to be age-appropriate. Form

C, intended for high school and college, has the same dilemmas as Form

B. It is also altered to be age-appropriate and has an added dilemma

concerning altruism versus personal development. These dilemmas are

probed for the following information: (a) what the heroine or hero of

the stories should do and why; (b) what, if anything, the heroine or

hero really must do and why; (c) how the heroine or hero should handle

her or his misbehavior; and (d) how the relation between action and

sanction is perceived, or whether blame is accepted or rejected

(Blasi, 1982c).

According to increasing maturity, reasons given for a necessary

action range from (a) punishment or physical consequences, (b) social

relations and social motives, such as reciprocity or friendship, and

(c) considerations based on contract or commitment. These categories

of responsibility can easily be related on the one hand to stages of

ego development and on the other hand to stages of moral reasoning.

Blasi found that in many people there is a gap between the criteria

they apply in making decisions about right and wrong and the applica-

tion of the same criteria in making decisions about responsibility.

Blasi (1982c) concluded that this area requires more research to

understand why this kind of gap occurs.

The research area covering responsibility, as it relates to

moral judgment and action specifically and to ego development general-

ly, is often referred to as commitment to one's decisions and beliefs.

It is also often referred to as acting on one's duty and following

one's will. Both Loevinger (1982, 1984, 1986) and Blasi (1982c) saw

this dimension of ego strength belonging to the broad domain of ego

development. Kohlberg (1981a) spoke of such commitment to one's

judgments as part of character development belonging to the domain of

moral justice. However, in 1986, he proposed that it may properly

belong to the bigger domain of ego.

Rest (1984) confirmed the need for more extensive research in

the areas of ego strength and self-regulation, since Blasi and

Guthrie's pilot studies stand alone and only provide beginning
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information. According to Rest, the question the research should

address is: "How does the person implement and follow through on her

or his intention?" The first part of the question involves figuring

out the sequence of concrete actions. The second aspect deals more

directly with what some psychologists call "ego strength." Others

call it "delay of gratification" and "self-regulation skills," while

still others call it "will power" and "self discipline." In general,

it involves working through impediments and unexpected difficulties,

overcoming fatigue and frustration, resisting distractions and other

allurements, and not losing sight of the eventual goal. What charac-

terize this dimension are perseverance, resoluteness, and strong

character.

Another question which the research needs to address involves

the connections between emotion and will power. Commitment and

follow-through on moral judgments require motive force. There is

obvious connection between belief in and commitment to one's own

mentation and the will power to act on that mentation. The connecting

aspect must be an emotional component-strong enough to motivate one to

action. More research defining responsibility stages may show

connection with the emotions of care and response and or empathy; it

also may show a soft stage structure.

Faith Development Stages

During the 1970s Lawrence Kohlberg and his then Harvard col-

league James Fowler collaborated on research of a broad domain which

they called "faith development." They defined "faith" as a way of

making sense of one's existence. It denotes a way of giving order and

coherence to one's life. It expresses the degree of trust and

commitment a person has to self, others, and the natural processes in

life. They discovered through research that faith is a universal

human phenomenon. Meaning making is part of being human. It is

unavoidable to a species which has consciousness, self-consciousness,

and innate mental structures which categorize and organize the

phenomenal world. Consciously or unconsciously people learn to trust
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their ways of comprehending themselves in an interactive environment,

a process which begins in infanthood and is ongoing. Fowler (1980)

summarized faith as:

a disposition of oneself toward the environment

in which trust and loyalty are invested in a center or centers of

value and power

which order and give coherence to life, and

which qualify, support, and sustain our mundane or everyday

commitments and trusts,

combining to give orientation, courage, meaning, and hope to our

lives, and

uniting people into communities of shared interpretation, loyalty,

and trust.

The faith stages are more comprehensive constructs than Kohl-

berg's moral reasoning stages, or Selman's social perspective-taking

stages, or Piaget's cognitive stages. The faith stages integrate

operations of knowing and valuing which underlie and give form to the

contents of people's systems of meaning making. They represent modes

of knowing which interlink thought and emotion. They comprise

elements of philosophies, ideologies, religions, myths, symbols, and

rituals. They comprise cognitive, social and moral knowledge. They

comprise emotional ways of knowing. Each person has mental structures

which develop, to varying degrees, rational operations which evaluate

internal and external data for sense and consistency. This resulting

logic of conviction (faith) continues to be open to ongoing dialecti-

cal tests, allowing new data to alter its forms. Whether this large

domain of faith encompasses, is parallel to, or is part of Loevinger's

ego development domain is a question requiring more research (Fowler,

1980; Kohlberg, 1981a; Kohlberg & Power, 1981).

Fowler developed a clinical interview format and scoring

procedures to elicit faith stages and aspects. He tested individuals

of various cultural heritages, some of whom had religious beliefs

representing orthodox and unorthodox Catholic, Jewish, protestant, and

Eastern faiths, while others were agnostic or atheistic. Data from

this large study produced six faith stages, each stage having seven
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structural aspects. The aspects include Piaget's cognitive patterns,

Selman's social perspective taking, Kohlberg's moral reasoning, locus

of authority, bounds of social awareness, form of world coherence, and

role of symbols. Table 6 details the six faith stages and the seven

aspects.

Kohlberg published an article in 1974 entitled "Education, Moral

Development and Faith" in which he presented the faith stages (Fowler,

1980). He acknowledged the parallel development of faith stages and

moral stages but was unable to answer whether faith stages are

necessary but not sufficient for moral growth or vice versa. Since

that publication there have been extensive but somewhat conflicting

studies. Fowler's data, Eugene Mischey's data (University of Toronto

in 1976 unpublished dissertation, "Faith Development and Its Relation-

ship to Moral Reasoning and Identity Status in Young Adults"), and

Power's data (paper presented at the American Psychological Associa-

tion Convention, San Francisco, August 26, 1977) support parallel

development between faith stages and moral stages through Stage 3. At

Stage 4, Mischey found faith stages developing more rapidly while

Power found moral stages developing prior to the faith stages.

Mischey's research showed a connection of moral and faith stages

to identity formation. He wrote:

The present results indicate that ontological issues and
perspectives are an integral part of the developing
personality and that these perspectives significantly
contribute to the structuring of one's moral reasoning and
behavior. . . . It seems that an individual initially
seeks out answers to questions surrounding her or his
existence as a human being and the general purpose of life
before realizing the need to be ethically responsible in
society. It seems that if individuals do not find answers
or, at the very least, do not come to some general
understanding of ontologically based questions, then the
incentive or motivation to be morally inclined may be
placed in a precarious position. (Fowler, 1980, p. 156)

Identity formation normally occurs in late adolescence (see Erikson,

1963, 1968, 1982). Moral Stages 4 and 4.5 also could be forming at

this time, "if there have been adequately worked out answers to one's

existence as a human being and the general purpose of life" according

to Mischey. Recent directions in moral development research suggest
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Table 6

Fowler's Faith Stages By Aspect

(adapted from Kohlberg & Power, 1981, p. 334)

STAGES
Piaget Selman

ASPECTS

Kohlberg Bounds of Social Awareness

One Preopera-
tional

Rudimen- Punishment
tary reward
empathy

Family, primal others

Two Concrete Simple
operations perspec-

tive

Instrumental
hedonism
(reciprocal
fairness)

"Those like us" (familial,
ethnic, racial, class,
and religious terms)

Three Early for- Mutual Interpersonal
mal oper- inter- expectations
ations personal and concor-

dance

Composite of groups in
which one has interper-
sonal relationships

Four Formal
operations
(dichoto-
mizing)

Mutual Societal per-
with self- spective;

selected reflective
group or relativism
class or class-bias-

ed universalism

Ideologically compatible
communities with con-
gruence to self-chosen
norms and insights

Five Formal op-
erations
(dialec-
tical)

Mutual Prior to soci-
with ety, princi-
groups, pled higher
classes, law (universal
tradi- and critical)
tions other
than one's own

Extends beyond class
norms and interests;
disciplined ideological
vulnerability to "truths"
and "claims" of our
groups and other tradi-
tions

Six Formal op- Mutual Loyalty
erations with the to being
(synthetic) common-

wealth of being

Identification with the
species; transnarcis-
sistic love of being
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Table 6

Fowler's Faith Stages By Aspects (continued)

STAGES
Locus of Authority

ASPECTS

Form of World Coherence Role of Symbols

One Attachment-dependence Episodic
relationships; size,
power, visible symbols
of authority

Magical-numinous

Two Incumbents of autho-
rity roles, salience
increased by personal
relatedness

Narrative-dramatic One-dimensional;
literal

Three Consensus of valued
groups and in personal-
ly worthy representa-
tives of belief-value
traditions

Tacit system, felt Symbols multi-
meanings symbolically dimensional;
mediated, globally held evocative power

inherent in
symbol

Four One's own judgment as
informed by a self-
ratified ideological
perspective; author-
ities and norms must
be congruent with this

Explicit system, concep- Symbols separat-
tually mediated, clarity ed from symbol-
about boundaries and ized, translated
inner connections of (reduced) to
system ideations. Evo-

cative power inherent
in meaning conveyed
by symbols

Five Dialectical joining of
judgment-experience
processes with reflec-
tive claims of others
and of various expres-
sions of cumulative
human wisdom

Multi-systemic
symbolic and
conceptual
mediation

Postcritical rejoin-
ing of irreducible
symbolic power and
ideational meaning;
evocative power in-
herent in the reality
in and beyond symbol
and in the power of
unconscious processes
in the self

Six Personal judgment, in- Unitive actuality Evocative power of
formed by the experi- felt and partici- symbols actualized
ences and truths of pated unity of
previous stages, pu- "one beyond the
rified of egoistic many"
striving, and linked
by disciplined intuition
to the principle of being

through unification
of reality mediated
by symbols and the
self
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that development may continue through the lifespan. Existential and

metaphysical questions arising after the age of 20, and in some people

occurring throughout life, may stimulate the search for more adequate

and meaningful answer (Kohlberg & Power, 1981; Kohlberg & Shulik,

1984; Kohlberg, 1986).

Power spoke of six functions faith plays in supporting and

informing moral judgment (Fowler, 1980):

(a) Faith constitutes a way of seeing and interpreting moral

situations which can motivate action;

(b) Faith represents a sense of commitment. The experience of one's

mortality gives rise to a renewed sense of purpose, "I must be

here to do something";

(c) Faith impacts ethical sensitivity. If the order of the universe

is sensed as being lawful or loving, then there is a feeling

that one's moral action should conform with it; conversely, if

the perception is of an indifferent or hostile universe, then

this negative vision will have powerful determinative impact on

moral judgment;

(d) A faith vision can offer reassurance that ethical actions in an

unjust world are not fruitless but may have some form of eternal

or eschatological significance;

(e) Faith requires a complementary existence with other people and

the environment. This dilutes the tendency of persons to center

all of their meanings in themselves;

(f) Finally, faith functions to support human action especially in

the ambiguities of life when one cannot control or predict the

outcomes of one's actions.

Power concluded that the role of faith in relation to moral

judgment seems to provide the condition for the possibility of making

any moral judgment. That is, when any moral judgment is made there is

an implicit recognition that there is a necessity to make a moral

judgment (Fowler, 1980). Power's work, in this sense, dovetails with

Blasi's work with responsibility (Blasi, 1982c).

Kohlberg and Power (1981) believed that Fowler's broad defini-

tion of faith development and his testing methodology, which do not
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distinguish the seven aspects, lead to confusion, as do Loevinger's

broad definition of ego development and her testing methodology. Such

broad areas having multiple aspects make the empirical study of

specific aspects difficult. One ends up with broad information about

an individual, so broad that it fails to have educational and clinical

application. On the other hand, the faith and ego development

theories conceptually and empirically offer ways of broadening

Kohlberg's account of moral development. Fowler suggested that each

moral judgment stage implies and requires anchorage in a more exten-

sive framework of belief and value (Fowler, 1980). Kohlberg certainly

admitted that moral development is part of a larger domain (the ter-

ritory mapped out by both Loevinger and Fowler) and requires, for its

existence and functioning, the interactions and influences of all

other aspects of that larger domain (1981a, 1986).

In summary, moral and faith development can be investigated as

separate domains, as can cognitive, social, empathic, responsibility

and ego. There are general parallel stages in each domain. The

parallelism between moral structures and faith structures is so

pervasive as to give rise to various expressions of natural law

thinking. However, acknowledging this relationship between morality

and the nature of ultimate reality is not saying that there is a

specific form of natural law tradition (e.g., theistic, pantheistic,

agnostic or atheistic) which this relationship will take. The innate

mental structures which designate that humans will make meaning is a

formal structuring which each individual fills with one's own content

(Kohlberg & Power, 1981).

Kohlberg's Metaphorical 7th Stage

The first time Kohlberg published information about the

metaphorical 7th Stage was in the 1974 article, "Education, Moral

Development and Faith," in which he presented the faith development

stages (Kohlberg, 1974; Fowler, 1980). Since that time he has written

about it in several articles and books (Kohlberg, 1976, 1981a; 1986;

Kohlberg et al., 1983; Kohlberg & Power, 1981; Kohlberg & Shulik,
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1984). He normally would introduce Stage 7, the hypothetical and non-

moral stage capping his moral development stages, after he stating his

belief that moral principles can be formulated and justified without

reliance on faith or religions. He claimed that the principled

justice of Stage 6 stands on philosophical and psychological grounds

independent of faith or religion. However, then he would say that at

Stage 6 there remains unanswered the ontological question: "Why be

moral in a world that often appears to be unjust?" Stages up through

5 provide rational answers within the frame of each stage structure to

this question. For instance, the person at Stage 1 does right because

of the superior power of authorities and to avoid punishment; the

person at Stage 3 is moral because it is important to be a good person

in one's own eyes and the eyes of significant others; at Stage 5, the

person is moral because of a sense of binding social contract for the

protection and welfare of all persons in the society. However, to

answer this question at Stage 6, there is no inherent rationale in

universal moral principles. The answer to this question at Stage 6 is

always a faith answer (Kohlberg, 1976; Fowler, 1980). In the 1976

article, "Moral Stage and Moralization," Kohlberg said that, at the

principled level, the question "Why be moral?" entails the questions

"Why live?" and "How to face death?" An ultimate moral maturity

requires a mature solution to these questions of the meaning of life

and death. They are not moral questions per se; they are ontological

or religious ones. Solutions to these questions cannot be reached on

purely logical or rational grounds. They represent ways of under-

standing the human situation in a transcendent framework of meaning

and value. In Kohlberg's language:

The characteristic of all these Stage 7 solutions is that
they involve contemplative experience of a nondualistic
variety. The logic of such experience is sometimes
expressed in theistic terms of union with God but it need
not be. What is essential is the sense of being a part of
the whole of life and the adoption of a cosmic, as opposed
to a universal humanistic Stage 6 perspective. . . . To

ultimately live up to moral principles requires faith.
For this reason, we believe, the ultimate exemplars of
Stage 6 morality also appear to be people of faith. . . .

I believe then, like Kant, that ultimate moral principles,
Stage 6 morality, can and should be formulated and
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justified on grounds of autonomous moral rationality.
Such morality, however, "requires" an ultimate stage of
faith and moves people toward it. . . . This faith
orientation does not basically change the definition of
universal principles of human justice found at Stage 6,
but it integrates them with a perspective on life's
ultimate meaning. (Kohlberg, 1976)

The introduction of a faith component to a cognitive developmen-

tal theory is novel and controversial for contemporary psychology.

Petrovick (1986) said that, in part, Kohlberg acknowledged that a

cognitive moral theory is unable to answer some pertinent questions

and must look outside of rationality to do so. His theoretical Stage

7 has the potential of becoming an interesting attempt at superceding

the limits of the standard cognitive developmental model in moral

psychology. He admitted that values and metaphysical presuppositions

are necessary in moral discourse.

Kohlberg and colleagues gave examples of people at Stage 6 moral

reasoning, who also have developed mature faith to show the inter-

mingling of these two domains (Kohlberg, 1981a; Kohlberg & Power,

1981; Kohlberg & Shulik, 1984). What empowers a person to be willing

to die for a principle of justice is something beyond justice. It

requires a blending of faith with Stage 6. Kohlberg called this blend

a "metaphorical Stage 7." People at this stage affirm life from a

cosmic perspective; feel some mystic union with God, Life, or Nature;

accept one's own mortality while finding its meaning in a moral way of

life--expressing the love for and union with life through a love for

fellow human beings. Exemplars of Stage 7 coming from pantheistic

natural law and justice philosophies are Marcus Aurelius, Spinoza,

Socrates, and Plato. Exemplars coming from theistic (agape-centered

philosophies) are Teilhard de Chardin, Gandhi, and Martin Luther King

(Kohlberg, 1981a).

The movement to Stage 7 starts with despair. It is when life is

seen as finite from some more infinite perspective that one feels

despair. The meaninglessness of life in the face of death is the

meaninglessness of the finite from the perspective of the infinite.

The resolution is a shift from figure to ground, where figure is

originally the despair state and ground is seeing oneself in union
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with the whole from the perspective of the infinite whole. At

resolution, Stage 7, what was ordinarily background becomes foreground

and the self is no longer figure to the ground. This experience of

unity is associated with a structure of ontological and moral convic-

tion (Kohlberg & Power, 1981).

For further clarification of this metaphoric Stage 7 (Fowler's

Faith Stage 6), two people as examples are helpful: Marcus Aurelius,

the Roman emperor and Stoic who is outside the Judeo-Christian

tradition, and Teilhard de Chardin, a paleontologist and Catholic

priest (Kohlberg & Power, 1981).

Marcus Aurelius lived in a corrupt world and yet was a man who

was incorruptible, an absolutely principled person. He was surrounded

by people who had no understanding of his principles and by people who

were close to him but who betrayed him. Nonetheless, he not only

forgave but also loved these people. He had a simple faith, like all

Stoics. He saw the universe as lawful, knowable, and evolving. From

this belief he derived a natural law view of morality that gave him

strength to act in terms of universal principles of justice in an

unjust world. He felt unified with a lawful universe and found peace.

Teilhard de Chardin anguished over the prospect of a cosmic

dead-end with death. The resolution of his despair came with his

construction of a creative process of evolution from which he could

better understand the universe. There are two facets operating in

human and world evolution--a psychic "within" aspect and a physical

"without." The central law of evolution links the within and without

of things, what he calls the law of complexity-consciousness. The law

stipulates that every better organized mental structure will cor-

respond to a more developed consciousness. The tendency of the

evolutionary process is to provide stimulation for more developed

mental structures--hence, more complete levels of individual human

consciousness. As this process proceeds, union with the Omega Point,

Teilhard's term for God, increases with an increase in consciousness.

Love is the active entity of the Omega Point. As people gain more

consciousness they gain more capacity for love. Love is present in

the unity of people with each other and finally with nature and the
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cosmos. Teilhard's most systematic presentation of this theory is in

The Phenomenon of Man (1959). His theory is reminiscent of that

formulated by several of the philosophers and psychologists presented

in Chapter 2 of this thesis. His concept of mental structures is

similar to McDougall's, Federn's, and Piaget's. His belief that

bringing more information into consciousness is what healthy and moral

people should do is similar to Freud's, Jung's, and Federn's. One's

self-image has meaning only in the context of a social world, setting

the grounding for what Hegel termed altruistic disinterested concern

as opposed to self-interested concern. Teilhard's concept of merging

with cosmos at the Omega point, becoming the whole, taking on everyone

else's position, is similar to Kohlberg's Stage 6. It is also similar

to Hegel's concept of self-realization (self-actualization), which

requires not only personal individuation or coming into one's whole

personhood in Jungian terms, but also union with the whole of human-

kind and the infinite whole. At this point of Stage 7 development,

one views every moral situation as the spokesperson for humanity--an

active and ongoing state of altruism.

The Relationship Between Moral Judgment and Moral Action

The question of whether there is a consistency between moral

thought and behavior is a multifaceted one. It is clear that thought

and action do not exist in a one-to-one correspondence. Rosen (1985)

and Rest (1980) suggested several variables which may influence be-

havior: moral stage, motivation, affect (i.e., empathy, care and

response, feelings) situation, group pressure, self-interests, and

personality. To this list, Blasi (1980, 1982c) added judgments of

responsibility. Kohlberg agreed with Rosen, Rest and Blasi (Kohlberg

et al., 1983).

Kohlberg's Monotonic Theory

To analyze this issue, it is useful to start with a review of

Kohlberg's monotonic (i.e., sameness, action matches judgment) theory
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of moral stage connections with moral action and related research. In

the late 1960s and early 1970s Kohlberg's theoretical articles called

attention to a number of studies which reported correlations between

higher stages of moral judgment and moral action. Kohlberg and Candee

(1984) explained their theory of monotonic relationship between moral

stage and action by hypothesizing that moral action results from a

three-step process. The first step is to make a deontic judgment of

rightness or justice in the situation (i.e., a judgment of what is

morally right, what one ought to do in a situation). The second step

is to make a judgment that the self is responsible to carry out this

deontic judgment in the moral situation (Blasi's theory and research,

1982c). The third step is to carry it out. There is a monotonic

increase in the judgment made and the necessity to carry that action

out with each higher stage (Kohlberg et al., 1983).

An example of this hypothesized monotonic increase in consisten-

cy by stage between deontic judgments and judgments of responsibility

was observed by Helkama on responses to hypothetical dilemmas.

Helkama found that at Stages 3 and 4 (see Table A-2, Appendix) about

50 percent of subjects said Heinz should steal the drug. Of that 50

percent only 28 percent said Heinz would be responsible for her death

if he did not steal for her. At Stage 5, however, over 50 percent of

the subjects felt Heinz would be responsible if his wife died. There

was almost twice the consistency between a deontic judgment of

rightness and a judgment of responsibility at Stage 5 as compared to

that consistency observed at the conventional stages (Kohlberg et al.,

1983). Judgments of responsibility to act appear to increase consis-

tently as one moves up the Kohlberg stage hierarchy.

This increased consistency is expected based on Kohlberg's claim

that each higher stage is more prescriptive in the sense that it more

successfully differentiates moral obligation and responsibility from

non-moral considerations. For example, at the conventional stages

subjects may think it is right to help a victim or to refuse to shock

a victim. At the same time they may feel they do not have the

responsibility to carry out these actions because it is the experimen-

ter or some other authority figure in the situation who has ultimate
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responsibility. However, Stage 5 reasoners (and very often lower B

sub-stage reasoners) deem it necessary to act on their autonomous

deontic choice. Excuses for not taking the responsibility to act,

such as an appeal to the experimenter's authority or a concern for

approval, are considered invalid by such reasoners (Kohlberg & Candee,

1984).

Kohlberg et al. (1983) suggested that moral stage influences

moral action in two ways: (a) through differences in deontic choice

and (b) through judgments of responsibility. Where situations are

controversial, differences are expected in deontic choice, with

subjects at each higher stage more likely to agree on the choice as

determined by moral principles. In situations where there is general

agreement on the deontic choice, it is still expected that a monotonic

relationship will exist between stage and action due to increases in

consistency, by stage, between deontic choice and a judgment of

responsibility.

Kohlberg explored whether there is universal agreement at Stage

6. The question he tried to answer was whether principled subjects

(i.e., subjects using Stage 5 or 6 reasoning) reach consensus in their

judgment of a particular dilemma situation. In cultures studied

(e.g., in the United States, Finland, and Israel) data showed that

Stage 5 subjects reach consensus that Heinz is right to steal. Both

the philosophers and the lay subjects functioning at Stage 5 used

Kantian or deontological principles of respect for the life or

personhood of another to make their deontic choice. The druggist

claims the right to property in the story and this claim shows no

recognition of the wife's right to life. Life in the deontological

view takes precedence over property rights. The use of the utilitar-

ian principle of obtaining the greatest welfare for all involved in

the dilemma also leads to the same choice to steal (Kohlberg et al.,

1983).

Principled Stage 5 and lower stages at the B sub-stage choose

the principled content to respond to the hypothetical dilemmas; they

choose this content in a way which is formally close to what both Kant

and Piaget would call "autonomous." In terms of content, they choose
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the alternative of preserving justice or human rights as against

obeying laws or authorities in situations where these are arbitrary or

in conflict with rights and justice. The B sub-stage is more pre-

scriptive, more reversible, and more universalistic than the A sub-

stage. In this way, and in contrast to the judgments of an A sub-

stage, judgments of rights and responsibility made at sub-stage B are

more like those judgments of rights and responsibility made at the

principled stages. Holding stage constant, judgments of respon-

sibility made at sub-stage B contain fewer excusing complications than

do judgments of responsibility at sub-stage A. Sub-stage B responses

reflect the Stage 5 "right content answers" to the dilemmas as well as

an intuitive understanding of the principled reasons for these

choices. While a Stage 5 reasoner is explicit and rational in

responding, a lower sub-stage B person is someone who intuitively per-

ceives the central values and obligations in the dilemma and uses

these intuitions to generate a judgment of responsibility or necessity

in the dilemma. Kohlberg and colleagues' research (Kohlberg et al.,

1983) showed that the minority of subjects below Stage 5 who act

morally in experimental situations are sub-stage B. This evidence

supports the notion that moral action stems from responsible choice

guided by an intuition of moral values and is not necessarily depen-

dent on stage sophistication. Implied is the Platonic and Intuition-

ist view that one's conscience can intuit principles of justice and

act accordingly. (Kant also hypothesized that the categorical

imperative was intuited by ordinary unreflective moral judgment.)

Accordingly, a relationship between moral thought and moral action is

most likely found in those persons who judge that it is right to

perform the more moral behavior, either by virtue of their Stage 5

reasoning or by virtue of their B sub-stage intuitions.

Another aspect of importance regarding Kohlberg's monotonic

theory is the repercussions it may have regarding the philosophical

naturalistic fallacy (i.e., it is invalid to derive what human

principles should be from psychological research, going from an "is"

to an "ought"). The notion that judgments of responsibility are

consistent with deontic judgments at the postconventional level plus
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the notion that the deontic choice is the same for all Stage 6

respondents allows Kohlberg to claim that his theory commits the

naturalistic fallacy and can get away with it. This is because the

deontic choice would be a universal choice at the Stage 6 principled

level. The increased consistency between moral judgment and moral

action plus the narrowing of choice of action as phenomena relate to

moral stage growth. As the mental structures become more comprehen-

sive through development they gain ability to evaluate the variables

in a moral situation and the options in those situations. At the

principled stage, rational options have been narrowed to only one

choice in each conflict situation. That is, there is only one choice

which all principled rational people would deem the most acceptable to

be universalized. Kohlberg's hypothesis is that "ought" becomes "is"

at Stage 6, they are monotonic. While there is empirical data to

suggest this process may occur, full substantiation of the total

theory is yet to come (Kohlberg, 1981a). (For detailed pros and

contras of Kohlberg and the naturalistic fallacy, refer to: Kohlberg,

1972b; Locke, 1986; Boyd, 1986; Bailey, 1986; Siegel, 1986.)

The hypothesis that there is a connection between moral judgment

and action depends on the assumption that in conflict situations

people use the same stages of reasoning that they used in solving

hypothetical dilemmas in the MJI (Hersh et al., 1979). Kohlberg and

Rest stated that the MJI is not a test of moral action. It asks what

any person ought to do in a particular hypothetical situation. It

does not ask what a person actually did do or would do in that

situation (Kohlberg et al., 1983). The MJI is a test of cognitive

moral competence rather than actual performance. It is standardized,

meaning the hypothetical dilemmas are potentially meaningful to all

persons rather than actual dilemmas faced by particular persons

(Kohlberg, 1981b). However, for the MJI to be useful in application,

it needs to predict not only a person's moral thought structure but

also how a person will behave in a moral situation.

Two recent studies look at this issue. Using Damon's justice

test--a revised version based on Kohlberg's work to test moral

reasoning in young children--Susan DeMersseman found that children
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aged 4 to 9 did use the same stages of reasoning in both domains.

Robert Selman and Dan Jaquette studied 10 to 14 year old children who

had emotional and learning disabilities. Their findings show consis-

tencies between hypothetical and real-life social and moral reasoning

(Hersh et al., 1979).

Blasi wrote an exhaustive review of studies involving connection

of moral judgment and moral action and concluded that "the body of

research reviewed here seems to offer considerable support for the

hypothesis that moral reasoning and moral action are statistically

related" (Blasi, 1980, p. 37). The majority of studies using the

Kohlberg stage measure show correlations between relatively high-

stage moral judgment and what is commonly called moral behavior,

including such dimensions as honesty, resistance to temptation, and

altruistic or prosocial behavior. Despite these correlations, Blasi

noted that the studies cast almost no theoretical light on why there

may be a relationship between judgment to action (Blasi, 1982c).

It is significant, therefore, that a study by Kohlberg and

Candee (1984) has indicated that the relationship of moral stage to

action is a monotonic one. In other words, the higher the stage

reasoning, the more likely action will be consistent with the moral

choice made on a dilemma. This monotonic relationship has been

observed even in situations where the content factor of moral choice

is consistent across stages. For example, McNamee and Peterson (1984)

found that a large majority of Stage 3 and Stage 4 subjects in this

sample thought it was right to help an apparently drugged stooge who

was appealing for help. Even with this agreement on deontic choice,

however, Stage 4 subjects were still more likely to actually help the

stooge than were Stage 3 subjects. Results similar to McNamee's are

reported in (a) Kohlberg and Candee's (1984) reanalysis of the

Berkeley Free Speech Movement data collected by Haan, Smith, and Block

in 1968, and in (b) Kohlberg and Candee's (1984) reanalysis of the

Milgram data, collected by Kohlberg in 1969.

Haan, Smith, and Block, three psychologists at the University of

California at Berkeley, were interested in the relation between the

students' stages of moral reasoning and their decisions to join the
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1964-65 Free Speech Movement sit-ins. The university's administration

had rescinded its earlier permission that civil rights workers could

solicit funds and organize drives on campus. The civil rights workers

decided to continue their activities based on human rights to free

speech. The police were called in when the civil rights protesters

organized a sit-in at a college hall. Many of these students were

arrested. A year after the protest, Haan and her colleagues sent out

the MJI to Berkeley students. Fifty-three students who had been part

of the sit-in returned their MJI (Hersh et al., 1979; Kutnick, 1986).

Kohlberg and Candee rescored this data using the new scoring method

and found a strong monotonic relationship between moral reasoning and

taking part in the sit-in. They also found a monotonic relationship

in reasoning and deontic choice (Kohlberg & Candee, 1984; Kutnick,

1986).

The Milgram experiment was to test whether people are able to

make decisions in situations where an authority figure tells them to

inflict pain or harm another individual for the betterment of that

other person. A stooge is placed in one room, supposedly hooked up to

electrical current. The subject is placed before a panel of switches

and dial which turn the current on and intensify it. The subject is

instructed to give an electric shock to the stooge in the next room

for every wrong answer given. The electric current is increased with

every wrong answer. The stooge's screams are heard as the current

increases. Milgram's original findings were that very few subjects

made the decision to refuse shocking the stooge when it was apparent

that it was causing pain. Kohlberg and Candee (1984) tested original

subjects from the Milgram experiment. They then rescored the Milgram

data. Results showed the monotonic relationship of reasoning to

action; those subjects who refused to participate scored at the higher

stages and B sub-stages. The Milgram data appear to divide between

followers (of the experimenter) and those who perceived themselves in

a position of responsibility for the victims, e.g., those who refused

to carry on with the experiment (Kohlberg & Candee, 1984; Kutnick,

1986).
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Results from the rescored Free Speech Movement and Milgram data,

along with McNamee's study, suggest that within the higher stages of

judgment, responsibility becomes more focused on the individual.

There appears to be a monotonic increase in making judgments of

responsibility consistent with deontic judgments of rightness.

These data do support the monotonic relationship and the role of

responsibility in the judgment-action relationship (Kohlberg & Candee,

1984; Kutnick, 1986).

Kohlberg and Candee (1984) summarized the monotonic theory of

the relationship of judgment to action as follows:

(a) Reasons for not performing the moral action may take the form of

quasi-obligations and deferring to authority;

(b) There is greater consistency between moral judgment and moral

action with increasing stage development;

(c) Higher-stage and sub-stage B subjects are more likely to make a

judgment of responsibility;

(d) Higher-stage and sub-stage B subjects are more likely to follow

through with action after they have made a moral judgment.

Kutnick (1986) presented a graph, Figure 4, to show the range of

moral choice to action as well as the follow-through of judgment-

action at each of Kohlberg's moral judgment stages. The range of

moral choice of action becomes smaller at higher stages. A person

assumes greater commitment to judgments made with each higher stage.

Also, as one's level of reasoning rises, the choice of action decrea-

ses as the feeling of responsibility to one's decisions increases.

In summary, in the preoperational cognitive stage and the

preconventional moral stage, the action in a situation precedes

judgment. The child operating on this level has limited understanding

and perceives a controlled environment dominated by parental authori-

ty. Concrete operational thinking and conventional moral stages act

in concert with group norms. Potentially, moral atmosphere in each

group is a high influence in individual decisions and actions. Moral

atmosphere of a group is the degree to which there is a sense of

community, solidarity, and collective norms. Formal operational

thinking and the postconventional moral stage twist the action-
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Figure 4. A model of the monotonic relationship,
accounting for range of choice, responsibility and
reasoning according to Kohlberg's moral stages. Levels of
moral reasoning are represented by horizontal lines. Range
of choices for moral action is represented by area between
dashed lines. As stage of reasoning develops:

1) range of action choices becomes more limited.
2) responsibility becomes less diffuse and more

focused on the individual.

(adapted from Kutnick, 1986, p. 143)
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judgment sequence to judgment-action. The individual makes conscious

decisions about moral situations and has more commitment to act on

those decisions, even in the face of group disapproval. The notion of

twist is interesting because it counters social learning theory

explanations about human behavior. More importantly, this notion of

twist--making a judgment and acting on it--is empirically supported

(Kutnick, 1986). At the post-conventional stages, Socrates'

provocative claim that to know the Good is to do it seems to hold

true. And, as Plato pointed out, only the wise are truly moral. Ac-

cording to Kohlberg, only Stage 6 individuals know the Good; all other

stages are leading to this level of moral understanding. It is only

at Stage 6 (and the metaphorical Stage 7) that an action is truly

moral.

Group Moral Atmosphere

Situation and group influence are also variables which affect

action. Several studies looked at the ways in which group norms and

group atmosphere relate to both making a moral judgment and carrying

out an action. One such study was conducted by Nisan and Kohlberg who

examined the data of longitudinal and cross-sectional studies in

Turkish cities and villages (Nisan, 1984). The results showed that

moral stage has a significant effect on moral choice--the higher the

stage, the more subjects tended to declare that Heinz should steal the

drug. Thus, this study also supports the monotonic theory. However,

stage did not explain all variance in moral choice. In comparing

subjects at the same stage from the city and from the village, there

was a significant difference between them. The villagers tended to

not want Heinz to steal the drug. The justifications they gave

suggested differences in norms between the village and city cultures,

which related to moral content. In the village, stealing was con-

sidered a most serious sin. Content helped to explain the direction

of choice in moral dilemmas, which cannot be entirely attributed to

the structure. Structure contributed to moral decision making through

its effect on choice of relevant norms, on their interpretations, and
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on the general approach to the moral dilemma. Neither content nor

structure can be reduced to the other. Most content in replies (up

through Stage 4) seemed to have been socially learned, whereas the

principles develop through cognitive structuralization. Another point

of importance is that content is dominated by affect (up through Stage

4) whereas principles are dominated by cognition. Nisan's interpreta-

tion of the results of these studies stressed that moral stages formed

a screen through which (a) a moral situation and the emotions aroused

were perceived and (b) the alternative courses of action available to

the subject were formulated.

More studies looking at the relationship of moral atmosphere to

judgments of responsibility and action showed further implications.

Kohlberg (1981b) noted that to study moral action requires looking at

the action as it actually occurs in a naturalistic setting. The

process by which people decide what to do in real situations often

differs from hypothetical dilemmas, since real situations involve the

triggering of conscious and unconscious thoughts and emotions which

affect perception and decision making processes. It is the difference

between competence and performance; real situations generally have

lower performance moral stage scores than hypothetical situations

(Kutnick, 1986). Thus, is it necessary to study how people make moral

decisions and whether their behavior follows those decisions in real

situations. These following studies have occurred in naturalistic

settings.

Kohlberg and Candee reviewed transcripts from the court martial

and trial of Lieutenant Calley regarding the My Lai massacre. Results

showed a monotonic relation of soldier's actions to their explana-

tions. Meadow's response was that he obeyed officers and revenged his

buddies. This is a Stage 2/3 orientation; Calley's response was a

Stage 3 "good officer" orientation; Bernhardt's response was refusal

to shoot civilians which is a Stage 4B. The relationship between

higher stages of moral judgment and action in My Lai was clear in the

obligations that Bernhardt felt. Lower stages of reasoning were

linked with action through quasi-obligation to army group norms and

hierarchical authority within a group moral atmosphere (Kutnick,
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1986). Moral action usually takes place in a social or group context,

and that context--group norms and group decision-making processes-

often has a profound influence on the decisions and actions of people

involved. The My Lai massacre of noncombatant women and children

seems to be more a function of the group moral atmosphere that

prevailed in that place at that time than of the stage of moral

development of the individuals present. The soldiers who pulled the

triggers based their decisions upon the larger collective norms and

decision-making procedures of the army (Kohlberg et al., 1983). This

conclusion has led Kohlberg and colleagues to a new approach of

interventions in moral education. They have attempted to reform the

moral atmosphere in which individual decisions are made (Higgins et

al., 1984). Moral atmosphere of a group is the degree to which there

is a sense of community, solidarity and cohesion, and collective

agreement of norms in that group. It can be observed, measured, and

changed. Metaphorically, moral atmosphere can be viewed as a vertical

line with the bottom point registering zero moral atmosphere and each

incremental level registering more atmosphere than the next lowest

increment (Kohlberg et al., 1983).

Several moral atmosphere interventions have been conducted in

prisons, halfway houses, and elementary and secondary schools since

1970. Through this work the role of social context and action has

stimulated increasing interest among researchers. These interventions

were based on a cognitive-developmental approach. The core of this

approach was the use of group moral discussions (using the Socratic

dialectic method) of hypothetical and real-life dilemmas and democra-

tic governance (Kohlberg, 1981a).

An early study exploring the moral atmosphere of a group was

conducted by Kohlberg, Hickey and Scharf (1972) at the Cheshire

Reformatory. Through individual and group discussions, they discerned

the moral stage development of inmates and the prison group atmo-

sphere. They also gave the MJI to the 34 inmates. None of the

inmates scored higher on the real prison dilemma than on the MJI or

group discussions of hypothetical dilemmas. Of 16 inmates who were

characterized as Stage 3 on hypothetical dilemmas, 11 were rated at
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Stage 2 on the prison dilemmas. Inmates tended to see relationships

with other inmates in Stage 2 instrumental terms. They saw each other

as "ripping each other off," "ratting on their friends," and "pounding

weaker inmates" (Kohlberg et al., 1972, p. 6). The moral atmosphere

of the prison was a combination of Stages 1 and 2, punishment and

reward and concrete relativism. Kohlberg's work in the prison

communities over the years showed that moral reasoning can be enhanced

but the prison culture itself drastically limits real-life reasoning

and behavior. While moral reasoning may develop to Stages 3 or 4, it

is not applied by inmates while they are existing in Stage 1 and Stage

2 cut-throat atmospheres. Kohlberg and colleagues criticized the

prison environments and suggested just community approaches (i.e., a

democratic community with special living and social arrangements

within a larger prison). According to the just community theory, to

have lasting effect, gains in moral judgment need to be translated

into patterns of application in life situations (Kohlberg, 1981a;

Kutnick, 1986). This belief and approach are heavily imbued with the

Deweyian philosophy of education which stressed that learning takes

place by actively participating, by doing. Dewey also stressed the

need to stimulate the development of thinking by discussions and to

stimulate just behaviors by teaching democractic methods of decision

making, problem solving, and arbitration.

Much of Kohlberg's research interest centered on moral develop-

ment in schools. There was equal emphasis placed on the just com-

munity approach to encourage moral group atmosphere as with individual

moral development of the children. An example of such a research

intervention was a three year study in four high schools. Two of

these were public high schools; students in the public schools were

given the MJI and used as controls. The other two schools were

alternative schools. The Higgins team (Higgins et al., 1984) began

regular classroom and small group discussions about hypothetical and

real moral dilemmas. They used the MJI to establish beginning stage

scores. The focus in the two alternative schools was to facilitate

the development of fair democratic societies which would encourage

student participation and would protect students' rights in each
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classroom. Also, the team focused on forming a cohesive school

community in which members would develop a sense of caring and

responsibility (Kohlberg et al., 1983). Drawing on Gilligan's theory

of care and response, Higgins et al. (1984) began to stress in their

discussion groups the importance of the social self in a network of

relations with others, along with justice. They believed that deontic

judgments of rightness are often embedded in judgments of care and

responsibility; judgments of responsibility go beyond deontic judg-

ments--are supererogatory. They made a rough scoring manual for

Stages 2-4 for judgments on justice as well as care and response to

practical moral dilemmas designed for school settings. The criteria

for defining judgments of responsibility used by Higgins et al. (1984)

are as follows:

Judgments of responsibility go beyond deontic judgments in
one of four ways:

(a) Judgments which consider the needs and welfare of the
other as an individual, where the other's welfare seems to
be a matter of a right or claim the other has or where it
is a matter of not harming the other's welfare, are
justice judgments. Judgments which consider fulfilling
the other's need when it is not based on a right or claim
or where it is a matter of preventing harm are respon-
sibility judgments.

(b) Judgments of responsibility consciously consider the
involvement and implication of the self in the action or
in the welfare consequences to the other.

(c) Judgments of personal moral worth (of the kind of self
the actor wants to be, or would be, if he or she failed to
perform the action [judgments of blame, guilt, loss of
integrity]) are judgments of responsibility when expli-
citly used as a basis for action. They are not judgments
of responsibility when used to define rights and/or
obligations.

(d) Judgments that use an intrinsic valuing of social
relationships, such as friendship or relationships of
community, as justification for performing a moral action
are judgments of responsibility (from Higgins et al, 1984;
Kohlberg et al, 1983, p. 26)

Students in all four schools were periodically tested with the

MJI, as well as with dilemmas relating to daily high school life. At
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the end of the project, the two alternative schools functioning as

just communities had 55 and 46 percent of the students resolving the

dilemmas with a focus on care and responsibility. In the regular

public high schools only 3 and 12 percent of the students focused on

care and responsibility concerns. These are expected results. The

just communities developed a higher level moral atmosphere, creating

special ties of responsibility among the members. This study showed

how influencing the group atmosphere can affect the decisions and

actions of individuals. More specifically, it experimented with

enlarging the moral domain using ideas of Gilligan and her colleagues.

It showed that care and response behaviors are, in fact, supereroga-

tory based on Kantian imperfect duties which go beyond justice

decisions (Kohlberg et al., 1983).

The results of this three year experiment also provided evidence

that the moral atmosphere and collective norms of each school are en-

tities which can be studied apart from individual moral scores. Power

(1979) in a related four year study in one of the alternative schools,

was able to show that there was longitudinal growth in the moral

atmosphere of the school. The Higgins study (1984) also reported

group development over time. The development of moral atmosphere was

greater in the just community schools than in the regular high

schools. For example, neither regular high school had collective

norms. Students held only individual norms about caring, trust, and

so on. They indicated that they did not value their schools even as

educational institutions; they scored the school atmospheres as

between Stage 1 and Stage 2. In contrast, students in the two

democratically run schools expressed strong shared norms. They felt

norms should be upheld because they were generated by a collective

decision process. They scored their school atmospheres as between

Stages 3 and 4. Higgins et al. (1984) interpreted their results to

mean that the democratic schools had a high sense of collective

prosocial norms and a strong sense of community. They believed that

use of Socratic dialectical discussions about dilemmas is also useful

for developing moral growth in the work place and in the home.

Kohlberg et al. (1983) also reported on several other studies using
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these methods in prisons and with juvenile delinquents. They added

that certain conditions are more conducive to moral growth than

traditional settings. These are environments where (a) people are

allowed to express their views; (b) people feel a sense of power and

participation in making rules; and (c) people perceive the rules as

fair.

In summary, moral atmosphere can be a very strong force in

determining the moral thinking and behavior of individuals in a group.

However, this influence is dependent on the specific situational and

community context of each group (Kohlberg et al., 1983).

Kohlberg's theory does not deal with the important personality

variables which affect the judgment and action connection. None of

the theorists adequately explain why people act differently in

different groups. To say that it depends on group atmosphere is

expressing only one facet of the answer. Chapter 4 addresses per-

tinent aspects of personality variables which affect judgment and

action in various situations.

Summary of Themes in Chapter 3

Lawrence Kohlberg's moral justice theory is the dominant

paradigm in the field of moral development. This theory is unusual

and controversial with its strong metaethical and normative philosoph-

ical assumptions standing next to empirical data. It is the most

conceptually sophisticated theory and method to date. It is backed by

an impressive body of research including cross-sectional, cross-

cultural and longitudinal studies.

Lawrence Kohlberg has successfully substantiated that there is a

moral judgment development stage process which is universal. People

go through the stages in an invariant order, not skipping any stage.

The rate of development varies with each person's socioeconomic

status, education level, and family, work and community environments.

Only a few people attain the higher levels of moral judgment develop-

ment.
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Moral judgment has 6 stages, 2 at the preconventional level, 2

at the conventional level, and 2 at the postconventional level. The

first 5 of these levels have been empirically documented. Stage 6

functioning people are rare. The new scoring manual for the Moral

Judgment Instrument (MJI) was based on data from Kohlberg's 20 year

longitudinal study on 53 subjects who had not attained Stage 6 moral

judgment reasoning. Thus, the manual does not score past Stage 5B.

At this time, Stage 6 is theoretical and stands as the normative

endpoint of the developmental progression.

Kohlberg presented moral judgment as a specific domain meeting

the standards of a Piagetian structural developmental stage sequence.

The cognitive developmental stages described by Piaget and the social

perspective-taking stages described by Selman are both necessary but

not sufficient for isophormic moral stages to develop. There are

obvious connections among all three domains, yet each is a distinct

domain. All three of these domains are stage processes that appear to

meet hard stage structural features. Each higher stage incorporates

the formal mental systems of lower stages and transforms them into a

new mental structure which more adequately evaluates situations and

solves problems.

There is a connection between the developmental stage and the

decision to act responsibly on one's judgment in a situation. It is

more likely that people who have higher level scores and are rated as

Sub-stage B act on their moral decisions. Theoretically, at the

highest level, Stage 6, all rational, principled persons in the same

situation will make the same deontic choice. There is supporting

evidence that with each higher stage and B sub-stage there is a

stronger monotonic connection between moral judgment and a judgment of

responsibility; there is also supporting evidence that with higher

stages the deontic choices narrow.

The MJI has high validity and reliability. It is a test of a

person's highest competence level in making moral judgments. Thorough

reviews of moral studies showed modest correlations between the com-

petence level scored on moral judgment tests and the performance level

of judgment making in real situations. However, performance scores
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commonly lag behind competence scores. A disadvantage of the MJI is

that it requires extensive training to use and score. In addition

each test requires one or more hours to administer to each individual.

James Rest's Defining Issues Test (DIT), based on Kohlberg's theory

and dilemmas, is a paper-and-pencil test which can be administered to

several people in a group and is more easily scored. Comparative

studies of the MJI and DIT on heterogenous populations show correla-

tions in the .60s and .70s. Therefore, the two tests are not entirely

equivalent. Compared to the MJI, the DIT scores a person as more

developmentally advanced.

Kohlberg and colleagues have noticed a pattern in the content of

responses which indicate whether the person's locus of control is

external or internal--heteronomous or autonomous. The lower stage and

Sub-stage A scores express external locus of control; the higher

stages with Sub-stage B scores express internal locus of control.

Research also documented that the more autonomous a person becomes the

more likely the person will act on a judgment.

Rest disagreed with Kohlberg in some areas. One area is over

the strict position Kohlberg takes regarding a totally hard stage

structure for the moral judgment domain. Kohlberg said that one piece

of scorable data should predict the moral maturity score to which a

person has developed. He believed that if a stage is equilibrated,

then the person will use that stage of reasoning, since it is most

adequate for that person. Using the MJI or the DIT, research es-

tablished that about 67 percent of judgment choice is in each person's

modal stage; about 99 percent of a person's choices will utilize the

two most frequently used stages, a dominant stage plus either one

stage below or one above the dominant. Rest said a subject is not in

a stage; a person manifests a thinking organization based on environ-

mental and personal condition triggers. For Rest, the questions that

the DIT and MJI attempt to answer are what is the highest competence

level of reasoning a person uses to make a moral judgment, and under

what conditions do people use this highest level.

Most structural developmentalists believed that there is an ego

domain. Some, like Regan, Loevinger, and Blasi, believed that cogni-
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tive, social and moral development are only aspects of the ego as it

uniformly develops. In this scenario, all of the aspects develop at

the same rate together. Research described a different picture. Even

though the domains of ego, cognition, social, and moral have similar

stage patterns, they are not parallel in development rates. The

preferred theory, held by Kohlberg, Rest, Selman, Hoffman, Gilligan,

and their colleagues, is that there are sub-domains interrelating with

each other as parts of the broader ego domain. What Loevinger's ego

development test, the Sentence Completion Test (SCT), measures is the

ego's characteristics at any one time. Fowler's faith development

stages may be the same territory described by Loevinger's ego develop-

ment stages, each theory looking at the personality from slightly

different views.

Several researchers have described aspects which do not adhere

to the Piagetian hard stage models. Some of these aspects have

development sequences, such as Hoffman's empathy and altruistic

stages, Loevinger's ego stages, and Fowler's faith stages. They are

called soft stages as opposed to hard stages. More research is

necessary to document what kinds of interaction patterns soft stages

have on hard stages and to each other. Gilligan's care and response

aspect and Blasi's judgment of responsibility aspect have not been

empirically described as stages of development at present; however,

they do have influence on the moral domain as well as on the broader

personality domain. Further research is required to delineate these

areas.

The broader personality (ego according to Loevinger and faith

according to Fowler) domain has features which involve conscious and

unconscious ego defense mechanisms. Much of what occurs in the total

personality dimension involves meaning making from internal and

external data. All aspects in the broader domain interrelate with

each other in some ways. Thus, to understand one domain, such as the

moral, it is necessary to be cognizant of all other domains and

aspects which have influence on that one domain. Kohlberg's research

has been specific to only the moral justice-judgment domain. He

agreed that other domain areas and other aspects which affect the
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moral domain need to be researched, delineated, and patterns of

influence described theoretically and empirically. The moral domain

has been expanded in the sense that other researchers have been doing

the research to document other domains and aspects which affect the

moral domain. There are several good examples of these studies:

Martin Hoffman's work delineated the stages of empathy and altruistic

development and the development of empathy-based guilt and shame;

Carol Gilligan and colleagues pointed to the aspects of care and

responsibility which have not been stressed in Kohlberg's methodology;

Augusto Blasi's preliminary research in the area of judgments of

responsibility paved the way for Kohlberg's team to make more connec-

tions between stages and commitment to one's judgments; Jane Loevin-

ger's extensive work with the ego domain delineated the soft stages of

ego development and made some connections between the processes of

overall character development, personal growth toward self-actualiza-

tion, and ego defense mechanisms with the ego generally and with

morality specifically; James Fowler's research overlapped Loevinger's

ego domain, and made another major connection with the basic human

need to believe in one's mental processes which make meaning of the

world and of the self in that world. The bodies of research of

Loevinger, Gilligan, and Fowler expanded moral development beyond the

justice orientation into supererogatory and metaphysical areas.

Kohlberg agreed that care and responsibility responses to his moral

dilemmas are supererogatory; he agreed that the overall development of

a virtuous character is a necessary part of moral justice development;

he agreed that at the apex stage, Stage 6, faith in some form of

positive cosmic process is required to answer the question, "Why be

moral in a seemingly unjust world?" He proposed a metaphorical "non-

moral" Stage 7 which combines Stage 6 moral justice with Fowler's

Stage 6 faith development. However, he did not delve into the morass

of character development, self-actualization, and altruistic behavior.

His dictum on the ego dimension is that the ego itself is unitary but

has sub-domains which develop at different rates.

Research to date tended to support some views and refute others.

For example, research supported the notion that cognitive processes
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are dominant in moral judgment making; the affective aspects, such as

Hoffman's empathy and altruistic stages, need to be processed through

a cognitive filter to be part of any moral decisions. Another example

is the body of research which refuted the charge of Gilligan and

colleagues that the MJI has significant sex bias. Still another

example is the several research studies which refuted the unitary ego

domain, showing that there are distinct sub-domains which develop at

different rates within a broader domain. More research has shown that

higher moral stage levels and autonomous thinking are connected with

decisions to act on one's judgments. Still more research has pointed

to the importance of group moral atmospheres and situational environ-

ments which have significant influence on decision making and behavior

in moral circumstances.

The process of completely mapping the domains and aspects--the

moral domain, the cognitive domain, the social domain, the ego and

faith domains, the affective aspects, will power and self- discipline

has much work to be accomplished in the future. Two features which

have not been explored with theoretical thoroughness are discussed in

Chapter 4: The aspect of the development toward a unitary integrated

ego and the process of movement in sub-domain development.
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CHAPTER 4: NEW THEORETICAL PIECES

There are two new theoretical pieces which, when added to

selected elements of existing structural moral theories, will fit more

adequately the empirical data on how moral decisions get made and

whether people act on their decisions. One of the pieces is a

restatement and clarification of personality integration. The other

piece involves a reformulation of the Piagetian and Kohlbergian model

of domain growth as it moves through the development process.

The Question of a Unitary Ego or Multiple Ego States

Kohlberg and Loevinger, along with their colleagues, stipulated

that structural development occurs within a single, undifferentiated

ego domain. They viewed the ego as one integrated unit (Kohlberg,

1981a, 1986; Loevinger, 1982, 1984, 1986). Kohlberg listed the

unitary ego concept as the first and most basic assumption that he and

Loevinger share. For them, what the ego does is reason, judge,

evaluate, and function to make sense of the world (Kohlberg et al.,

1983; Kohlberg, 1981a). Loevinger stated, "Most theories take ego

stability for granted without any mention of it" (Loevinger, 1982, p.

423). "From my view, the organization or the synthetic function is

not just another thing the ego does, it is what the ego is" (Loeving-

er, 1982, p. 5). Even though Kohlberg and Loevinger viewed the ego as

unitary, they continued to talk about it becoming more integrated as

the stages develop. However, if the ego is undifferentiated, there

would be nothing to integrate. Simple logic points out that if the

ego, from the beginning of its existence, is unitary and integrated,

it does not have to become more unitary and integrated with growth.

Obviously there is some confusion in these theorists' conception of

the unitary ego which still requires ego integration.

It is legitimate to question what Kohlberg, Loevinger, and their

colleagues meant by ego integration. They expressed three types of
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integration in their writings. Sometimes what they meant by integra-

tion is the process a stage in transition goes through to get to a

state of stage equilibration. Another type of integration is seen in

the case of Piaget's, Kohlberg's, and Selman's theories in which each

stage advance incorporates the mental structures of lower stages and

transforms them into more comprehensive and adequate mental struc-

tures. However, Loevinger's stages do not incorporate lower stage

aspects and transform them. They merely add on more characteristics.

This is not integration. There are other situations when one of these

two kinds of integration clearly is not what is meant. For instance,

in the case of Kohlberg's monotonic theory (i.e., as people advance in

stages and show autonomous features in their reasoning, there is more

likelihood that they will act on their moral judgments), both Kohlberg

and Blasi described what happens as an integration. They said this

integration is a conscious internal focusing in the self which results

in accepting the responsibility of one's own mentation and decision

(Blasi, 1982c). This is a process of growth and development of the

person, who becomes more conscious of multifaceted and ever shifting

moods, urges, feelings, thoughts, sensations, needs, and desires and

learns to integrate these various parts into working units to achieve

certain goals. This third kind of integration is what Kohlberg,

Loevinger, Blasi, and collegues meant by continuing ego integration.

This kind of integration, then, involves different aspects of

the personality working together, not merging into one. This concept

of integration is incongruous with the concept of a unitary ego. If

the ego is unitary there would be no different aspects. If the ego is

unitary, even if there were different aspects (which would be impos-

sible) it would be unable to observe them in itself. However, there

are different aspects, since all people are aware of their different

thoughts and moods. All people are aware that they do not always act

in concert with their decisions and often do not know why this is the

case. The reason for this is that no person really has a unitary ego.

Every personality is comprised of multiple ego states which require

conscious effort to recognize each other and to agree to work together

in an integrated and cooperative way to achieve selected goals. It
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takes much hard work to "know thyself" in such an intimate way. Very

few people ever achieve good levels of personality integration.

Robert Ornstein (1986), a leading brain scientist, described

this process of development as the structural make-up of the brain,

which in infanthood begins to develop a variety of "small minds."

Each of these coalesce around specific moods, situations, emotional

reactions, thoughts, and talents. Particular thoughts, feelings,

and/or situations call for certain talents or responses of the person

and are the triggers which "wheel a specific small mind into action."

When a small mind wheels into action it takes charge of mental

functioning and behavior for a period of time. Most of the time this

occurs in an automatic and unconscious way. However, it does not have

to stay an unconscious or semi-unconscious process. There is an

observer part of the mind. The observer is probably a dormant faculty

in most people, because there seems to be little reason to notice that

there are different small minds taking control at any time. It can be

trained to self-reflect, to get to know which small mind takes control

under what circumstances. Furthermore, it can assume the function of

determining which part should function at what time. It is a question

of who is running the show. In most people the automatic system is.

"But there is a point when a person can become conscious of the

multiminds and begin to run them rather than hopelessly watch anger

(or fear or timidity, or the professional self, or the artist)

automatically wheel in once again (Ornstein, 1986, p. 185).

Philosophical questions to ask of this position are: "Who is

responsible for our actions?" and, "Where is the me?" To Ornstein,

the me is the observer self (Ornstein, 1986). It functions also as

the formulator of the self-concept--what one believes about the self.

The self-concept normally has a large aspect of an ideal rather than

the real. People often prefer to think about themselves as having

some ideal attributes which in reality are not present (Hamachek,

1985). The process of training the self to be objectively self-

conscious brings the self-concept more into reality focus. This is

getting to know oneself and its many parts, negative and positive,

talented and undeveloped. This is the process which Socrates meant by
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"Know Thyself." It is what Jung called the individuating process. It

is the integration which Loevinger must have meant in her description

of ego development. She said Stage 6 is marked with self-evaluation,

self-criticism, confusion and torment. Stage 7 involves learning to

cope with deep inner conflicts and searching for reflective self

fulfillment integrating physiological and psychological feelings,

psychological causation of behavior, role conception, and self in

social contexts. Stage 8 is a time for reconciling previous conflicts

and polarizations, dealing with paradox and ambiguity, pursuing

personal growth and seeking total personality identity (Rich &

DeVitis, 1985). This process is dialectical. Dialectic requires

dialogue. To carry on a dialogue requires at least two voices, two

aspects of the mind.

Blasi (1984) spoke of the moral identity which may be, but need

not be, a part of one's self concept. To discover if a person has a

moral identity and, if so, what it is, one can begin with what that

person says about oneself, particularly from checklists, rating

scales, and questionnaires. However, it also is necessary to uncover

the unverbalized and unverbalizable assumptions that underlie what one

says about oneself and about others, the decisions one makes, and the

emotions one experiences. Much of this material may be unconscious.

It may appear in fantasy and in day and night dreams. It also may

elicit a whole range of defenses. Blasi placed moral identity within

a broader personality component which has pertinence to how one judges

one's own moral character.

Moral identity is relevant to moral functioning in two ways

(Blasi, 1984). First, whether or not a person has a moral identity

which is part of the self-concept is important to making moral

judgments as well as carrying those judgments out. It is plausible

from a psychological perspective that some people do not include

morality in their self-concept. In fact, there are different degrees

of morality which different people make central in their identities.

Someone who lacks a moral identity can still understand and use moral

speech and can make and discuss the appropriateness in situations of

moral judgments. However, a moral perspective will have no sig-
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nificant role or value in such a person's life. Nor will that person

be committed to act on any moral judgment in a situation.

Secondly, Blasi (1984) said that when there is a moral identity

in a person's self-concept, it can take the form of compassion,

fairness and justice, duty, or any number of other character aspects

which each individual would decide is relevant to morality. Having or

not having a moral identity, the degree to which one does have it, and

the individual aspects each person stresses in it can be looked at as

dimensions of individual character differences.

The degree to which different small minds incorporate moral

aspects has relevance to how reality-based one's self-concept is. The

more conscious the observer self is of different small minds (e.g.,

ego states), the more consistent moral identity can become. The

problem of moral action is a question of self-consistency. Thus, the

issue of moral action following moral judgment is one of consistency

and commitment to one's decisions.

There is a need for researchers and clinicians to recognize that

the ego is not a totally stable unit, and to assume that it is is

another instance where theoretical assumptions have not keep abreast

with empirical evidence. Ornstein explained the state of affairs:

It has been about a hundred years since the beginnings of
modern psychology and fifty or so years since the develop-
ment of modern brain science. It is about time we bring
together the evidence: the way we understand ourselves and
the way we understand others is incomplete and misleading.

At the core of many of our controversies--some intel-
lectual, some philosophical, some personal--is an over-
simplified understanding of the nature of our mind. . . .

Why are some of the things we do so unacceptable to
ourselves? It is because we are not single-minded: the
part of ourself that is often judging is independent from
the part that is behaving. . . . We are not a single
person. We are many. . . . We are not consistent. We are
not coherent. We do not always decide things reasonably.
We are unaware of how we decide and even "who" is deciding
for us. We are unaware of the nature of our divided and
diverse mental system. In fact, we have lots of minds and
they are specialized to handle different chores. . . . Our
problem as individuals is that most often we act uncon-
sciously and automatically, thus we do not often know
which one of the multiple "small minds" is operating at
any time. And often we do not select the appropriate
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"small minds" at the right time. . . . Each one of us is a
crowd of people. (Ornstein, 1986, pp. 7, 8, 9, 21, 23-
24)

The discovery of increased complexity and differentiation in the

brain has occurred in many different areas of brain research: in the

study of brain function and localization; in the conceptions of the

nature of intelligence; in personality testing; and in the theories of

the general characteristics of the mind (Ornstein, 1986). Ornstein

based his conclusions on empirical data; however, they are reminiscent

of several theories mentioned in Chapter 2 of this thesis: McDougall's

monadic theory and internal reference group of selves (McDougall,

1928; Hogan, 1975; Hogan & Busch, 1984), Jung's archetypes and persona

(Jung, 1959, 1964), and Federn's ego-state theory (Federn, 1953).

One experiment described by Ornstein (1986) involved two

students who were taught how to read one subject and simultaneously

write dictated words and then sentences. At first they found the task

difficult; they read slowly with poor comprehension.. After weeks of

practicing, they could simultaneously write about one subject while

reading another at normal speed and with normal comprehension. Thus,

at least two small minds can coexist and cooperate at the same time.

Examples of clinical evidence that there are multiminds were

described by Watkins and Watkins (1979, 1979-1980, 1980, 1981, 1983,

1986). The clearest evidence comes from hypnotherapy work. Different

ego states are elicited through hypnosis and then worked with in-

dividually. Different ego states often will have different brain

waves (measured by EEG) and will score differently on personality

typologies and tests. Different ego states certainly show different

personality characteristics, ages, education levels, and values.

All these observations have significance for moral judgment

making and moral behavior. There is generally one ego state which

takes tests, such as the MJI, DIT, SCT, and personality tests and

typologies. Often this is the observer part who formulates the self-

concept among other things. Ornstein (1986) pointed out that the part

who takes the moral test for competence is often not the part who is

in a real moral situation making decisions and acting.
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Different kinds of moral decisions are made in real life

situations depending on which ego state is functioning; this has

direct affect on whether action follows the decision. In more

autonomous and integrated people, there is more likelihood that action

will follow judgment. This is because there is more conscious

awareness of inner ego states, as well as more communication, more

resolution of conflicts, and more democratic agreement among the

states. Federn's ego state theory better explains the evidence that

there is movement toward a monotonic state as stage levels advance and

as B Sub-stages become scorable. The unitary ego theory, on the other

hand, cannot explain why an equilibrated lower stage has low predic-

tability of action following judgment. Nor can it answer why respon-

dents are able to use different stages within the same response. For

example, research by Tomlinson (1986) showed that people might give a

Stage 5 argument to the Heinz dilemma for stealing the drug because of

everyone's right to life, and then add a Stage 2 argument that the

druggist would make more money if he bargained with Heinz. This is

the normal kind of dialoguing people do with themselves to arrive at a

decision. According to the unitary ego theory, there would be only a

dominant mental structure being used if the stage is equilibrated, and

a dominant plus the next stage up or down if the stage is in transi-

tion. Yet, this kind of internal dialogue which mixes various stage

responses does occur as the person goes through a reasoning process.

Dialoguing happens within oneself, between and among parts of the

mind. The unitary ego theory cannot answer why a decision to stay

drug free in a "just school" environment changes when the school day

ends, or why a prison inmate will score higher on a moral judgment

test than her daily moral behaviors would show. A usual answer is

that different situations and group atmospheres affect the people in

ways which also affect the scores. It is certainly true that this

occurs. However, these kinds of answers do not explain how these

things can affect a unitary ego; they only establish that there is an

effect. If the ego is unitary, then the decision made in a situation

should be followed by the appropriate action. This is because there

would be no dissenting parts wanting another decision. There would be
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no internal conversations and no urges to not comply with one's

decision. There would be only one unitary voice saying the same thing

over and over. There would be no way of taking another person's role,

because there would be no mental structuring which could divide

oneself up in parts to role take. Quite the contrary, we do have

mental structures which allow us to take the roles of others, to play

any number of parts. We do know that there is internal dialoguing

going on between and among our different parts. Different ego states

are essential to move from one position to another. Ego states are

necessary for development to occur. Thus, the theory of ego states is

integral to the theory of structural development.

Structural development researchers should add the following

philosophical-psychological assumptions to their theories:

(a) The human brain develops mental structures;

(b) These mental structures allow the personality to divide into parts

which collect around specific groups of thoughts, feelings, moods,

needs, desires, talents, functions, and situations;

(c) Each part can solidify at a specific age and developmental level

or can continue growing. Therefore, there can be a variety of ages

expressing different levels of development within a personality;

(d) These parts are called ego states (i.e., small minds, family of

selves, the group within);

(e) Ego states can function autonomously or they can interact with

each other, incorporate features of each other into themselves,

dialogue with each other, rebel against one another, cooperate with

each other, and help each other grow and develop;

(f) There is an observer self, which is one of the ego states. It can

be trained to monitor and evaluate what the personality is doing. It

can decide when each ego state should take control of mental function-

ing and behavior. With hard personal work, it can bring the com-

ponents of the personality into a semblance of integrated unity;

(g) A "semblance of integrated unity" does not mean that the many

parts are collapsed into one part. There is never just one ego state

in a normally functioning person;
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(h) Integrated unity means the group acts as a whole through consensus

decisions in situations requiring cooperation of the parts;

(0 Each ego state still retains its autonomy to function in specific

situations calling for its particular talents and concerns (e.g., the

playful one, the studious one, the adventurous one, the lover, the

comic, the little girl, the teenage boy, the shy one, the insecure

one, the defensive and angry one).

Counselors and therapists deal with people in conflict. Often

the conflict is within a person rather than between people. When the

conflict is internal, the helpful interventions will be those which:

(a) clarify the problem by separating one side of the issue from the

other and bringing out the parts which are having the conflict; (b)

facilitate a resolution between or among the parts; (c) make sure

there is agreement and commitment to the decision; (d) later evaluate

with the client her or his thinking, feeling and behaving to determine

whether this problem has been solved satisfactorily for the person and

all of the parts.

Several theories and techniques in psychology and counseling are

based on the assumption of multiminds. Transactional analysis stems

from the work of Paul Federn (Watkins & Watkins, 1979). Techniques of

gestalt therapy require splitting the person into parts to work out

the conflicts. Examples are the two chair technique and gestalt dream

work. Jung also believed that personality is made up of multiple

states. He was fascinated by the problem of unity in the personality.

Unity, he concluded, is the hard won achievement of consciousness, the

product of a mature personality in the second half of life. Jungian

therapy has this as its primary goal. The therapy process is to

reveal the many parts to the person, to facilitate understanding of

why they take on the characteristics they do, to heal injuries of

parts, and to encourage internal dialoguing and growth. Again, unity,

in Jungian terms, does not mean collapsing into one state. It means

open communication, accepting each other, working together. This

process is called "individuation" (Young-Eisendrath & Hall, 1991).

Schwartz (1987, 1989), a family therapist, began noticing that some of

his interventions in family groups were not working. He concluded
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that he was dealing not only with all the members of the family but

also with all the relevant parts of each person involved in the issue.

This lead him to use family interventions with individuals to resolve

conflicts among the family of selves within. Schwartz also noted

several other therapists who work with the inner parts of people:

Robert Assagioli doing psychosynthesis therapy; Hal Stone and Sidra

Winkelman doing voice dialogue therapy; Charles Whitfield healing the

inner child; Virginia Satir using techniques similar to gestalt;

Sandra Watanake working with the "internal cast of characters;" and,

Grinder and Bandler doing neurolinguistic programming (NLP). Grinder

and Handler believe that a therapist must elicit the part or parts

directly involved with the issue. Otherwise, the therapy likely will

fail, unless the person's relevant internal parts are communicating

and cooperating with each other behind the scenes. NLP has several

techniques which are effective in eliciting the parts doing the

thinking and behaving in the problem area (Bandler & Grinder, 1975a,

1975b, 1979; Grinder & Handler, 1976, 1981, 1982; Lankton, 1980, 1985;

Lankton & Lankton, 1986).

That everyone has multiple ego states does not mean that

everyone is multiple personality disordered (MPD). There are still

few cases diagnosed MPD. The difference between the normal person and

the MPD is the degree of permeability between ego state boundaries.

Normal people will be able to remember what they think and do when

various ego states are taking their turns of being in charge in

different situations. The MPD individual will have amnesia about the

controlling periods of some ego states. John and Helen Watkins' work

with multiple personality disordered individuals follows the same

therapeutic techniques they use when working with normal individuals'

different ego states. They do not collapse the ego states into one,

but allow each state to exist. Their techniques facilitate recogni-

tion of all parts and encourage communication as well as individual

and mutual growth of the parts (Watkins, J. G., 1971, 1972, 1984a,

1984b; Watkins, J. G., & Watkins, H. H., 1983, 1984).

In summary, the current evidence is that we Homo sapiens do not

have a unitary ego. We have multiple ego states which may be func-
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tioning more or less automatically and unconsciously. The process of

ego development--personality development--gradually brings all the

various ego states with their characteristics into the conscious

awareness of the observer self. Through this, communication, under-

standing, acceptance, cooperation, and growth occur. Personality

integration, in this sense, does not mean one unified ego. Rather, it

means that the multiple ego states are working together in a unified

manner.

Spiral Movement Rather Than Step-Wise Movement

Piaget, Kohlberg, and Turiel took the hard line stance that once

a new mental structure is equilibrated, the old structures have been

incorporated and transformed into the new one (Piaget, 1952b, 1971;

Kohlberg, 1981a, 1981b, 1984, 1986; Turiel, Killen, & Helwig, 1987;

Turiel & Smetana, 1984). The older structures in their original form

are not available for use. What this means in terms of stage movement

is that stages move upward in a step-wise fashion. To maintain this

rigid standard, Kohlberg and colleagues reworked their scoring manual

until all the data from the 20-year longitudinal study, which measured

stage competence level with the MJI, met the invariant stage sequence

criteria (Colby & Kohlberg, 1984). There is a simple elegance to this

model. It may be a good model for explaining the development of

competence in hard stage structural theories such as Piaget's,

Kohlberg's, and Selman's. It is not a good model for explaining what

happens in daily life situations where behavior is gauged by perfor-

mance rather than competence. There is even some question whether

someone who has developed competence to Stage 5 moral justice reason-

ing is able to comprehend the justifications given by someone who is

functioning with Stage 2 moral justice reasoning if the mental

structuring at Stage 5 has transformed all of the lower structures.

Colby and Kohlberg (1984) suggested that their hard line model can

explain why people are able to comprehend the reasoning at lower

levels if insights achieved at the lower stages remain valid from the

higher stage perspective, although these insights would be incor-
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porated in a more complex and sophisticated structure. However,

people can also understand, even if they do not endorse, the lower

structural justifications given by others, as well as themselves in

some situations. Colby and Kohlberg (1984) have been unable to

explain why people can understand this kind of lower stage functioning

which does not remain valid from the higher stage perspective.

Rest (1986) criticized the hard line stance of stage movement as

expressed by Piaget, Kohlberg, and Turiel. He agreed with Kohlberg

that qualitatively different forms of moral judgment can be identified

and that development involves the increasing use of more advanced or

sophisticated types. However, he noted that people do simultaneously

use many different stages of reasoning and that an adequate descrip-

tion of moral judgment and behavior needs to account for this fact.

Colby and Kohlberg (1984) admitted that the development of moral judg-

ment as a whole, which includes competence, comprehension, and

performance, may be too broad in scope for the explanation of in-

variant stage sequence in a step -wise fashion.

Data from the several longitudinal and cross-sectional studies

using the MJI and the DIT (Colby & Kohlberg, 1984; Rest, 1986) have

shown an overall consistency that subjects choose their highest level

of reasoning and prefer the logic of that level to justify the

selection. There is little reason to question the validity or

reliability of these data. The data lends substantiation to Kohl-

berg's thesis that his measurement does show the invariant stage

progression in moral judgment competence and, thus, step-wise stage

movement. The ego state who is the test taker would express its

highest competence level at the time of the testing, whether it be in

a cross-sectional study or over the life cycle in longitudinal tests.

However, when daily circumstances rather than hypothetical testing are

reported by subjects in studies, there is the likelihood that the

judgments and behaviors will be of ego states other than the test-

taker ego state. The consistency of selecting the highest competence

stage of reasoning lowers as different ego states assume control in

different daily situations, if those ego states are functioning in a

more or less automatic and unconscious manner. Furthermore, in
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arriving at any judgment, there usually is an internal dialogue which

deliberates various options representing different mental stage

structures of thinking (Tomlinson, 1986). No longer does the model of

an invariant stage sequence showing a step-wise upward movement

describe data from real conflict situations.

Two different structural stage hierarchy models have been

proposed to replace the hard line model. Rest (1986; also see

Kutnick, 1986) presented a model which Turiel called the "layer cake

model." In this model, stages still are acquired in an invariant

sequence. However, Rest postulated the continued availability of

lower stages. He argued that there is a hierarchical preference to

use the highest stage available, however. Levine (Kohlberg et al.,

1983) found the assumption of highest stage preference a continuing

problem because it does not answer why different situations elicit use

of lower stage reasoning. Levine presented a non-displacement,

additive-inclusion model of stage development which he considered

desribes the actual processes better than Kohlberg's or Rest's models.

It takes into account the effects of variation in dilemma, situational

stimuli, and interaction of the person with each situation. Levine

believed that his theory which is specific to real situations pulling

for performance reasoning is still compatible with Kohlberg's theory

which is specific to hypothetical testing situations pulling for

competence. He pointed out that moral action ought to be investigated

more than it has been. He also said that it must be investigated by

any theory which claims to offer a complete explanation of the

ontogenesis of justice reasoning in the real world (Kohlberg et al.,

1983).

Levine's non-displacement, additive-inclusive model of stage

development also is compatible with the concept of multiple ego

states, each developing at different rates. As long as the ego

boundaries are somewhat permeable, ego states could have access to the

forms of reasoning and feelings of each other. More highly developed

ego states could, in this way, comprehend the lower functioning of

other states; they could also assist in the growth and development of

younger and less developed ego states. The total personality would be
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comprised of egos of various functioning. As the person becomes more

consciously aware of each separate ego state and learns to monitor the

conflicts and dialogues which are occurring within, then the observer

self can take the role of mediator with the parts to attain greater

cooperation and agreement in terms of judgments and actions in

situations.

What would an adequate stage movement model look like which

includes all pertinent aspects? It would need to account for a broad

backdrop of personality which encompasses both hard and soft stages

all developing at their own rates, different ego states with all of

their individual histories and coping mechanisms, and which are

activated by different moods, emotions, thoughts, and situational

triggers. An adequate model also needs to show the process of growth

while still accounting for specific functioning at different develop-

mental levels. A spiral which expands horizontally and vertically is

a good beginning for this model. In his later years, Piaget specu-

lated that development may be less step-like and more spiral-like with

longer periods of transition between stages and stagnation in the

upward movement of the spiral when the structures are equilibrated

(Miller, 1989). Kegan (1982) visualized the total evolving self as

helix-like in movement. When Ivey (1986, 1989; Ivey & Gonclaves,

1988) envisioned Piaget's cognitive development theory, he saw a

spiral which moves outward as it moves upward and which can have

access to previously developed levels and can cycle back to them.

A spiraling model, which expands both outward and upward with

development and which can have access to lower levels of development,

is a more adequate picture of what occurs in human personality

development, in individual domain development, and with ego states in

development. This accords well with the thinking of transpersonal

psychologist Frances Vaughan (1985) who described the self evolving

through stages which become more expansive and inclusive with each

cycle. She described this process as healing pain from the past and

present as one becomes more conscious and whole. Psychological health

is not a static condition that is achieved once and for all. It is a

dynamic ongoing process involving upheavals and resolutions. The
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natural growth tendency is to transcend but not to abandon each

preceding level.

Horizontal expansion in the spiral includes several dimensions

of movement. It can add isomorphic levels of hard stage development

(e.g., cognitive, social perspective taking, and moral judgment). It

can add soft stage development to already attained cognitive, or

social, or moral stages (e.g., empathic, care and response, and

faith). It can add the B Sub-stage to a higher moral stage.

Recycling adds more situational experiences that broaden each

cycle--always returning to the beginning of an earlier stage or cycle,

seeing it for the first time, each time with new eyes. Recycling to

lower points through the eyes of different ego states is seeing an

experience with new eyes each time. The recycling aspect is descrip-

tive of returning to states of pain and less mental health when this

movement is unconscious or semi-conscious (Ornstein's small minds

wheeling automatically as they respond to triggers). The recycling is

descriptive of healing and growth when this movement involves con-

scious decision that an ego state should be present in an experience

for the intent of development.

Vertical spiral development incorporates the ever expanding

horizontal cycles as it progresses. It expresses the individual step-

wise growth of hard stages. It also expresses the features of higher

stages transforming through inclusion of lower stages as well as

becoming more complex and sophisticated.

For every individual the personality spiral has its own unique

configuration. Some spirals are small, lacking both horizontal and

vertical development; some spirals are large, expressing ever-expand-

ing, upward moving cycles; some spirals are short and squat; others

are tall and narrow; some have skewed, noncentric shapes due to non-

isomorphic development of one or more hard stages or non-development

of soft stage features. At any time in most people's lives, their

personality spirals will have different shapes. People are unique, no

matter how structured models become.

In summary, it seems reasonable to accept Rest's layer cake

model of invariant stage development, which retains the availability
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of lower stage structures of reasoning, to describe tests of moral

competence. Data (Rest, 1980, 1986) which suggest that the highest

stage of reasoning attained would still be preferred in a competence

testing is also reasonable to accept. Thus, Kohlberg's concept of

step-wise stage movement for moral judgment competence testing would

still be valid if it is placed within Rest's more liberal model.

However, for moral judgment performance in a variety of situations,

another theory and model are required. The model recommended in this

thesis, then, is Levine's non-displacement, additive-inclusive model

placed in the spiral context which can expand horizontally and verti-

cally and can cycle back to lower stages. The shape of individual

spirals depends on the kinds of growth, development, and experiences

each person undergoes throughout life.
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CHAPTER 5: PROPOSAL FOR A NEW MORAL DEVELOPMENT THEORY

The new moral development theory presented here is built upon

relevant pieces of existing philosophical, psychological, and develop-

mental social-psychological theories. This new theory is the most

comprehensive model to date and fits more adequately the research data

which has been generated over the past 30 years.

This new theory encompasses moral character development. It is

a process which can occur throughout the life of an individual.

Several innate factors within the personality dimension influence this

development of a moral sense. The first innate inclination is to

survive as an organism. The second inclination is to make meaning of

human interactions with internal and external environments. The third

inclination is to make necessary and meaningful social connections

with other humans. The fourth inclination is to imitate other human

behaviors. The fifth inclination is to develop a general, no matter

how elementary, philosophy of cosmic functioning to trust and believe.

All innate factors operate within the brain first by making

rudimentary and then more sophisticated mental structures which

connect data with needs, wants, feelings, thoughts, and/or events.

Then, structural systems develop and coalesce around specific patterns

of sensations, feelings, emotions, and thoughts. Different systems

gain competence in different kinds of interactions. Some make

cognitive meaning, some experience emotions, some are involved in

organism survival. All data eventually can be processed through

cognitive systems to gain comprehension and consciousness of each

moment of life, although much data remains below the conscious level

of awareness. There is possible interaction between and among the

structured systems in the brain. Some of these systems are ego states

of varying ages, needs, emotions, thoughts, and functions. There are

some sub-systems within ego states that involve cognitive, social,

emotional, archetypal, symbolic, belief, will power, responsibility,

and moral domains. Making the automatic and unconscious aspects of
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these systems known in a conscious way is a necessary process for

mental and emotional health and is a necessary process for developing

moral character.

In Chapter 4, some suggested assumptions regarding ego states

were presented which fit empirical findings in brain research and

clinical settings. These assumptions are part of the new moral theory

and are listed below:

(a) The human brain develops mental structures;

(b) These mental structures allow the personality to divide into parts

which collect around specific groups of thoughts, feelings, moods,

needs, desires, talents, functions, and situations;

(c) Each part can solidify at a specific age and developmental level

or can continue growing. Therefore, there can be a variety of ages

expressing different levels of development within a personality;

(d) These parts are called ego states (i.e., small minds, family of

selves, the group within);

(e) Ego states can function autonomously or they can interact with

each other (e.g., incorporate features of each other into themselves,

dialogue with each other, rebel against one another, cooperate with

each other, and help each other grow and develop);

(f) There is an observer self which is one of the ego states. It can

be trained to monitor and evaluate what the personality is doing. It

can decide when each ego state should take control of mental function-

ing and behavior. With hard personal work, it can bring the com-

ponents of the personality into a semblance of integrated unity;

(g) A "semblance of integrated unity" does not mean that the many

parts are collapsed into one part. There is never just one ego state

in a normally functioning person;

(h) Integrated unity means the group of ego states and mental systems

acts as a whole through consensus decisions in situations requiring

cooperation of the parts;

(i) Each ego state still retains its autonomy to function in specific

situations calling for its particular talents, concerns, and coping

defenses (e.g., the playful one, the studious one, the adventurous
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one, the lover, the comic, the little girl, the teenage boy, the shy

one, the insecure one, the defensive and angry one).

Some structural systems in the personality meet the Piagetian

requirements of hard structures in their development, some are soft

developmental structures, and others, perhaps, may be aspects which

express no structural development form. For moral character to

develop, there is a necessary but not sufficient requirement of the

the above structural systems and aspects to exist in the personality.

Within this larger backdrop of personality component parts which

interact with each other, it is possible to focus on specific domain

activities as if they were developing in isolation. Piaget studied

the structural cognitive domain which is expressed as invariant stages

developing in an upward, linear, step-wise fashion. Selman studied

the social perspective-taking domain which is also expressed as hard

stage development. Kohlberg studied the moral judgment domain which

also conforms with a hard stage model, as defined originally by

Piaget. Piaget's cognitive development and Kohlberg's moral develop-

ment theories and methodologies are the exemplars for all subsequent

structural development research which focus on more specialized mental

functioning systems.

My new moral development theory generally incorporates all

three of these domains with their structured stages as outlined in

Chapter 3. The general validity of these domains is based on an

impressive body of supporting empirical evidence. However, in this

new theory there are some modifications to these three theories.

These changes fit research data better and they will be identified as

such in the following review of features in the new theory:

The stage development processes of all three domains are

universal. These hard stage domains have been defined in terms of

cognitive processing. The rate of moral development is dependent on

variables such as socioeconomic status, educational level, and moral

atmospheres of family, social, and work situations. Each domain

develops at different times and at different rates. The cognitive

domain is a necessary but not sufficient factor for isomorphic

development of social and moral judgment stages; furthermore, social



241

perspective-taking is a necessary but not sufficient factor for

isomorphic development of moral judgment stages. Each higher stage

incorporates and transforms compatible elements of lower stage

structures into the new mental structure; however, unlike Piaget's and

Kohlberg's thinking, the lower stage structures remain accessible for

understanding and use in the overall personality through various ego

states. In looking at individual hard stage domains, the growth can

be visualized as invariant stages moving in a step-wise upward

fashion; however, in looking at each hard stage domain from the

vantage point of the total personality, the growth is better visual-

ized as moving in a spiral fashion, expanding both horizontally and

vertically and able to cycle back to any lower level of attainment.

The step-wise movement model, described by Rest's more liberal fea-

tures rather than Piaget's or Kohlberg's hard line approach, appears

to be adequate to describe moral judgment competence testing situa-

tions. However, Levine's non-displacement, additive-inclusive,

spiralling model, delineated in Chapter 4, is better able to explain

performance behavior in real moral dilemma situations.

The following summary of Kohlberg's metaethical and normative

assumptions ground his moral judgment theory and are accepted tenets

of the new theory. His metaethical assumptions are relevant for hard

structural domains in the total personality:

(a) The assumption of value relevance;

(b) The assumption of phenomenalism;

(c) The assumption of universalism;

(d) The assumption of prescriptivism;

(e) The assumption of cognitivism or rationalism;

(f) The assumption of formalism;

(g) The assumption of principledness;

(h) The assumption of constructivism;

(i) These assumptions lead to a corollary assumption of the primacy of

justice.

Kohlberg's normative-ethical assumption pertains to his moral justice

theory. This assumption states that a sixth and highest stage of

reasoning defines morally adequate principles and that each higher
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stage is a movement toward fulfilling Stage 6 criteria for just

resolutions of moral conflict (for complete definitions of assump-

tions, see Chapter 3, pages 108-109) (Kohlberg et al., 1983).

While Kohlberg's moral justice theory is the dominant paradigm

in the moral development field, it does not encompass the broader

moral component in the way the theory is stated or in the MJI test

itself. That broader component includes not only making judgments in

moral situations but also involves the behaviors in these circumstan-

ces. A few years before Kohlberg's death he agreed that his MJI

pulled for a smaller segment of information in the moral domain, that

of justice judgments particularly (Kohlberg, et al., 1983). He

admitted that other factors were pertinent to a fuller understanding

of the moral domain and encouraged others to research those aspects.

One such area he identified was the care and response aspects which

have interested Gilligan. My new moral theory includes all the

following soft stages and aspects, placing them within the context of

the broader personality: moral motive and strength of will which are

required to act on moral judgments; the soft stage development

patterns of empathy and altruism studied and delineated by Hoffman

which also have influence on moral motive as well as moral decision

making; the aspect of responsible commitment to one's decisions

studied by Blasi which have relevance to moral behavior; aspects of

care and response to others studied by Gilligan (which may duplicate

in some respects Hoffman's domain and/or Blasi's domain). The

incorporation of all of these aspects in no way is meant to suggest

that the justice approach is not the central feature of morality or

the moral domain in the development process. This new theory conforms

with the ideas of many past philosophers, Piaget, and Kohlberg that

the distinguishing factor of morality pivots around whether a decision

and an act are fair and just. I accept Baier's insight (Flanagan &

Jackson, 1987) that the dispositions to be fair and to keep contracts

presuppose that the person has the capacity to care for, love, and be

attached to people, and has had experiences of trust in order to come

to justice views. These are attributes which a moral person needs to

have. The MJI itself does not necessarily measure whether the person
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taking the test has these moral characteristics; it measures what a

person says should be done in a hypothetical situation. A person can

know what an expected rationale and decision would be and yet have no

compunction to do the morally right thing. A person can "espouse a

Stage 6 moral justice decision and still be a bastard" (Straughan,

1986). The new theory suggests that a complete moral development test

will identify necessary moral characteristics that pull for Kohlberg's

formal justice reasoning as well as content features signifying moral

attitude attributes.

At this point in time, the research evidence places Hoffman's

empathy and altruistic features within a soft developmental stage

pattern rather than meeting the rigid requirements of hard stage

structuring. Neither Blasi nor Gilligan have provided evidence that

the aspects which interest them form soft or hard developmental stage

patterns. It is because of the contemporary research picture that

this new moral theory places the soft stage patterns and influencing

aspects within the broader personality domain. Future research is

necessary to determine the formal features and patterns of influence

these aspects have on Kohlberg's moral justice domain.

Preliminary research evidence suggests that empathic, altruis-

tic, care and response, and commitment to responsibility areas

function at times as supererogatory, going beyond the requisites of

moral justice-judgment, which can be viewed in a strictly cognitive

and legalistic sense. They are prerequisites, however, for moral

behavior to follow moral decisions and for higher moral judgment stage

development. It is when these soft stage attributes have been

included in the moral judgment process that higher moral judgment

stages take on the monotonic characteristics. Kohlberg said the

monotonic characteristics are linked with the B Sub-stage, indicating

the attainment of autonomous behaviors, basically a soft stage

development attribute. I suggest that the other soft attributes-

empathy, altruism, care and response, will power (self discipline),

commitment to responsibility (duty)--can be expressed as other sub-

stages. Perhaps empathy could be C Sub-stage; altruism, D Sub-stage;

care and response (if it is a separate soft attribute), E Sub-stage;
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will power and self discipline, F Sub-stage; commitment to respon-

sibility (if it is separate from autonomous attributes), G Sub-stage,

and so on with the discovery of more attributes which have influence

on moral behavior. The addition of these sub-stage features will

provide the necessary connection between formal moral judgment making

and moral characteristics which determine moral behavior.

Soft stage development also appears to be the growing process

when the general personality domain, including all of its parts, is

tapped by various psychometric testing instruments. The broad

personality component includes defense mechanisms, archetypal ideals

and symbols, innate propensities of meaning making and structures of

emotional responses, hard stages and other soft stages of development,

and multiple ego states. All of these aspects are involved, in

varying ways, in moral behavior. However, for any aspect to be part

of moral judgment and moral behaving, it is necessary that it be

filtered through a cognitive, evaluative process. For any motive to

be moral it also must sufficiently lack self-interest and incorporate

sentiments of empathy, sympathy, and care for others.

This general personality domain has been studied by Loevinger

(ego development) and Fowler (faith development), although Loevinger

claimed that her SCT pulls for information involving only the ego

domain. Both Kohlberg and Loevinger believed that the ego itself is

unitary. They each saw morality developing within this unitary ego.

I reject the unitary ego theory in preference to the multiple ego

state theory. Loevinger, Kegan, and Blasi believed that there is only

one structural developmental process occurring within the ego which

includes the coterminous and parallel development of cognitive,

social, and moral features. Research evidence disputes this one

domain theory. The new theory presented here accepts the development

of different domains, aspects, and ego states, all developing at dif-

ferent rates within the broader personality structure.

According to Kohlberg and to Gilligan, the highest moral

judgment stage--the theoretical Stage 6--would include both justice

and care considerations in decision-making. I suggest that Kohlberg's

highest stage would also incorporate these other soft stage aspects.
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It would, at that point of development, become Kohlberg's metaphorical

Stage 7, Fowler's Faith Stage 6, and Loevinger's Integrated Ego Stage

8. People functioning at this high level of personality development

would have moral character attributes. The full monotonic charac-

teristic would exist at this highest level of moral development.

There would be agreement in judgment and behavior among persons

functioning at this ideal moral development level. Strict attainment

of this ideal level is a goal rather than a working reality.

The higher development of the personality domain appears to be

coterminous with the concepts of Loevinger's integrated ego (Stage 8),

Fowler's highest faith level, Socrates and Plato's moral character,

Maslow's self-actualized person, and Hegel's self-realized person.

It apparently requires growth to mental health states involving what

Freud, Erikson, Jung, and Federn meant by making unconscious aspects

available to conscious understanding, monitoring, and control. The

process of making unconscious parts conscious seems to be necessary

but not sufficient to the development of a moral character.

Past Philosophical Concepts Integrated into the

New Moral Development Theory

It is helpful at this point to connect the construction of this

new moral theory with the concepts of past philosophers, psycholo-

gists, and sociological-psychologists as summarized in Chapter 2. For

convenience the contributors and their concepts are listed in the

order as presented in the earlier chapter.

From Plato the following concepts are incorporated in the new

moral theory: ideal forms are universal; intellectual reasoning needs

to be supreme over the emotional and physical natures; justice and

virtue are synonymous; moral growth is integrally intertwined with

total character development as well as health of mind, emotion, and

body; mental, emotional and physical health are grounded in nature;

the Socratic and Platonic dialectic forms of communication are

important methods of education.
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All of these points are enmeshed into the new moral development

stage theory. The theory meets the universal criteria of Plato in two

ways. First, all of the stages are universal. Kohlberg's theoretical

Stage 6--and I suggest the metaphorical Stage 7--probably meets the

monotonic characteristics of universality. Preliminary empirical

evidence points in this direction (Colby & Kohlberg, 1984; Kohlberg et

al., 1983; Kohlberg, 1984; Kohlberg, 1986). All aspects influencing

moral judgments and actions need to be filtered through a cognitive

evaluation process. Kohlberg's moral justice-judgment development

theory is the central domain; all of the other soft and hard domains

and other personality aspects affecting the moral judgment are seen

through the lens of the justice domain. Unless a decision and

subsequent behavior meet the requirements of justice in a situation,

they will not be moral. It is possible that a decision and behavior

go beyond the justice requirements in a supererogatory fashion, but

they must first be just to be moral. The new moral development theory

is placed in the larger context of personality in which all aspects

influence each other. The requirement of building a moral character

is part of attaining higher stages of moral judgment development, of

becoming self-actualized in Maslow's sense, of becoming integrated in

Loevinger's sense, of becoming self-realized in Hegel's sense. It is

suggested that mental health requires insight, often coming from

counseling and therapy; mental health is a prerequisite for moral

development. Plato's progression of ideas (as seen in the Republic)

rejects moral relativity and leads to ethical naturalism. Ethical

naturalism is the view that a knowledge of how humans can live best

can be derived from empirical facts of human nature and the human

situation. Much of modern moral development research has as its

purpose to discover the universal patterns of human moral nature.

Socratic and Platonic dialectic are central to inner dialoguing

between and among ego states to educate lower ego states and to

facilitate cooperation. They are also integral as an educational tool

in social situations to raise the moral development of individuals and

groups.
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Aristotle, like Plato, believed that traditional virtues,

conventions, and mores are linked to nature. He also considered the

rational mind as the highest telos for humans; thus, to him it is the

defining characteristic and the primary one which will bring happiness

to humans. He also agreed with Plato that justice and virtue are the

same. He emphasized that the motive for doing a behavior is important

in determining if that behavior is a moral one. He thought that

weakness of will may be the reason why a behavior is immoral; the

judgment may be sound but the will weak.

In line with the thinking of Aristotle, the cognitive takes a

central place in the new moral development theory. This theory em-

phasizes all of the factors which influence behavior to determine

whether it is moral and also to help predict whether action will

follow a moral decision. This new theory incorporates the concepts of

autonomous characteristics, commitment to responsible action, will

power and self-discipline, and duty as important aspects of the moral

domain.

There are many ideas from Hume which have influenced this new

moral theory. For example, Hume said that the natural telos of the

human is what Hume called "benevolence," which has grounding in

feelings of empathy and caring for others. Soft stages and aspects

which have emotional origins have been given prominent places in the

new theory. He also said that it is the sentiment of emotion which

moves people to action. In the new theory, a strong motive force to

act on one's moral decision is grounded in sentiments of empathy,

altruism, and caring for others. Hume also linked moral character

with good mental health.

Adam Smith's theory of moral empathic stages has influenced

Hoffman's research of empathy and altruistic developmental stages.

Smith's strong feeling that for moral sentiment to develop requires

living within society also has been recognized as an important concept

in the new theory delineated here.

Although Kant's concept that duty is the central aspect of

morality is not carried over into the new theory in toto, duty (linked

to will power, self discipline, ego strength, and commitment to
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responsibility) is a key factor in moral behavior. Certainly Kant's

categorical imperative is central to Kohlberg's justification of Stage

6 principled moral judgment. Kant's way of distinguishing between

perfect and imperfect duties is also used in the new theory to

distinguish some soft emotional aspects as supererogatory in terms of

Kohlberg's justice morality.

Mill's philosophy of utilitarianism is also central to Kohl-

berg's justification of Stage 6, specifically his concern that moral

decisions need to be made with impartiality and in the spirit of

equality. Along with the Greeks--Socrates, Plato, and Aristotle--Mill

considered that some pleasures are qualitatively better than others,

and that in each moral situation it is necessary to prioritize the

"goods" to determine the greatest (highest in quality and quantity)

good for the greatest number. He stipulated a conscience which is the

internal sanction of good behavior and the repulsion of bad behavior.

Conscience also carries motive force in the form of guilt and shame to

follow one's duty. Mill believed that there is a natural tendency to

be in accord with others, expressing the concept of social instinct.

He also defined perfect and imperfect duties. All of these aspects

are part of the new theory.

Hegelian dialectic is another important dialoguing form for

discussions and problem solving involving internal ego states and

external social situations. Hegel used the concept of the self

penetrated with the existence of and relations with others as a

justification for altruistic and moral behavior. This is significant

to the work of Hoffman and others doing research in altruistic

behaviors. Hegel held that how a person regards relationships with

other people and how those others perceive that person are integral

aspects to one's self concept and self image. These ideas have

influenced Blasi's theories of moral self concept and commitment to

responsibility. Also significant to this theory is Hegel's related

concept that people who have highly developed moral sense are self-

realized, meaning that they have moved humanity within themselves.

Ideas from Bain's philosophy have also been incorporated. As

has been stated, this new moral theory recognizes the importance of
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conscience and recommends more research in this direction. Bain's

emphasis on conscience--sense of duty -which develops in three stages

can serve as a beginning model to direct future research. According

to Bain, motivation is grounded in emotion and with the higher levels

of moral development, motivation moves from external to internal locus

of control. This thesis also places emphasis on emotional motivation

and recognizes that with higher moral development levels there is an

increase in internal locus of control, or autonomous behavior.

Any theory of moral development should include elements from

Dewey. Dewey's philosophy had a strong effect on Kohlberg's work.

Not only did Dewey describe similar moral development stages to those

found through Kohlberg's empirical research, but also Dewey's approach

to educating a moral sense in children was followed by Kohlberg in

prisons and schools. Dewey also advocated that to make jural terms

moral, one needed to become one's own lawgiver, judge, and jury. This

splitting of oneself into the impartial observer who evaluates and

judges one's own behaviors is essential to moral development.

Baldwin's concept of an instinctive need to imitate others and

his theory of how this develops into role taking stages is certainly a

progenitor for the research of social developmental theorists, such as

Selman. It is relevant to the new moral theory.

The strong influence which sociological psychologists Mead and

Cooley had on modern research has been impressive. Certainly their

delineation of the importance of the social self has significantly

affected contemporary moral development theories and this thesis.

Hobhouse's major importance for this new theory has been in the

area of group and social evolution and development. Since individual

moral judging and behaving take place in social situations, the social

moral atmosphere has decided influence on what actually occurs.

McDougall's theory of instincts is a precursor to Federn's ego

state theory and the modern ego state theory incorporated in the new

moral theory presented. McDougall's instincts take the form of par-

ticular perceptions, emotions, and patterns of reactions to data and

grow into organized systems of emotional tendencies centered about

some object. He described these systems as structured, semipermanent
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parts of the personality. McDougall also saw stages of moral develop-

ment which were based on sympathy and altruism.

Features of Freud's psychology must have significance to any

moral theory set within a total personality structure. Of particular

relevance to this thesis are the psychosexual phase development theory

and the defense mechanisms, which have sizable influences on thinking,

feeling, and behaving. Of equal significance is the stress he placed

on insight therapy to gain emotional health.

Erikson's psychosocial phase development, based on Freud's

phases, need be taken into account in any analysis of other per-

sonality domains, such as cognitive, social, moral, empathic, ego, and

faith. In a clinical setting it is valuable to determine if the ego

state involved in the problem situation is stuck at one of Erikson's

psychosocial phases or has inadequately development of one or more

phases. This information is beneficial in establishing a diagnosis

and treatment plan for the individual.

Adler also stressed social development as central to mental and

moral health. He believed that the need to be social is instinctual

and, thus, should be encouraged and developed for human survival and

happiness. His approach to diagnosing the state of mental health was

based on whether or not his client had such characteristics as

empathy, care, responsibility, equality, fairness, and democratic

thinking.

Prominent features coming from the psychology of Jung influenced

this thesis. He believed insight oriented therapy is necessary to

make the unconscious parts conscious. The individuation process is

lifelong for some people. Self-actualization is achieved by only a

few and then only after mid-life. He held that people are born with

the propensity to make meaning of innate archetypal symbols. This

theory is reminiscent of Plato's ideal forms and of Piaget's theory of

innate propensity to build mental structures which make meaning of

internal and external data. Jung's theory of multiple parts (e.g.,

anima, animus, shadow, great mother, the wise old man, various

personas) presages the modern ego state theory.
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Federn's contribution to this proposed new moral theory is

obvious. He was the first person to describe explicitly what the ego

states are and how they interact and affect the total functioning of

the human personality. His work has influenced many present thera-

pists who have developed techniques to elicit the various ego states

and then to work with them to bring about resolution of issues and

encourage development of and the working together of ego states within

the psyche.

Maslow's primary work was to study the highly developed human

beings rather than average or disfunctioning individuals. He was able

to describe several characteristics which exemplified people who

excelled in mental, emotional, and moral development. These charac-

teristics are important to research which looks at the higher stage

development levels of all personality domains. It is suggested in

this thesis that the highest levels of functioning will incorporate

Maslow's self-actualized list, Hegel's concept of the self-realized

person, Loevinger's integrated ego level, Fowler's highest faith level

features, and Kohlberg's Stage 6 and metaphorical Stage 7.

Summary of Proposal for New Moral Development Theory

A moral character involves growth and development throughout

life. It begins with innate tendencies to survive as an organism, to

make meaning of interactions and life which can be trusted and

believed, to imitate others, and to connect socially. These tenden-

cies are realized by making mental structures and systems in the brain

which have specialized functions. Some of these systems become ego

states which can interact, grow, and develop within the broader

personality. Sub-systems within ego states involve cognition,

emotions, and defense mechanisms. Integration of the personality

requires conscious recognition of characteristics within ego states,

communication among the ego states, monitoring and facilitating agreed

upon decisions and behavior of ego states within the total per-

sonality. Specialized mental structures within the personality are

cognitive, social, and moral domains, each developing at different
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times and rates. These can be viewed in isolation as hard structural

stage development processes. Other aspects within the personality,

such as will power and self-discipline, empathy, altruism, care and

response to others, and commitment to responsible action, can be

viewed in some cases as soft stage development and in other cases as

specific aspects which appear during development of the individual ego

states and total personality. All of these attributes are necessary

for the development of a moral sense and a moral character.

The intellect is the heart of moral judgment making and moral

behavior. All personality aspects need to be filtered through the

cognitive evaluation process to determine their motivation placement

in every moral situation. Justice considerations are also at the

heart of moral judgment making and moral behavior. A fair and just

decision will also be a caring and responsible one. Some people will

also make supererogatory decisions which go beyond justice decisions.

There are distinctions, at this level of functioning, between perfect

and imperfect obligations.

The developmental growth can best be simulated with a spiralling

movement which expands both horizontally and verticaly and is able to

cycle back to any lower level of attainment. The step-wise movement

model, described by Rest's more liberal features rather than Piaget's

or Kohlberg's hard line approach, appears to be adequate to describe

moral judgment competence testing situations. However, Levine's non-

displacement, additive-inclusive model is better able to explain

performance behavior in real moral dilemma situations.

The development of a moral character requires the development of

mental health. At the highest levels of morality, a person attains

Hegel's state of self-realization, Maslow's state of self-actualiza-

tion, Loevinger's state of the integrated ego, Fowler's Faith Stage 6,

and Kohlberg's metaphorical Stage 7. This highest level of moral

functioning is viewed as an ideal standard toward which one can

strive. In reality few will ever attain this ideal level of thinking,

feeling, and behaving. However, to have such a goal is an innate

requirement of being a human.
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CHAPTER 6: PRACTICAL APPLICATIONS

One purpose of this chapter is to show that developmental

therapy has applications in clinical settings. Another purpose is to

provide some evidence of the clinical validity of some pieces compris-

ing the new theory presented in Chapter 5. The discussions and case

materials selected for inclusion in this chapter do not represent all

of the types of counseling situations in which developmental tech-

niques are beneficial. They are intended as preliminary samples. The

purpose of this thesis is not to produce a "How To" manual for

counselors and therapists. However, for any theory of moral develop-

ment to be credible, it needs to have practical applications.

To have practical applications, the new moral theory must be

broken into specific domains and aspects. Theories and testing

instruments such as Loevinger's and Fowler's provide broad overviews

of development but have limited applicability in a clinical setting.

For instance, results from taking the SCT may place an individual at

the conformist ego development level, but this does not indicate

whether any counseling work needs to be facilitated at a specific

domain, such as Piaget's cognitive, Selman's social perspective

taking, Kohlberg's moral judgment, Hoffman's empathy or altruism, and

so forth. The information the SCT or Fowler's faith test do provide

is identifying the general performance level at which the ego state

who took the test is functioning at that specific point in time.

Whether this is useful in diagnosing a client problem and establishing

a treatment plan is somewhat questionable, since the ego state having

or causing the problem may not be the ego state which took the test.

There are testing instruments which apply to some of the hard

and soft structural domains. Kohlberg's MJI and Rest's DIT both

evaluate stage growth and development in the moral judgment domain.

Some tests measure empathy, such as the Bryant empathy scale and the

California Psychological Inventory (CPI) empathy scale. The Measures

of Psychosocial Development (MPD) is an Eriksonian-based instrument.
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The CPI also has scales to measure sociability, social presence,

socialization, and social maturity index, and the CPI has scales to

measure self-acceptance, independence, responsibility, and self-

control, among other scales. These are a few of the many testing

instruments which clinicians can use to help determine competence or

performance levels of aspects which are pertinent to moral develop-

ment. However, most counselors prefer using clinical interviewing

methods to evaluate what a client is thinking and feeling. The

clinical method was preferred by Piaget, who believed that psycho-

metric testing would not provide the kind of information most useful

in an educational or therapeutic setting.

Psychometric tests sometimes can be beneficial in clinical

setting as long as the counselor is clear about what is being tested-

in terms of the domain or aspect area and in terms of the test results

applying to the ego state who took the test. Depending on the testing

situation, the ego state who takes the test very well may be different

than the one who is experiencing a problem or causing one for the

client. It is for this reason that the most helpful information comes

from the counseling session facilitated by a clinical counselor who is

trained in developmental therapy.

Cognitive developmental therapy emphasizes the why and how of

client constructive cognitive processes. The therapist asks, "How

does the client think? How did the client begin to think that par-

ticular way?" Thus, Piaget's theory helps counselors understand how

clients think, construct, and act. In the philosophy of developmental

therapy, clients construct their world of reality but are limited by

their own cognitive structures and by the limit of culture and social

constructions in their environment. People's views of the world are

co-constructed in a constant, person-environment dialectic transac-

tion. Developmental therapy is based on Piagetian constructivism and

the discovery that basic principles of childhood development repeat

themselves again and again through processes in people's daily lives

and in the therapeutic relationship (Ivey, 1986, 1989).

Steenbarger (1990) said that helping a client should lessen the

distressful conditions. However, turmoil is an expected by-product of
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normal change. Development proceeds through periods of challenge and

crisis, which generate new sources of meaning and identity for

individuals. Turmoil of this nature is not viewed as maladjustment

but as a constructive precursor to healthy growth. Behaviors linked

to distress often contain the seeds of new responses for transitioning

to new developmental levels. The counselor's role is to facilitate

this change-in-process, even at the temporary cost of turmoil and

crisis. Viewed from this perspective, the healthy life is not

necessarily the life freed from all turmoil, since stress is inherent

in the change process. A healthier attitude uses the upheaval of

change to fashion new and vital meanings in life.

Using Developmental Techniques and Strategies in Clinical Settings

As stated earlier, to have practical application the various

developmental domains need to be recognizable during clinical work

with a client. Also, it is necessary that comprehensive knowledge of

all developmental theory be a prerequisite for counselors to be able

to know what is going on with the client, to be able to diagnose

problem areas which may be effectively treated by using specific

developmental interventions, and to be able to plan a treatment

strategy interweaving developmental techniques with other therapeutic

interventions. It is most helpful, therefore, for the counselor to

begin a mental assessment of the various developmental stages the

client is expressing. The first task, in terms of developmental

strategy, is to assess the cognitive functioning of the part or parts

of the client who is having the problem. Next is the assessment of

degrees of development the client expresses in terms of Eriksonian

psychosocial phases. It is particularly useful to determine if the

client is stuck at any one psychosocial level, as this provides

preliminary information regarding the cause of the problem the client

is experiencing. At this time, it is also useful to assess the social

perspective taking, the empathic, and the moral stages being expressed

by the client. Being able to place a client's ego state expressing at

any one time in one of these developmental domains allows the coun-
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selor to know something about most of the other developmental domains.

For example, if the cognitive functioning level of the ego state is

expressing preoperational thinking patterns, then the social and moral

stages will have to be at the lowest stages. This is backed by

research evidence (Kutnick, 1986) which shows that the isomorphic

level of cognitive function is necessary for comparable social and

moral levels to occur, and that the isomorphic level of social

perspective taking is necessary for the matching moral level to occur.

Therefore, if a level of social or moral functioning is higher than

the previous cognitive expression, this would be an indication that

the counselor has just witnessed another ego state expressing itself.

By assessing these developmental levels, the counselor can

recognize whether the client needs to be moved to lower levels for

horizontal work, or to higher levels of functioning, or whether the

client is stuck inappropriately at a lower level and blocked from

further growth. This would be a sign that the reason for blockage

must be discovered and worked with. It also is necessary to establish

the cognitive level being used by the client so the counselor can

match interventions and treatment style to that level. One must begin

"where the client is at" for a number of reasons (Erickson, 1986;

Erickson, Rossi, & Rossi, 1976; Erickson & Rossi, 1979). One reason

is to develop rapport with the part(s) involved; this is the best way

to avoid client resistance. Another reason is that if the counselor

is not viewing the problem through the eyes of the client, the therapy

might as well be for the counselor and not the client because it will

not help the client work through her problem. Still another reason is

to plan appropriate therapeutic movement from the beginning level to

other levels throughout treatment.

The following techniques and case materials are arranged in the

sequence of sections most often used during a clinical session.

However, there is no hard and fast rule. Quite often client informa-

tion comes in haphazard fashion and the counselor must be able to

remember what and how that information was expressed and be able to

put it into a meaningful diagnosis. The first section is the cogni-

tive domain and techniques for identification of stage and treatment.
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The second section provides information about eliciting specific ego

states during the session. The third section presents ways to

identify the social perspective taking stage of a client and the ap-

propriate work to help enhance development to higher levels of

functioning. The fourth section involves empathic development as a

treatment strategy for conduct disordered youth and antisocial

personality disordered adults. The fifth section discusses a case in

Kohlbergian moral developmental terms. The final section is a sample

of the kind of work a therapist can do using ego state therapy.

While it is possible to identify all of the developmental stages

at work in a client, most generally the clinical work needed to effect

change for resolution of the problem will entail using at most one or

two developmental domains and accompanying strategy and techniques-

along with other appropriate therapy interventions. However, no

matter what the issue or problem a client brings into the session, the

counselor will be working with one or more ego states. It is always

necessary to recognize that ego state or states and direct proper

treatment to it or them if there is to be adequate resolution of the

issue. As expressed earlier, the counselor may execute various

techniques quite expertly, but the problem remains unsolved if

treatment is not addressed to "where the client is at."

Using Cognitive Development Stages in Clinical Work

The Piagetian cognitive stages are found in counseling sessions.

Clients move from one stage to another. For example in the videotaped

session of Carl Rogers and the client Gloria, produced in 1961, Rogers

first worked at the sensori-motor level bringing out feelings. He

then developed a concrete example and finally helped the client

organize formal patterns of thought. Developmental therapy techniques

are not new. Effective therapists and counselors always have used

these techniques because they are the natural and logical ways we all

develop. However, most clinicians are unaware they are using cogni-

tive developmental techniques and, therefore, are unable to use them

intentionally to effect specific change in the client. The develop-
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mental therapy techniques should be used as adjuncts to whatever other

interventions a counselor is trained to use and finds effective (Ivey

& Ivey, 1990; Ivey & Conclaves, 1987, 1988).

There is now clear evidence that the cognitive stage sequence

is measurable and easily identifiable in the counseling session.

Rigazio-DiGilio has examined the reliability of the assessment process

of cognitive developmental therapy. She found that raters could

classify the cognitive developmental level of clients in the first 50-

100 words of an interview with a .90 reliability. She also found that

most adult clients could move through the stages in a session talking

about their issues at the four distinct cognitive developmental

levels. To learn ways of identifying cognitive stage levels in

clinical settings refer to Ivey (1986), Ivey & Ivey (1990), and Ivey &

Rigazio-DeGilio (1991).

The following methods which identify cognitive thinking levels

of clients are taken primarily from Ivey, 1986, 1989; Ivey & Goncal-

ves; Ivey & Ivey, 1990):

Preoperational--Sensori-motor: Children, adults, or families may be

described as preoperational when they are depressed, in conflict, or

unable to achieve desired cognitive or behavioral goals. The client

presents concerns in a random fashion, jumps frequently among topics,

and may show examples of magical or irrational thinking. The client's

behavior will tend to follow the same pattern with a short attention

span and frequent body movement. Attention is on sensory experience-

what is seen, heard, felt.

Preoperational clients: Many clients are preoperational as they

begin therapy. They are overwhelmed by their feelings. They are

their anxiety and their depression. Their thinking is dominated by

fantasies and irrational thought patterns. For example, one of Mary

Bradford Ivey's clients complained of dating anxiety (Ivey & Ivey,

1990). He disclosed the following fantasy, which occurred each time

he went out with a woman: One day in the future, already married,

entering his apartment, he finds many men, half-nude, escaping through

doors, windows, and fire escapes. This fantasy reinforced his beliefs
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that "Women are not reliable," "Nobody loves me," and "I will always

be betrayed by women." As a consequence of these beliefs, he consis-

tently avoided dating (example from Ivey & Goncalves, 1988, p. 407).

This is similar to the Piagetian concept of magical thinking. Also,

many phobic patterns center around themes of dying, fainting, losing

control, experiencing seizures, and vomiting, which also represent

magical thinking patterns. Depressive clients usually build catastro-

phic images about themselves, others, and the future. These images

are dominated by preoperational cognitive distortions such as ar-

bitrary inference, selective abstraction, and personalization.

Obsessive-compulsive clients reveal strange magical patterns of

thought and behavior, with rituals devised to prevent undesired

consequences. Thus, clients often enter counseling and therapy at the

sensori-motor or preoperational level. They are their actions, their

emotions, and their environment. They are unable to decenter.

Sensori-motor clients: This person describes the troubling

issue or situation using sensory data--what was seen, heard, and felt.

A person who comes into the counseling session expressing preop-

erational thinking patterns eventually needs to be moved into the

sensori-motor level of thinking. This is accomplished by asking for

specific examples. The goal at this stage of counseling is to bring

the client out of confusion and magical thinking by clarifying the

facts, as the client sees, hears, and feels them. Then the next

therapeutic movement is to concrete operational thinking.

Concrete Operational: This is a level of description and concrete

action. When counselors encounter preoperational clients, they often

ask them the critical transformational question, "Could you give me a

specific example?" to move them to this concrete description level.

Most children talk in very concrete terms. They may either say very

little in response to questions or they may talk endlessly with small

details about their experience. More advanced concrete thinking

occurs when causational and associational patterns are expressed.

Such as "if...then..." statements. It is necessary to get clients to

this concrete thinking level where they can organize their thoughts,
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make a plan, carry this plan into action, and test the results against

the preoperational magical thinking which has blocked them.

Formal Operational: This client is characterized by abstract think-

ing--to think about thinking, to operate on operations. At this

stage, clients are able to decenter from their own thinking, ex-

trapolating patterns of knowledge and self-knowledge through a

combination of multiple experiences and operations. By the fifth or

sixth grade, children begin to talk about themselves, sometimes even

from the perspectives of others. Two client examples will help

identify when formal operational thinking is helpful and when it is

not. The first client is a woman who believes that every time she is

in a public setting, everyone is looking at her because she is always

blushing. She believes they perceive her as insecure and incompetent

because of the blushing. There are several cognitive distortions in

her thinking patterns. She generalizes that all people are always

looking at her and that she is always blushing. She also makes an

arbitrary inference that when people see her blushing they believe she

is insecure and incompetent. Formal thinking helps her to realize

that some people do look at her in public when she is blushing, but

certainly most people are not even paying attention to her. Further-

more, she does not blush all the time. Also, she cannot tell what the

people are thinking when they see her blush. Some may be pleased at

finding a modest and sensitive person. When she is able to accept the

reality of her blushing sometimes in public situations, then the next

step is to help her recognize that while it is uncomfortable for her,

it is not catastrophic. Counseling helps clients like her correct

their thinking patterns by thinking about their thinking. Another

situation which utilizes another form of formal operational thinking

is the intellectualizing and rationalizing client. This client lives

in his head, not allowing himself to feel emotions, particularly

painful or ugly or fearful emotions. The therapeutic interventions

which are helpful with this client will: (a) point out that he is

rationalizing every time he escapes from emotions by using this coping

mechanism; (b) help him to reenact situations from the past during
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which he had escaped into his head; (c) short-circuit his intellec-

tualizing and help him experience going through the emotions; (d)

allow him to take into account more genuine thinking and emotions

coming from a more total self in making decisions and behaving.

Dialectical: Ivey (1986, 1989) added another stage onto Piaget's 4

cognitive stages--dialectical, which is the process of abstract

thinking about systems and more complex reflective thinking. The

essence of systems thinking is that the functioning of a system as a

whole emerges out of the dynamic interactions of its parts and the

system's interaction with its environment, the supra-system of which

the system is a part (Schwartz, 1982). The dialectic client is often

seeking personal growth. Most clients do not ordinarily make sense of

their worlds from this frame of reference. This client searches for

improvement of self and relationships with others, and becomes inter-

ested and involved in correcting the ills of the world. Dialectic

thinking is characterized by clients who are able to self-reflect and

self-evaluate, asking themselves hard questions. Often the answers

lead them to change their lifestyles and ways of interacting with

others. These clients are courageous and mirthful when facing

suffering and pain, committed to action when they make hard decisions,

and dauntless in pursuing their path in becoming better functioning

people in the environment of a better world. In counseling situa-

tions, it is often beneficial to move an individual, family, or group

through the normal cognitive stages and push them into Ivey's dialec-

tic stage. Using systems thinking helps people deal with the larger

issues of prejudices, sexism, handicaps, and political injustices

(Ivey, 1986, 1989).

It is possible to choose whether to expand development horizon-

tally or vertically. Horizontal development can be encouraged when

counselors help the sensori-motor client fill in more sensing pieces

to an experience or help the concrete client to recall more detailed

concrete aspects of the problem. It does little good to move verti-

cally until enough details have been put into place for the client in

the lower stages. Vertical development can be encouraged in a client
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by moving from basic level concrete cognitions to more mature concrete

cognitions, for example facilitating the client to make the more

advanced cause and effect concrete connections. It is necessary that

therapy begin with the lower levels and move into higher levels. If

the client is utilizing higher level cognitive functioning, such as

formal operations, it is best to return the client to the lower

sensori-motor and concrete levels to make sure the client is not

escaping the situation through intellectualization (Ivey & Ivey,

1990).

A case example will be helpful in putting some of these lessons

to use. The case is an 8-year old boy who was displaying conduct

disorder behaviors. Mary Bradford Ivey, the therapist, believed that

the child had been physically abused himself (Ivey & Ivey, 1990). The

child was argumentative with peers and adults, hitting other children

on the playground, and disturbing other children in the classroom.

The evaluation phase of counseling occurred over five 20-minute

sessions, gradually building rapport with the child. The child

displayed primarily concrete thinking with random sensori-motor

expressions. The emphasis was on expansion of concrete. The boy was

encouraged to talk about the playground incidents of fighting with

other children. In the fifth session, the suspected problem of child

abuse was brought to light. The child talked about a particularly

violent fight on the playground. The exchange between the counselor

and child took the following form (Ivey & Ivey, 1990, pp. 303-304):

(Coun): "What did you see just before you hit him? Can you see
him now?" (Child): "I see his red, ugly face. He is panting and

shouting." (Coun): "What are you feeling right now in your body?"

(Child): "My stomach feels queasy, like I want to throw up." (Coun):

"Where have you had the same feeling before?" (Child): "When my Dad

came in drunk last week and threw the dog against the wall and then he

hit me."

The therapeutic interventions were (a) to accept and listen to

the random events as the child told about the playground incident; (b)

to organize the playground events which the child talked about in a

concrete and linear fashion; (c) to then move back to the sensori-
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motor level to emphasize what the boy saw, heard, and felt in the

playground scene and relate that to a similar scene in the child's

memory. The interchange continued to bring out more abuse situations

between the dad and child. The treatment plan suggested by the

counselor was to help the child work through emotional sensori-motor

elements relating to the abuse; to help the child learn to use better

concrete behaviors and coping strategies to deal more effectively with

the school; to help the child increase a positive sense of self, often

associated with the beginning formal operations level; and, to connect

the child with support through the school, family, and community

systems. Of course child protective services was one of the social

service community systems involved in the treatment plan.

Van Hersteren and Ivey (1990) mentioned that it is important not

to fall into the labeling and categorizing trap when using developmen-

tal therapy. They call this "falling into the developmental stage

typing temptation." A person is not a stage of development. Some-

times a client displays specific stages and sometimes different

stages. The ego state(s) involved in the problem will display

specific levels of the various developmental aspects but can be moved

to other levels during the therapeutic work. The ease with which

clients can move from one stage to another in counseling sessions is

evidence that a hard line approach to stage movement, as interpreted

by Kohlberg and colleagues (Colby & Kohlberg, 1984; Kohlberg et al.,

1983) needs to be softened.

Eliciting Ego States and Helping Them Integrate

To do effective counseling, it is essential to know the various

ego states which are relevant to the problem situation. It is

important to understand what stage development levels the problematic

ego state has advanced to and how other ego states might be in

conflict with it or may be able to help it. Using the theories and

work of respected therapists, examples of therapeutic interventions

are presented here which integrate the parts of the personality,

including the most extreme form--multiple personality disorder (MPD).
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For instance, Betteiheim believed that all individuals struggle

through developmental crises that center in personality integration.

He believed that everyone has a need to integrate the various parts of

self to avoid being torn apart by ambivalence. He acknowledged that

this search for integration is a task that confronts all of us all our

lives, and it is one that leads to eventual conflict resolution and

integration. In The Uses of Enchantment (1977), he used fairy tales

to aid in personality integration. Each fairy tale has its own basic

conflict to resolve and the happy ending is the integration of some

inner conflict. Another noted therapist, Lee Wallas, in Stories for

the Third Ear (1985), blended fairy tales with hypnotherapy. In one

of Wallas' stories, "Twins," she wove a tale to integrate two parts

which have been in conflict.

Virginia Satir (1964) believed that no one has a single dimen-

sion (unitary ego). She used a group to play the different parts (ego

states) of a client. As the drama unfolds, the client watches the

parts talking, arguing, vying for control, and in conflict. Satir

would stop the drama at times to ask the client how she or he was

feeling about any part or what was happening. Satir facilitated the

movement from conflict to cooperation. When Satir believed that

resolution was at hand, she would ask if the client was ready to

receive the parts. If the client agreed, then she would begin the

ritual of integration. Each part identifies its role and function in

the client, such as, "I am your Wallflower. I feel like I melt into

the background, being ignored by those around me. I am shy, left out

of fun activities and groups. I am lonely and unhappy. Do you accept

me?" If the client receives this part, then there is an understood

responsibility to take care of that part in the total personality.

Lankton (1980, 1985; Lankton & Lankton, 1986) used several

interventions to elicit and integrate the parts (ego states) of the

personality. He used basic neurolinguistic programming techniques to

help elicit the part. For example, he used the eye movements to

determine the mental modality structures of recalling a problem

situation. The client may first hear the voice of father warning not

to do something, then see the situation, then kinesthetically feel
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himself doing the forbidden act, and then see the disapproval on

father's face, and feel the shame that occurred at that point. Using

the same modality pattern, Lankton helped the client reexperience the

situation step by step. Putting a client back in the problem situa-

tion and reliving it elicits the part or parts of the personality

involved in the problem (Bandler & Grinder, 1975a, 1975b, 1979;

Grinder & Bandler, 1976, 1981, 1982). Lankton used imagery to

integrate parts which have been dissociated because of a traumatic

event. The client is asked to watch the image of herself, as if she

were an actress in a movie and the client is sitting in a movie

theater. The trauma event is played through with the client watching.

If the event is still too strongly felt, the client is asked to see

herself sitting behind the watcher watching the screen, seeing the

trauma more indirectly through this twice removed process. The client

is asked to explain what is going on and what help the victim of the

trauma needs. The observer part is finally asked to go into the movie

of the trauma and join with the victim part, taking her hand and

providing whatever she needed to get through the trauma. The victim

feels comfort and understanding from and connection with the caring

observer part and, thus, is able to reunite with the personality. As

the memory of the event is told and as some resolution of the trauma

is infused within the personality, a healing integration can occur.

A Clinical Use of Social Perspective Taking

Identifying the stage of social perspective taking a child or

adult is using often is the key to diagnosing the problem and deter-

mining what kind of therapy will solve this problem. Slowly develop-

ing children often experience displeasure of significant adults and

rejection by peers. This often leads to low self-esteem and a sense

of failure. Resulting inappropriate and hurtful behaviors by the

child often exacerbate the situation, making the child feel even more

punished and inferior. The child caught in this negative cycle often

does not develop beyond initial stages of social perspective taking

and instrumental moral justice levels. This child is generally
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diagnosed conduct disordered and often grows up functioning with anti-

social personality disorders.

Selman used an example of a "difficult child" to demonstrate

social perspective taking as a therapeutic intervention. Since social

role-taking skills are necessary but not sufficient for corresponding

moral judgment, sometimes a clinician needs to work on the social

stages to develop, indirectly, the moral stages. Selman found that in

the normal population social perspective-taking stages generally were

no more than one stage higher in development than the moral; however,

in delinquents, it was found that role-taking abilities often were two

or three stages higher than the moral. When a person "reads" what is

cognitively and emotionally happening in another, yet lacks empathic

caring and moral fairness, this situation becomes a clear risk for the

other because it offers fertile soil for antisocial behaviors (Rosen,

1985).

Selman illustrated how he diagnosed and treated based on social

reasoning levels with the case of Tommy. Although 8 years old, Tommy

was at Stage 0. He, therefore, was performing on an egocentric basis,

a social stage typical of children at ages 4 and 5. Natural observa-

tion of Tommy interacting in the environment with others such as peers

and teachers showed that he did not differentiate between his own and

others' feelings. Grossly deficient in role-taking abilities, his

relationships were fragmented and temporal and indicated no sense of

reciprocity. Good and bad were defined in terms of his own desires.

Failure to meet his needs without delay or question meant that the

other children did not like him. The treatment plan was to enroll

Tommy in a therapeutic camp in which great emphasis was placed upon

explaining constantly to him the reasons for social rules, games, and

behavior. The underlying motives of other children and counselors at

the camp were explained to him in as many situations as possible. He

was continuously told what others' would normally and reasonably

expect of him. The therapeutic efforts were selected to assist Tommy

in differentiating his own thoughts and feelings from those of others,

in learning to seek internal causes of behavior, and in taking the

roles of others so that he would understand their perspectives. In
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the span of eight weeks Tommy shifted from Stage 0 to Stage 1. He

made new friends, despite being extremely disliked at the beginning of

the summer. His own notion of friendship changed in positive ways.

Selman stressed that he did not advocate that traditional diagnostic

approaches be replaced by a cognitive-social-developmental one, but

rather that the latter should be added to those already in use (Rosen,

1985, pp. 119-120).

The case of Tommy shows how the slow learning child, often one

who is not receiving adequate role modeling and social behavior

training from parents, is encouraged to develop social skills which

will help him to be liked by adults and peers and to interact with

expected social behavior to elicit positive feed-back. This can break

the negative cycle and help him to gain a positive self-concept and

feel more successful as a social person.

Using Empathic Development with Antisocial Clients

The developmental stages described in Kohlberg's and Hoffman's

theories, which are integral aspects of the new moral development

theory expounded in this thesis, also have treatment implications. An

example is working with delinquent youth. Small-group moral dilemma

discussion programs reduce adolescent antisocial conduct. Not only

cognitive processes but also affect--especially empathy--are critical

to moral conduct. Feelings for others not only tend to prompt

altruistic behavior but also may play a particularly significant role

in the control of aggression. If a delinquency treatment program is

to reduce aggressive or antisocial behavior, it needs to incorporate

empathic development (Gibbs, 1987).

Stanton Samenow (1984) provided a clinical analysis of anti-

social youth through his and Yochelson's careful study of young adult

criminal offenders. The two principal features of his descriptions

are empathic dysfunction and egocentric orientation. Although certain

antisocial individuals may not possess empathic responsiveness (the

idiopathic or primary psychopath), Samenow believed that the lack of

empathic affect in most offenders is more a matter of dysfunction than
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of total deficit. What little empathy exists is superficial and

erratic. It is easily suppressed by self-centered motives or aggres-

sive impulses or neutralized by self-serving rationalizations. Hence

the empathy is behaviorally ineffective. There may be an occasional

impulsive act helpful to another, but there is no stable consideration

for others.

The superficiality and ineffectiveness of empathy in an anti-

social youth becomes less surprising when one considers more fully

their self-centeredness, or egocentrism. Although other people may be

momentarily and superficially "felt for" in the absence of egoistic

interests and pleasures, empathic feelings can otherwise be suppressed

and discarded at least partly because other people are not usually

considered individuals in their own right, with their own needs and

legitimate claims or expectations (Samenow, 1984).

How are we to account for the ineffective empathy and egocentric

orientation of antisocial individuals? Sociomoral-developmental

theorists explain that the antisocial individual's egocentrism and

superficial empathy is a result of delayed social cognitive develop-

ment, especially immature moral judgment. Controlled comparisons

between delinquent or conduct-disordered children and adolescents with

normal children and adolescents indicated that significantly higher

percentages of delinquent or conduct-disordered youths are at Kohl-

berg's (1984) moral justice Stage 2 and even Stage 1, than are at

Stage 3 or Stage 4. As children enter adolescence, those who are not

functioning at least at a Stage 3 moral reasoning are seeing the world

through a Stage 2 view which is self-centered and antisocial. They

are dangerous to society, given their size, strength, independence,

sex impulses, and ego capabilities (Gibbs, 1987).

Thus the antisocial youth's egocentrism is linked to certain

sociomoral-cognitive immaturities and delays. These delays are

themselves linked to inadequate social role-taking opportunities at

school, at work, at social gatherings, and especially at home.

Antisocial youth disproportionately have physically harsh, dishar-

monious, and neglectful parental histories in their backgrounds.

Often parents do not tell children why their mistakes were wrong and
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how that hurts other people, do not present themselves as good and

responsible family roles, and do not allow the child to participate in

decisions of importance. When parents only threaten and punish the

child, the child cannot grow beyond concrete and superficial levels of

sociomoral understanding (Gibbs, 1987).

Hoffman's (1975, 1976, 1981, 1984) socialization analysis

provided a role for affect in moral learning and motivation. It

supplemented in important ways Kohlberg's emphasis on social role

taking and understanding. Hoffman emphasized that moral behavior

typically must occur in the face of egoistic desires. Hence the moral

learning and motivation derived from being disciplined are most

important since that is principally where the conflict between moral

norms and egoistic desires is first faced and negotiated.

Many children are subjected to harsh disciplining by angry

adults. This is identified by Hoffman as "power assertive dis-

cipline." Hoffman (1984) and Staub (1984) pointed out some important

contrasts between power assertion and inductive discipline. The

severe disciplining technique often fails to address the pain and

suffering the wrong-doing has caused for others; rather, the punish-

ment is focused on how bad the child is and on the ability of the

adult to assert threatening pain on the child. Hoffman suggested that

inductive discipline be used instead, which focuses the child's

attention on the other's pain as a consequence of the wrong doing.

The actual punishment the child receives is not physically or psycho-

logically threatening or severe so the focus will not be directed

toward the punishing adult. Empathy often will not be learned by

children as long as their attention to blocked at the personal pain

and punishment levels of moral development. This concept sheds some

light on the defensive egocentrism of conduct-disordered adolescents

and their ineffective empathy. Non-nurturant, arbitrary, and severe

power assertion heightens the opposition-of-wills feature of the

discipline. Threats of punishment cause a defensive and antagonistic

approach regarding morality because they direct the child's attention

not to the child's wrongdoing and why it is wrong but instead to the

threatening, punitive parent. Morality is seen as externally imposed
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mandates which are against one's desires. The moral "norms" which are

inferred are that one should resolve social conflict violently and

that one should avoid getting caught next time by those who are more

powerful.

In contrast, the focus in inductive discipline is on the

wrongdoing and its harm to the victim. Such a focus makes the

discipline less arbitrary and alienating. It models a rational and

constructive approach to interpersonal conflict situations. It also

keeps the parent from being the adolescent's target of anger. Hoffman

argued that because of this, the parental source of the norm content

tends to be forgotten with time and the normative prescription for

considering or helping others comes to be self-attributed--a key

factor in autonomous moral behavior (Hoffman, 1984; Gibbs, 1987).

Arbitrary power assertion generates displaced anger, but induc-

tive teaching tends to cultivate empathy. The inductive cognition

gains motivational properties through classical conditioning with

empathic affect. Effective socialization means that empathy and

anticipatory empathy-based guilt usually enable the induction-guided

behavior to overcome self-centered motives or aggressive impulses

(Gibbs, 1987).

The explanation of antisocial behavior is clearly implied.

High-risk children are those who have experienced harsh, arbitrary

power assertion and little or no inductive discipline, with no

compensating role-taking opportunities at school or elsewhere.

Superficial and ineffective empathy, defensive egocentrism, immature

sociomoral reasoning, and displaced anger all mean that the antisocial

youth's impulses and frustrations can readily lead to action at the

expense of others (Gibbs, 1987).

The basic treatment approach which is most effective in such

situations is developmental (Kohlberg et al, 1972). The sociomoral-

developmental approach has strategies aimed at providing an oppor-

tunity for subjects to consider the perspectives of others. Attempts

are made to restructure the school or correctional institution in

terms of democratic and just principles so students and inmates can

participate as much as possible in making rules and deciding penalties
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which affect themselves. The use of Socratic discussions in groups

about relevant sociomoral dilemmas stimulates perspective-taking

experiences. In effective "dilemma session" programs, subjects must

justify their reasons for their dilemma decisions in the face of

challenges from developmentally more advanced peers and session

leaders. Involvement is often enhanced by controversy and vigorous

discussion. A composition of the group with at least 50 percent of

its participants providing Stage 3 challenges may be especially

important. Kohlberg, Hickey, and Scharf (1972), in continuing

research and work, noted the importance of Stage 3 thinkers in the

groups. Finally, involvement is fostered if the members, after

several sessions, coalesce into a working group. In a cohesive group,

subjects will especially attend to peer challenges and session leader

inductions. Group members care about other group members' impressions

of them, and about whether they can influence the group decision-

making process and be respected as important contributors.

Samenow (1984) also claimed to accomplish reductions in antiso-

cial behavior--and even total reforms in behavioral life- style

through a small group discussion program. In the Samenow groups the

ethically relevant material are not hypothetical moral dilemmas but

recollected thoughts, feelings, and actions. Each participant takes

notes and reports to the group on seemingly insignificant incidents;

the group leader identifies several themes for discussion such as the

offender's "expectations of other people which usually were self-

serving, his attempt to control others, his fears, and his anger"

(Samenow, 1984, p. 220). Samenow and Yochelson also prompted each of

the participants to "learn to anticipate situations in which they

might be angry and think them through in advance" (Samenow, 1984, p.

226). Anticipating problems includes anticipating the feelings,

preferences, and needs that others might have.

Some features of the Samenow-Yochelson program may need modi-

fication to be appropriate for most antisocial youth. For one thing,

the leaders did not worry about establishing rapport and were hard and

direct in using corrective procedures in the group. Such harsh power

assertions are part of the problem in the backgrounds of many antiso-



272

cial youths. Gibbs (1987) emphasized the need to transform empathy in

antisocial youth from superficial and erratic sentiments and impulses

into stable feelings for others, ones that can inhibit aggression and

even prompt altruism. Cognitive developmentalists, in theory if not

in practice, have neglected this aspect of the remedial problem. In

therapeutic interventions with antisocial youth, they must respond to

the pointed introspection of one of Samenow's subjects:

I really don't have any feelings for those I hurt. Were I
to rape a woman, I wouldn't feel one second of her pain or
anguish. . . . Where my own interests and pleasure are
concerned, my feelings for others are automatically so
totally suppressed and discarded as to be totally absent.
. . . If I could appreciate the sufferings of my victims,
they wouldn't be my victims. (Samenow, 1984, p. 235)

Discussing a Case in Kohlbergian Moral Justice Terms

This next case is viewed from the aspect of Kohlbergian moral

development. Kohlberg's material continue to be relevant in the new

moral development theory detailed in Chapter 5. In this following

example, Kegan used the broader framework of ego development (per-

sonality development in the new theory) to discuss Kohlbergian moral

stages and issues relating to external and internal locus of control,

projection, observing ego, and ego boundary (Kegan, 1982). The

following case is paraphrased from Kegan (1982, pp. 170-172):

Terry is fifteen years old. She was recently hospitalized in a

psychiatric ward by her mother. Following a series of out-of-control

behaviors which culminated when her mother called school and dis-

covered that Terry had skipped that day, Terry's parents decided they

could no longer deal with her. When she returned home at the ap-

propriate after-school hour and was confronted by her mother, Terry

raged at her mother for intruding into her business and demanded her

bankbook so she could run away. When her mother refused, Terry took

twenty dollars from her mother's purse and locked herself in her room.

She escaped through a window and led her family, friends, and police

on a seven hour chase. Terry exuberantly told of her exploits in the

hospital. The mother described Terry as bright, egocentric, narcis-
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sistic, and manipulative. Terry described her mother as stern, stub-

born, nagging, unwilling to compromise and headstrong.

The therapist on the case felt that she could never establish a

relationship with Terry. She wanted to talk with her about what she

was feeling, but mainly Terry wanted to talk about how to maneuver in

the hospital system, whether this or that would cause her to lose her

privileges, how bad the food was. The therapist discovered that when

she was nice to her, trying to establish a relationship of trust and

support, Terry would just take advantage of or manipulate her. What

was most important to her was getting her way no matter what other

people wanted. Soon it was discovered that she spoke to people

outside the ward about people inside the ward, which was a violation

of patient-patient agreements. It was also discovered that she used

unprescribed drugs during a weekend pass, another violation of

patient-staff agreements. The staff expelled Terry from the community

events on the ward because of these behaviors. They evaluated her

behavior as hostile and acting out and justified their own action on

the grounds that she would not do the work of the ward, was argumen-

tative, was disruptive, was inciting to other patients, and was a

staff-splitter.

Terry's perception of her own predicament was that she was a

victim at the hands of others who are not fair: it's not fair for her

mother to be checking up on her at school; it's not fair that her

mother wouldn't give her her own bankbook; and, most of all, it's not

fair that she has to be in the hospital. "The only reason I'm in the

hospital and my parents are home is they are over 21 and I'm not.

They ought to be in here too, or none of us should be here. It's as

much their problem as mine. We just can't get along."

From the Kohlbergian view Terry seems to be at Stage 2. What is

right is following rules only when it is to one's immediate interest

and acting to meet one's own needs. Reasons for doing right are to

serve one's own interests or needs in a world where one recognizes

others have their interests, too. The social perspective involves an

awareness that others have their own interests to pursue. When these

interests conflict, what is right is relative in the concrete indivi-
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dualistic sense (Kohlberg, 1976). Terry also projects and external-

izes by talking about "guilt." What Terry means by the word is not

self-blame but an anxious anticipation of what others will do, or not

do, as a result of what she has done. For her the situation is

interpreted in external terms in the sense that other people will find

out and do something. Her feelings are moved from inside herself and

projected out onto the social arena of action, performance, manipu-

lation, consequence and control; her own competing points of view are

projected onto others who have antagonistic and competing authority.

When she holds just one point of view and projects the others, she

lacks the ability to self-reflect. Intrapsychically, she lacks

insight. Interpersonally, she needs to control others because she is

unable to control herself from an internal posture.

In beginning stages of counseling, a developmental therapist

would suggest that she be moved back to a cognitive sensori-motor

level to help her connect with her own feelings rather than external-

ize and project them. Then the counselor would move to the concrete

operational level, horizontal movement would expand her perception,

adding the owned feelings. Emphasis would be on helping her to role

take other's thinking and feeling, putting all of this data into her

concrete picture, making new cause and effect connections. Then she

would be encouraged to make formal operational level self-reflections

to gain personal insights into her needs, wants, and fears. The

therapist would help her expand options to more appropriate ways of

meeting her needs and wants without negative consequences. The

therapist's approach to Terry in doing the above would be Socratic in

the Kohlbergian sense and would solicit her perception, opinions, and

suggestions.

A Sample of Ego State Therapy

Ego state therapy can take many forms. The easiest way to

elicit specific ego states is to hypnotize the client. This allows

the counselor to work directly with any ego state. It cuts down on

the number of therapy sessions and narrows the possibility of working
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with the wrong ego states. However, there are some benefits in

working with the client in non-hypnotic states. One benefit is to

train the client to recognize her own ego states and be able to elicit

the proper ones herself in the therapy situation. This form of self-

awareness is important to personal growth and development spoken of in

this thesis and in context to the new moral development theory

delineated in Chapter 5. My own clinical preference is to utilize the

client's conscious awareness modalities as much as possible in

therapy. However, the counselor in the following case session is

Helen Watkins, a expert in ego state therapy, who works work with

several different ego states in each session by using hypnotherapy.

This is a partial session with the client Mikale. This is the

fifth session and the therapist has met several of Mikale's ego

states. Three of those ego states are worked with in this session and

the treatment plan at this point in therapy is to facilitate a

compromise among the parts of "Mother," "Mike," and "Misha." The

client is a 19 year-old woman who has a history of difficult relations

with her biological mother. The "Mother" part, also known as "Hard-

head," is a partial introjection of the real external mother. The

"Little One," is Misha. Helen begins the therapy session with a

formal hypnotic induction, taking the client down stairs, going deeper

and deeper into trance with each step down (Watkins, 1978a):

Counselor: And now I would like to talk to just part of you and the
part that I'd like to talk to again is the part that I
talked to the last time. I'd like to talk to Mother and
when Mother is there just say, "I'm here." You don't want
to talk to me?

Client:

Counselor:

Client:

Counselor:

I'm here. No, that was Mike or Misha or whoever she is.
She wanted to talk but ...

Oh, she wanted to talk, the Little One?

Yes.

OK. Maybe I'll talk to her later. I'm glad you told me.
Tell me what happened. You told me you were going to work
on her allergies and apparently for several days it was
much better and then she spent some time with her mother
and then all of a sudden the allergies became worse. Tell
me, how you perceive this.
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Client: Well, I did go home and I did the thinking like I told you
I would.

Counselor: Umhum.

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

And I decided maybe you were right. I was being a little
overly harsh in my punishment. Ummm...and so I started,
and it seemed to work. She was feeling better and she was
sleeping better, but when we got there it was like I just
lost control, kind of. Strange....

It isn't like you to lose control, is it?

No. It was like the real mother had more control over
what was going on than I did, and she just kind of took
over, and I tried to stop it and I managed to keep it at a
semi-flat level until Saturday, but I couldn't fight
anymore.

And you don't know why, is that it?

I don't understand why. I don't understand how she on the
outside could have more effect than I do on the inside.
It just doesn't make any sense, but it wasn't me doing it.
I was trying not to do it.

Umhum. Well, maybe we could find out from other parts in
there what's going on, and maybe they had something to do
with it. I don't know. Do you think that'd be alright if
I try to find out for you?

Yes. I don't understand this, and I'd like to know.

Well, why don't you stay where you are. You can stay in
the room, and I'm just going to call on someone else, but
you can listen in. OK?

OK.

Alright. The part that I'd like to talk to is Little
Misha and when she's there just say, I'm here.

I'm here. I'm here.

Oh, you're happy to be here.

You should go faster down those stairs though, because I
wanted to run down the last part...it's like (pants)

I didn't realize you were there.

Well, I was.
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OK.

I took 'em slow but I didn't want to.

OK. Well, next time I'll pay attention to you. OK?

OK.

Alright.
Misha?

Well, you
earlier.

Do you know anything about these allergies,

said something that was really interesting
You said guilt and that fits.

Oh, it does?

Yeah, because Mommy always told me I was a bad girl and I
should feel guilty and I would, but I didn't like it.

I see. That doesn't feel good, does it?

No. It made my tummy hurt.

Oh, sure.

They also fit last night. We also had this naughty dream
last night. Well, it wasn't real naughty because nothing
happened, but, but it fit. It's really strange.

Tell me about it.

The dream?

Yes. Whatever you want to tell me about it.

Well, it's real strange because, because the big person,
the one on the outside, well, she's been having problems
with her sex life because something's been holding her
back and she had this dream last night and she kept
kissing her fiance and it felt so good, but they kept
stopping because she was like afraid to push too far and
that's why because she feels so guilty. She's not
supposed to feel like that because Mom doesn't like her to
feel like that.

Oh.

It's not right to have those type of feelings.

Aw, she shouldn't feel sexual. Is that the idea?

Yeah. Because they're naughty feelings.
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Oh, I see.

And she even calls them naughty feelings, kind of, but I
think it's because she feels guilty.

That's a very good thought on your part.

I don't know where it came from, but it fits; but don't
tell Hardnose over there.

Who, Mother?

Yeah. She's grumpy. She'll tell me I'm wrong. She
always does.

Well, I think that sounds like a very ...

I like the feeling like that.

Well, sure that's normal and natural.

But, I'm not supposed to...but I think that's how come, we
can't, because we feel guilty.

You know what, maybe it's OK now. Maybe it's OK now to
feel that way. Your know you're kind of growing up
yourself. You're having some fine ideas. And maybe your
ideas are better than what Mother on the outside used to
say. Because you're just acting normally and naturally
and healthy like. Maybe it's OK to feel those feelings
and to let the grown up part feel those feelings. After
all, those are just normal feelings and she's going to be
married pretty soon and it's no good to have all those
guilt feelings about sex when you're married. You're not
free to be happy with your sexuality.

Well, I try, but Hardnose always goes (yuck).

Counselor: Ohhhh.

Client: That's Hardnose. I always wonder who did it. But it's
Hardnose always.

Counselor: Oh, you're talking about Mother.

Client: Yeah. Whatever her name is. She doesn't have a name, she
doesn't like names. She's above names. So I call her
Hardnose.

Counselor: I see. You have a good time, don't you? Well, tell me
what do you know about the allergies?
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Well, I don't know much about them. They itch.

Well, you don't have anything to do with it, huh?

Nope. I don't like them.

Mother inside would....

They're kind of disgusting (interrupted)

Yeah. She was trying to stop and then all of a sudden she
found out that the Mother on the outside had more in-
fluence than she did, and she was very surprised and I
thought, well, I'd talk to you and see if you know
anything about it.

It probably has to do with guilt, but I don't know I would
tend to think it would have to go through Hardnose...I
don't like guilt. I'm the one that makes us do things we
end up feeling guilty for.

You're the one that's fun, huh?

Yeah.

You like that.

I feel pretty good too.

That's nice.

After you rescued me, I feel much better, or after Mike
rescued me, I feel much better.

Good. Now you're out of that basement. You don't have
that rash anymore either, do you?

We itch but that's because we got sunburned.

Oh, sunburned. That's a good reason to itch.

We're getting over that too.

Counselor: Well, I'll let you go play and do whatever you want to do,
have fun and...

Client: Those stairs.

Counselor: Oh, those stairs.

Client: I want to run down 'em.
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Counselor: Yes. I'll have to remember, but not everybody can run as
fast as you can. That's the only problem.

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

OK. OK.

OK. Alright. Now you go where you need to go or want to
go, and I'd like to talk to any part of the personality
that knows about the allergies and what happened this
weekend.

I think I did it.

Who are you?

I'm Mike.

Oh, you're Mike. Why did you do it?

Well, I don't know for sure. Misha was having a good time
and she was trying to avoid unpleasantness which is
Misha's purpose, I guess.

She's a child, and she wants to have fun.

Yeah. And Mother was doing things that were, you know,
this Mother.

The inside Mother or outside?

Yeah, the inside Mother.

OK.

Was doing things that were contradictory to what normally
happens. Like, you know...She was fighting the outside
Mother and I guess I got to feeling bad and I let them
come back.

The allergies? Oh, for what purpose? I'm kind of
confused. (pause)

It was so different, and I was afraid that if things
changed they're gonna get worse. At least with them being
the same, I know how to deal with that.

I see. In other words, you could predict. You knew what
to do.

Yeah.

I see. Sometimes you got to take a little risk. There is
risk in change, isn't there? You don't know what's going



Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

Counselor:

Client:

281

to happen; you got a little scared, huh? Do I have it
right, you're 19?

Do I have that right? (Nods assent) Well, Mike, you did a
nice job with the Little One, and I really appreciate
that, but you notice how that change that you promoted and
that you helped me with, that change was for the good, and
Misha is much more unpredictable now, much more fun, much
more willing to play but no more rash anymore. But that
was a change, and you were part of that change.

I'm afraid she's going to do something. Even now I'm
afraid. I don't want her to do something that's going to
hurt us.

How can you get hurt?

She may do something that somebody on the outside doesn't
approve of.

So? Neither you nor her nor Mother inside need to be so
concerned about what other people think. What other
people approve of or what they don't approve of. You
realize that the main personality is an adult. She's, I
guess, what, 22 years old? The main personality. OK.
Well, she's going to get married. She can make decisions
for herself. She doesn't have to do what the outside
Mother says anymore.

But Misha is so unpredictable and so carefree now, and the
other Mother is acting really strange. Normally the
one who keeps Misha in line, but she's not keeping Misha
in line anymore.

Wonderful.

But, but somebody's got to, don't they?

Do they? You know you have to have a little trust in the
main personality who's now an adult. She can make
judgments for herself or what behavior is appropriate or
not appropriate. I haven't seen Misha do anything crazy,
inappropriate, wild, dangerous. She's just a delightful
kid. I think you need a little more faith.

Could be.

Counselor: And she really doesn't need the allergy. That main per-
sonality doesn't need that allergy. I'll tell you that,
and besides it doesn't stop Misha anyway.

Client: That's true.
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Counselor: I think you can let go and just trust the process a little
more. And, of course, Mother has been changing. She was
a little confused. She tried so hard to get rid of those
allergies, and all of a sudden she didn't know what
happened. It got worse and she thought it was because of
the outside Mother. She didn't understand why but now I
think...I asked her to listen in so she could hear what
was going on, so she could find out what was going on.

And I appreciate your listening and do you think maybe you
could let go a little. Do you think you could let the
process just happen and not worry so much? Just trust the
main personality. Really.

Client: I'll try.

Counselor: OK. I would appreciate that. Now you go where you need
to go and you can certainly listen in. You don't have to
go away. You can listen in, and I would like to talk to
Mother again.

Helen, the counselor, is able to facilitate an understanding

among the several parts involved with Mikale's allergy problem. There

are ego states which are in conflict with each other primarily because

they have misunderstood the competence or intentions of one another.

Fostering communication between ego states allows the miscommunica-

tions and misunderstandings to be worked out. The method of working

with several parts at once is very much like working with a family.

Family therapy techniques work well with an individual to gain

understanding and cooperation among ego states and to resolve internal

conflicts.

Summary of Chapter 6

To incorporate developmental techniques into the diagnosis and

treatment planning aspects of clinical counseling, it is necessary to

begin by evaluating the level of cognitive functioning of the ego

state(s) having or causing the client's problem. Decisions then need

to be made whether to move to lower or higher cognitive levels and

whether to expand horizontally or vertically in the levels. Ivey's

techniques to evaluate cognitive level are used within the counseling
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interaction itself. Psychometric tests can be used to gauge the

development levels; however, to insure that information pertains to

the ego state(s) involved, the clinical method of evaluation is

recommended. Information regarding the Eriksonian psychosocial

development level is often beneficial in making both the diagnosis and

treatment plan. Information as reported by the client can be trans-

lated into clinical terms by using Selman's social perspective taking,

Hoffman's empathy and altruism, and Kohlberg's moral justice descrip-

tions of developmental stages, as well as information generated by

Gilligan's work with care and response, Blasi's work with commitment

to action, Loevinger's and Fowler's information regarding total

personality domain, and Freud's coping defense mechanisms. A treat-

ment plan, using developmental techniques, ego state therapy, and

techniques generated from other psychological theories, can then be

made and acted on.

To date, no developmental theories and techniques have been

organized and presented which incorporate knowledge and use of several

domains. This chapter presents a multi-domain approach to developmen-

tal therapy which is congruous with the new moral development theory

described in Chapter 5. To work developmentally with any domain

enhances directly or indirectly the moral development of the client.
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CHAPTER 7: FUTURE DIRECTIONS

The new theory of moral development detailed in Chapter 5 models

the moral domain which includes the features revealed to date through

social scientific research and philosophical logic. It is a more

adequate model than previous ones insofar as it corrects past theo-

ries, includes more attributes, and is a better fit with the research

data generated over the past 30 years. However, there is a need to

continue researching and clarifying the moral domain, using the back

and forth process between philosophical concept and psychological

investigation which has proven so effective for Kohlberg and his

followers. In this way, more areas and domains may surface, more

features of hard and soft stages will be delineated, and interactions

between and among all of the requisite characteristics of the broader

moral domain will be explained.

Some apparent research needs have been pointed to in previous

chapters. A review of those will aid in the direction of empirical

investigations and clinical applications. However, a discussion about

the research methodologies which need to be used in gathering data is

in order before listing the needed research.

Different research methods are required for different purposes.

There are three general purposes for contemporary structural moral

development research. One is to define the boundaries and describe

the characteristics of specific aspects of the moral development

process, such as Kohlberg's moral justice domain, Hoffman's empathy

and altruistic development, and Blasi's commitment to responsibility.

A second purpose is to generate psychometric testing instruments which

can identify whether a person is using a specific domain, such as

Kohlberg's moral judgment domain, or an aspect, such as Gilligan's

care and response, and what competence level of development a person

is using in the domain or aspect. A third purpose is to determine

what a person's moral judgment making process and moral behavior are

in specific real moral situations. Kohlberg's methodology is the most
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impressive and sophisticated for attaining the goals of the first two

purposes. According to Rest (1986) anyone who is doing social

psychological research would benefit from reviewing Kohlberg's well

thought-out and tested methods. However, to attain the goals of the

third research purpose, Selman's naturalistic research methodology is

the exemplar to be followed. He utilized a combination of clinical

interviewing with observation of behaviors in real situations occur-

ring naturally in people's lives. Much of Gilligan's research also

incorporates good naturalistic research features. For a detailed

review of Selman's requirements for naturalistic research, refer to

Chapter 3, pages 138-142.

The future major moral research efforts should be directed

toward detailing the characteristics of soft stage development aspects

and other aspects which do not have stage development. Both types

have decided influence in the moral judging and acting process. The

work which Hoffman began already has outlined soft stages of empathy

and altruism. More research is needed to determine if these are truly

soft or hard stages. More research is needed to determine influence

of each empathy and altruistic stage on the cognitive, social perspec-

tive taking, and moral justice hard stages, as well as other soft

stages in development and other aspects.

At this point, neither Gilligan's nor Blasi's research areas

show stage development patterns. More studies are needed to look for

stage development dimensions specifically in these two areas. More

research is needed which distinguishes the areas of care and response

and commitment to responsibility from Hoffman's empathy and altruism

areas. Research is needed to look at the aspects of will power, self-

discipline, conscience, and duty. These areas need to either be

distinguished from or fitted into Blasi's area, commitment to respon-

sibility, and Gulthrie's area, locus of control and field indepen-

dence-dependence factors. Studies are needed to answer whether these

aspects are specific domains within the personality, what kinds of

interactions each has on other domains and aspects, and how they can

be tested and expressed to provide fuller understanding of the moral

characteristics of people. Perhaps, as suggested in Chapter 5, the
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aspects which are not hard stages can be expressed as sub-stages of

Kohlberg's MJI or Rest's DIT. Other relevant questions which need

answers through research involve the connection of these aspects to

Kohlberg's monotonic theory of moral development. It is suggested in

Chapter 5 that they will fit into the monotonic pattern.

Another important research direction regards group moral

atmosphere. Kohlberg and colleagues began this interesting work in

prison and school settings (Kohlberg, 1984; Kohlberg et al., 1972;

Kohlberg & Higgins, 1987; Higgins et al., 1984). Early research

results suggested that establishing just and democratic group atmo-

spheres which encourage Socratic dialectic and participation in

decision-making increases the group moral atmosphere as well as

individual member's moral stage development. It was discovered that

care and responsibility considerations increase in such an environment

among the members in the group. Early research also suggested that

the moral judgments and behaviors of individuals within groups tend to

be specific to each social group. More exploratory work needs to

occur which can determine how moral development learned within one

social environment can be transferred to other situations.

Researchers can also look at the relationship between moral

development and character development, mental health, Maslow's self-

actualization, Hegel's self-realization, and the highest stage levels

of Fowler's faith, Loevinger's ego integration, and Kohlberg's

metaphorical Stage 7. For those people who are actively pursuing

personal growth, data regarding these areas will be insightful and

helpful.

Another direction which needs attention is incorporating

structural development theories into the curricula of counselor

education programs (Ivey, 1986, 1989; Ivey & Goncalves, 1987, 1988;

Ivey & Ivey, 1990; Ivey & Rigazio-DeGilio, 1991; Hayes, 1986). Ivey

advocated placing developmental theories of human growth and develop-

ment at the core of counseling curricula. He recommended that courses

of counseling theory be organized so that emphasis is on developmental

practice rather than on traditional theory. He claimed that the old

question of "which theory for which client" is better answered from a
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developmental perspective. The question counselors need to keep in

mind in diagnosing and establishing a treatment plan is, "What are the

client's needs and what techniques will foster further growth in this

unique person?" (Ivey & Goncalves, 1987).

Strengths and Weaknesses in the New Moral Development Theory

The new moral theory presented in this thesis provides a more

complete picture of what develops in structural moral development. It

allows one to consider the moral character from a total personality

perspective. It permits one to look at isolated domains and aspects.

It affords one the opportunity to work directly with specific at-

tributes. The information organized in this thesis, upon which the

new theory is built, provides much knowledge regarding many develop-

mental aspects which are all taking place to some degree in each in-

dividual. This information aids in knowing more about clients in

clinical settings and children and adults in their growth processes.

Chapter 6 has provided beginning information to show the benefits that

each domain and aspect, tests, and techniques can be used in mental

health clinical settings.

The most apparent weakness exposed in this thesis and the new

theory is the enormous amount of knowledge required to evaluate in

developmental terms what is occurring in a person's psyche and how it

affects the person's thinking, feeling, and behaving. The thesis also

exposes much that still needs to be researched to clarify the pieces

of information needed to fill in the moral domain puzzle.

Another difficulty is that there is no domain which can be

viewed as clearly distinct when it is realized how all dimensions

within the personality affect and interact with each other. Kohl-

berg's model has been criticized by some (Kutnick, 1986) because he

heavily leaned upon the domains of cognition and social perspective

taking to define the moral judgment domain. The new moral theory not

only accepts Kohlberg's use of the cognitive and social domains but

also insists on expressing the influences of the other attributes

within the personality. This complicates the picture of distinct and
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specific domains. There also is apparent confusion when one discusses

the attributes of other domains and aspects through the lens of one

specific domain, such as the moral domain. It is important to keep in

mind that all dimensions within the personality do not exist only for

the purpose of their affect on the moral domain. All other attributes

exist in their own rights and also influence other domains and aspects

besides the moral domain. Thus, in discussing the specific influences

an attribute has on the moral domain, one needs to recognize that

these influences are only part of the interactions which that at-

tribute has within the total personality.

Going Beyond Cultural Relativity

At the end of Chapter 2 there are questions regarding cultural

relativity and ethical relativity. It was pointed out there that the

reader needed to keep these questions in mind while reading the

remaining chapters. Most of the moral developmentalists have been

interested in finding answers to the questions regarding the reality

or non-reality of cultural relativity and whether ethical relativity

is valid or invalid (Kurtines & Gewirtz, 1984). Much of Kohlberg and

colleagues' discussions and research has been focused directly on this

issue (Kohlberg, 1981a; Kohlberg et al., 1983). Answers to these

questions also have been of prominent importance to me as I have

researched and written this thesis. It is time to close the thesis

with this promised discussion, which is relevant to the new moral

development theory presented herein.

The questions raised at the end of Chapter 2 regarding morality

revolved around the terms "subjective," "objective," "relative," and

"absolute." The subjective is that which differs from one person to

another; the objective is that which is the same for everyone; the

relative is that which varies from time to time and circumstance to

circumstance; the absolute does not vary but is universal (Adler,

1985). Adler (1985) contended that there are serious consequences of

subjectivism and relativism with regard to moral values and it is

important to correct the philosophical mistakes that cause them. I



289

agree with Adler. Because it is essential to clarify the issues

surrounding cultural relativity, ethical relativity, and ethical

naturalism, the last pages of this thesis are devoted to that task.

The most serious attack on ethics comes from those who believe

ethics is noncognitive in origin. Generally, in the field of philoso-

phy, these critics are known as emotivists. They say that statements

about what is ethically good cannot have any truth or false factors;

moral judgments are opinions which only have meaning as expressions of

emotional states of approval and disapproval. The moral values which

people profess have "ought" and "ought not" obligations attached to

them. These kinds of statements are prescriptive. Scientific facts,

on the other hand, reflect what patterns occur in nature and are dis-

cussed in descriptive terms rather than prescriptive terms. It is

assumed that only descriptive statements hold truth (Adler, 1985).

The origin of the naturalistic fallacy is found in David Hume's An

Inquiry Concerning Human Understanding (1957) from the eighteenth

century. He was surprised that in talking about morality people shift

from saying what is or is not the case in reality to making assertions

about what ought or ought not be done in the conduct of human life.

Hume was not entirely mistaken in finding fault when people move from

"is" statements to "ought" prescriptions. However, he was mistaken

that moral ought statements cannot hold truth.

Aristotle (1925, 1985; Adler, 1985) was aware that there are two

kinds of truth: the descriptive statement and the practical judgment.

Practical judgments are prescriptive or normative judgments with

respect to action. What can make the practical judgment true is its

conformity with right desire, not with the way things are, as is the

case with descriptive truth. What is the right desire? It cannot

simply be what people may think is good, because whatever people

desire has an aspect that it is "good for them" whether or not the

desire is right or wrong, good or bad. Aristotle said there are two

kinds of desires, natural and acquired. Natural desires are those

which are inherent in our nature and consequently are the same in all

humans; acquired desires differ from individual to individual,

according to differences in temperament, upbringing, and different
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conditions which affect people's development. "Needs" reflect what

are inherent in our nature and all needs are good and right desires;

"wants," on the other hand, sometimes lead people to seek what may

appear to be good but are really bad for them. Aristotle said that we

ought to desire whatever is really good for us and nothing else. This

statement is self-evidently true. Adler, in recalling Aristotle's

arguments, has shown how prescriptive statements which comply with

inherent needs of humans also have truth, objectively and absolutely

(Adler, 1985). Adler pointed out, like so many philosophers before

him, that all needs still are not equally good. There are lower and

higher needs. The lower needs are good only in moderation, such as

sensual pleasure and wealth; the higher needs are ones people cannot

have too much of, such as knowledge and health (Adler, 1985).

Throughout this thesis references have been made to innate

tendencies. These inherent human aspects develop into mental systems

involving cognition, emotions, social, moral, and organism survival.

It has been demonstrated in Chapter 3 that there is adequate empirical

research that innate structuring patterns do occur in humans and that

eventually some of them will form invariant stage sequences which are

universal for humans in all cultures. The universal and natural

patterns of structural developmental theories place them into a realm

of scientifically knowable truths.

Lawrence Kohlberg was vitally aware of the moral issues and

arguments regarding whether moral statements can only have relative

truth. His position was that there are universal moral stage develop-

ment patterns in all humans and that establishing this finding

scientifically would take morality out of the realm of relativity and

subjectivity. Kohlberg and colleagues (Kohlberg et al., 1983) claimed

that the moral justice stages occur in all cultures in the same step-

wise, invariant stage sequence. Their claim about universalism has

three components. First, they claimed that the development of struct-

ures of justice reasoning is universal. Second, they claimed that the

moral norms and elements have been used by moral reasoners in all the

cultures they have studied. The list of moral norms and elements is

not necessarily a complete list (refer to Chapter 3, page 113, for the
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list of moral norms and elements). Third, they claimed that the

monotonic pattern which has been identified empirically points in the

direction of content agreement in choice of moral judgment by Stage 6.

What do these findings mean in terms of cultural relativity, ethical

relativity, and ethical naturalism?

Cultural relativism is the doctrine that different cultures have

different moralities. This is a fact. What Kohlberg's research has

provided is not a refutation but an explanation of why there are

different moralities expressed by individuals in all cultures. The

different stages of moral judgment have different underlying formal

structures of reasoning which allow several different content decis-

ions at each level--even though by Stage 5 the selection of content

decisions has narrowed to only a possible few. Therefore, there are

and will be various moral values espoused in every culture. In fact

there are underlying universal patterns into which all variations

among and within cultures fit. These patterns are the structural

stages--cognitive, social, and moral. In fact, the fact that there is

cultural relativity does not refute the three claims which Kohlberg

did make about moral universality. Kohlberg also claimed that there

is less variation in cultures than is usually imagined since all

cultures do use the same basic moral categories, concepts, and

principles (Rich & DeVitis, 1985).

Locke (1986) said that one of Kohlberg's more substantive

philosophical contributions was exposing the absurd view of most

contemporary social and physical scientists who meddle in moral

matters--the doctrine of ethical relativism. The key philosophical

mistake these scientists make is in not distinguishing cultural

relativism from ethical relativism. Ethical relativism is the

doctrine that these different moralities are all equally valid, all

equally correct. An ethical relativist is a cultural relativist who

believes that such cultural variables are logically unavoidable

because there are no rational principles and methods which can

reconcile observed divergences in moral beliefs; they believe that

what people do in a culture is right for that culture, even if it is

not right in another culture.
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Another distinction is between moral impartiality or fairness

and value-neutrality. People should have the right to their beliefs,

unless they do harm to other people and their rights. However, to

teach that all values are the same, therefore neutral, is to in-

doctrinate children and people into ethical relativity. Kohlberg

advocated teaching children how to think rather than to indoctrinate

them. He chose to use Socratic dialectic to stimulate and exercise

the rational mind (Kohlberg et al., 1983). A third and related

distinction made by moral philosophers, and not often made by scien-

tists, is between a belief in relativism and a belief in the liberal

principle of tolerance or respect for the liberty of conscience of

other persons. The principle of tolerance and of fairness in judging

other persons and cultures is itself a universalizable moral prin-

ciple. The relativist confuses tolerance with relativism and con-

cludes that if every person or culture does its own thing, then that

is all right. With this kind of thinking, selling people into

slavery, exterminating the Jews, and advocating cannibalism would all

be acceptable behaviors. Locke (1986) explained that simply because a

particular culture permits a practice, such as female circumcision,

does not mean that the practice is morally correct, not even within

that culture, but only that it is regarded as morally correct within

that culture. Morality is not to be confused with different social

mores, conventions, or what is socially accepted as moral.

Kohlberg and Power (1981) believed that the public school should

"teach" moral education by allowing children to discourse, disagree,

reason, evaluate, and change their minds. Moral education should not

be any particular religion or set of personal values. It should be

universal principles of justice. He advocated the separation of

church and state as a doctrine of justice, of the rights of all people

to liberty of belief. The school needs to take some responsibility

for seeing that a sense of justice does develop in children. Facilit-

ating the growth of reasoning and enhancing the development of the

universal stages of moral justice is not to indoctrinate, since it is

the natural progression of development which will take place if the
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right stimuli are in place for the human organism to interact with the

environment. I agree with the position taken by Kohlberg and Powers.

The fundamental tenets in this thesis support a view of ethical

naturalism. This view is that ethics is a part of the natural world

and that ethical issues can be settled by an appeal to facts which

reveal universal mental patterns and mental development processes in

human beings (Reese, 1980). Therefore, the wedding of moral philo-

sophical concepts with social scientific research continues to be the

proper direction for structural moral development investigations.
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Appendix A

Table A-1

Nine Hypothetical Dilemmas: Forms A, B, and C
(from Kohlberg, 1984, Appendix B, pp. 640-651)

FORMA

Dilemma 3: The subject must choose between the values of life and
law.

In Europe, a woman is near death from a special kind of cancer.
There is one drug that the doctors think might save her. It is a form
of radium that a druggist in the same town recently discovered. The
drug is expensive to make, but the druggist is charging ten times what
the drug cost him to make. He paid $400 for the radium and is
charging $4000 for a small dose of the drug. The sick woman's
husband, Heinz, goes to everyone he knows to borrow the money, but he
can get together'only about $2000, which is half of what it costs. He
tells the druggist that his wife is dying and asks him to sell the
drug cheaper or let him pay later. The druggist says, "No, I dis-
covered the drug and I'm going to make money from it." So, having
tried every legal means, Heinz is desperate and considers breaking
into the man's store to steal the drug for his wife.

a. Should Heinz steal the drug? Why or why not?
b. If Heinz doesn't love his wife, should he steal the drug for her?

Why or why not?
c. Suppose the person dying is not his wife but a stranger. Should

Heinz steal the drug for a stranger? Why or why not?
d. (If you favor stealing the drug for a stranger): Suppose it's a

pet animal he loves. Should Heinz steal to save the pet animal?
Why or why not?

e. Why should people do everything they can to save another's life,
anyhow?

f. It is against the law for Heinz to steal. Does that make it
morally wrong? Why or why not?

g. Why should people generally do everything they can to avoid
breaking the law, anyhow?

h. How does this relate to Heinz's case?

Dilemma 3a:

Heinz did break into the store. He stole the drug and gave it
to his wife. In the newspapers the next day there was an account of
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the robbery. Mr. Brown, a police officer who knows Heinz, read the
account. He remembered seeing Heinz running away from the store and
realized that it was Heinz who stole the drug. Mr. Brown wonders
whether he should report that it was Heinz who stole the drug.

1. Should Officer Brown report Heinz for stealing?

(Continuation of dilemma) Officer Brown did report Heinz. Heinz was
arrested and brought to court. A jury was selected. The jury's job
is to find whether a person is innocent or guilty of committing a
crime. The jury finds Heinz guilty. It is up to the judge to
determine the sentence.

2. Should the judge give Heinz some sentence, or should he suspend
the sentence and let Heinz go free?

Dilemma 1: The subject must choose between the value of authority and
the value of property and contract.

Joe is a fourteen-year old boy who wants to go to camp very
much. His father has promised him he can go if he saves up the money
for it himself. Joe worked hard at his paper route and has saved the
$40 it costs to go to camp and a little more besides. But just before
camp is going to start, his father changes his mind. Some of the
father's friends decided to go on a special fishing trip, and he is
short of the money it would cost. He tells Joe to give him the money
he has saved from the paper route. Joe doesn't want to give up going
to camp, so he thinks of refusing to give his father the money.

a. Should Joe refuse to give his father the money? Why or why not?
b. In what way is the fact that Joe earned the money himself some-

thing very important for the father to consider?
c. The father promised Joe he could go to camp if he earned the

money. Is that promise something important for the father or Joe
to consider? Why or why not?

d. Why in general should a promise be kept?
e. Is it important to keep a promise to someone you don't know well

and probably won't see again? Why or why not?
f. What do you think is the most important thing for a good son to be

concerned about in his relationship with his father in this or
other situations?

g. Why is that important?
h. What do you think is the most important think for a good father to

be concerned about in his relationship with his son in this or
other situations?

i. Why is that important?



315

Table A-1, Appendix A, continued: Nine Hypothetical Dilemmas

FORM B

Dilemma 4:

There was a woman who had very bad cancer, and there was no
treatment known to medicine that would save her. Her doctor, Dr.
Jefferson, knew that she had only about six months to live. She was
in terrible pain, but she was so weak that a good dose of a painkiller
like morphine would make her die sooner. She was delirious and almost
crazy with pain, but in her calm periods she would ask Dr. Jefferson
to give her enough morphine to kill her. She said she couldn't stand
pain and she was going to die in a few months anyway. Although he
knows that mercy-killing is against the law, the doctor thinks about
granting her request.

1. Should Dr. Jefferson give her the drug that would make her die?

Dilemma 4a:

Dr. Jefferson did perform the mercy-killing by giving the woman
the drug. Passing by at the time was another doctor, Dr. Rogers, who
knew the situation Dr. Jefferson was in. Dr. Rogers thought of trying
to stop Dr. Jefferson but the drug was already administered. Dr.

Rogers wonders whether he should report Dr. Jefferson.

1. Should Dr. Rogers report Dr. Jefferson?

(Continuation of dilemma) Dr. Rogers did report Dr. Jefferson. Dr.

Jefferson is brought to court and a jury is selected. The jury's job
is to find whether a person is innocent or guilty of committing a
crime. The jury finds Dr. Jefferson guilty. It is up to the judge to
determine the sentence.

2. Should the judge give Dr. Jefferson some sentence, or should he
suspend the sentence and let Dr. Jefferson go free?

Dilemma 2:

Judy was a twelve-year-old girl. Her mother promised her that
she could go to a special rock concert coming to their town if she
saved up from babysitting and lunch money to buy a ticket to the
concert. She managed to save up the fifteen dollars, the ticket cost
plus another five dollars. But then her mother changed her mind and
told Judy that she had to spend the money on new clothes for school.
Judy was disappointed and decided to go to the concert anyway. She
bought a ticket and told her mother that she had only been able to
save five dollars. That Saturday she went to the performance and told
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her mother that she was spending
without her mother finding out.
Louise, that she had gone to the
mother about it. Louise wonders
Judy did.

the day with a friend. A week passed
Judy then told her older sister,
performance and had lied to her
whether to tell their mother what

1. Should Louise, the older sister, tell their mother that Judy lied
about the money or should she keep quiet?

FORM C

Dilemma 5:

In Korea, a company of Marines was way outnumbered and was
retreating before the enemy. The company had crossed a bridge over a
river, but the enemy was mostly still on the other side. If someone
went back to the bridge and blew it up, with the head start the rest
of the men in the company would have, they could probably then escape.
But the man who stayed back to blow up the bridge would not be able to
escape alive. The captain himself is the man who knows best how to
lead the retreat. He asks for volunteers, but no one will volunteer.
If he goes himself, the men will probably not get back safely and he
is the only one who knows how to lead the retreat.

1. Should the captain order a man to go on the mission or should he
go?

Dilemma 8:

In a country in Europe, a poor man named Valjean could find no
work, nor could his sister and brother. Without money, he stole food
and medicine that they needed. He was captured and sentenced to
prison for six years. After a couple of years, he escaped from the
prison and went to live in another part of the country under a new
name. He saved money and slowly built up a big factory. He gave his
workers the highest wages and used most of his profits to build a
hospital for people who couldn't afford good medical care. Twenty
years had passed when a tailor recognized the factory owner as being
Valjean, the escaped convict whom the police had been looking for back
in his hometown.

1. Should the tailor report Valjean to the police?

Dilemma 7:

Two young men, brothers, got into serious trouble. They were
secretly leaving town in a hurry and needed money. Karl, the older
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one, broke into a store and stole a thousand dollars. Bob, the
younger one, went to a retired old man who was known to help people in
town. He told the man that he was very sick and that he needed a
thousand dollars to pay for an operation. Bob asked the old man to
lend him the money and promised that he would pay him back when he
recovered. Really Bob wasn't sick at all, and he had no intention of
paying the man back. Although the old man didn't know Bob very well,
he lent him the money. So Bob and Karl skipped town, each with a
thousand dollars.

1. Which is worse, stealing like Karl or cheating like Bob?

After the interview is completed, the researcher begins to

analyze it for structures of moral judgment. This is determined by

the kind of reasoning the subject uses. Whether the son should give

his money to the father, or Heinz should steal the drug, is not the

main interest. This kind of answer or conclusion would represent the

content of the subject's thinking, while the reasoning would represent

the form or structure of thought. The researcher looks for consistent

use of form across several dilemmas. Three dilemmas are presented

with each interview. The stage or stages of moral judgment the

subject uses is identified by consistent use of reasoning structure.

Kohlberg's moral dilemmas address three problems of justice that

have been identified in Aristotle's Nicomachean Ethics. The first

problem is one of distributive justice; that is, the way in which

society or a third party distributes "honor, wealth, and other desira-

ble assets of the community." This is done is terms of such opera-

tions as equality, desert, or merit (i.e., reciprocity defined in

terms of proportionality), and, finally, equity in light of need or

extenuating circumstance. The second type of justice problem is

commutative justice, which focuses upon voluntary agreement, contract,

and equal exchange. A third and closely related type of justice is

the problem of corrective justice, which supplies corrective principle

in private transactions which have been unequal or unfair and require

restitution or compensation. In addition, corrective justice deals
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with crimes or torts violating the rights of an involuntary par-

ticipant and in this sense requires restitution or retribution.

There is a fourth type of justice problem which is not indepen-

dent of the three already mentioned. It is the problem of procedural

justice, an aspect of justice which must be addressed in problems of

distributive, commutative, and corrective justice. This problem of

procedural justice, a concern more clearly distinguishable in high

moral stage judgments, often represents the considerations which moral

philosophers treat as validity checks on moral reasoning. These

checks are derived from a concern for balancing perspectives or making

one's judgment reversible (i.e., employing the Golden Rule) and from a

concern for making one's judgments universalizable (i.e., employing

Kant's categorical imperative). The reversibility check asks, Would

you judge this action as fair if you were in the other person's shoes?

The universalizability check asks, Would you judge this action right

if everyone were to do it? Procedural justice, which involves a

special set of considerations at lower stages, becomes a solution to

substantive justice problems of distribution and correction at Stage

6, where universalizability and reversibility constitute self-con-

scious validity checks on one's reasoning (see Appendix A in Kohlberg,

1984).
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Table A-2

Kohlberg's Moral Judgment Stages
(Abridged from Kohlberg, 1981a, 1981b, 1984, 1986; Rosen, 1980; Joy,
1983)

Level A. Preconventional Level

The person responds to societal rules and labels of good and bad, but
interprets them only in terms of physical consequences.

Stage 1. The stage of punishment and obedience. Right is
literal obedience to rules and authority, avoiding punishment, and not
doing physical harm. Physical consequences of pain come with "bad"
choices; physical consequences of pleasure indicate "good" choices.

1. What is right is to avoid breaking rules, to obey for
obedience sake, and to avoid doing physical damage to people and
property.

2. The reasons for doing right are avoidance of punishment and
the superior power of authorities.

Social Perspective of Stage I: This stage takes an egocentric point
of view. A person at this stage does not consider the interests of
others or recognize they differ from actor's, and does not relate two
points of view. Actions are judged in terms of physical consequences
rather than in terms of psychological interests of others. Author-
ity's perspective is confused with one's own.

Stage 2. The stage of individual instrumental purpose and
exchange. Right is serving one's own or other's needs and making fair
deals in terms of concrete exchange.

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

2. The reason for doing right is to serve one's own needs or
interests in a world where one must recognize that other people have
their interests, too.

Social Perspective of Stage 2: This stage takes a concrete indi-
vidualistic perspective. A person at this stage separates own
interests and points of view from those of authorities and others. He
or she is aware everybody has individual interests to pursue and these
conflict, so that right is relative (in the concrete individualistic
sense). The person integrates or relates conflicting individual
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interests to one another through instrumental exchange of services,
through instrumental need for the other and the other's goodwill, or
through fairness giving each person the same amount.

Level B. Conventional Level

Keeping loyalty and trust with one's family, group, or nation.
Obeying rules and laws because it is the right and expected thing to
do.

Stage 3. The stage of mutual interpersonal expectations,
relationships, and conformity. The right is playing a good (nice)
role, being concerned about the other people and their feelings,
maintaining loyalty with one's family. Behavior is based on confor-
mity to those external expectations.

1. What is right is living up to what is expected by people
close to one or what people generally expect of people in one's role
as son, sister, friend, and so on. "Being good" is important and
means having good motive, showing concern about others. It also means
keeping mutual relationships, maintaining trust, loyalty, respect, and
gratitude.

2. The reasons for doing right are needing to be good in one's
own eyes and those of others, caring for others, and because if one
puts oneself in the other person's place one would want good behavior
from the self (Golden Rule).

Social Perspective of Stage 3: This stage takes the perspective of
the individual in relationship to other individuals. A person at this
stage is aware of shared feelings, agreements, and expectations, which
take primacy over individual interests. The person relates points of
view through the "concrete Golden Rule," putting oneself in the other
person's shoes. He or she does not consider generalized "system"
perspective.

Stage 4. The stage of social system and conscience maintenance.
The right is doing one's duty in society, upholding the social order,
and maintaining the welfare of society or the group.

1. What is right is fulfilling the actual duties to which one
has agreed. Laws are to be upheld except in extreme cases where they
conflict with other fixed social duties and rights. Right is also
contributing to society, the group, or institution.

2. The reasons for doing right are to keep the institution
going as a whole, self-respect or conscience as meeting one's defined
obligations, or the consequences, "What if everyone did it?"
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Social Perspective for Stage 4: This stage differentiates societal
point of view from interpersonal agreement or motives. A person at
this stage takes the viewpoint of the system, which defines roles and
rules. He or she considers individual relations in terms of place in
the system.

Level B/C. Transitional Level

Stage 4 1/2. This stage is postconventional but not yet prin-
cipled. It is bypassed by many; people going through this stage have
the cynical view that all values are relative, all systems and
institutions hypocritical. At Stage 4 1/2, choice is personal and
subjective. It is based on emotions, conscience is seen as arbitrary
and relative, as are ideas such as "duty" and "morally right."
Initially when adolescents and adults, who had been making judgments
at a Stage 4, began making these kinds of decisions, it was believed
that they had regressed to Stage 2. However, more sophisticated
testing reveals that the shock of discovering the complexity of
multiple standards and that every society has unjust laws, put people
into an individual relativistic perspective, constituting a transi-
tional period between conventional and postconventional thinking.

Transitional Social Perspective for Stage 4 1/2: The perspective is
that of an individual standing outside of society and considering self
as an individual making decisions without a generalized commitment or
contract with society. One can pick and choose obligations, which are
defined by particular societies, but one has no principles for such
choice.

Level C. Postconventional and Principled Level

Principled moral reasoning sees law as temporal and necessary guides
to human institutions. Moral decisions are generated from rights,
values, or principles that are (or could be) agreeable to all indi-
viduals composing or creating a society designed to have fair and
beneficial practices.

Stage 5: The stage of prior rights and social contract or
utility. Corporate consensus on moral issues is derived from a
society's core of values and administered for the common good. The
right is upholding the basic rights, values, and legal contracts of
this society, even when they conflict with the concrete rules and laws
of the group.

1. What is right is being aware of the fact that people hold a
variety of values and opinions, that most values and rules are
relative to one's group. These "relative" rules should usually be
upheld, however, in the interest of impartiality and because they are
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the social contract. Some nonrelative values and rights such as life
and liberty, however, must be upheld in any society and regardless of
majority opinion.

2. Reasons for doing right are, in general, feeling obligated
to obey the law because one has made a social contract to make and
abide by laws for the good of all and to protect their own rights and
the rights of others. Family, friendship, trust, and work obligations
are also commitments or contracts freely entered into and entail
respect for the rights of others. One is concerned that laws and
duties be based on rational calculation of overall utility: "the
greatest good for the greatest number."

Social Perspective of Stage 5: This stage takes a prior-to-society
perspective--that of a rational individual aware of values and rights
prior to social attachments and contracts. The person integrates
perspectives by formal mechanisms of agreement, contract, objective
impartiality, and due process. He or she considers the moral point of
view and the legal point of view, recognizes they conflict, and finds
it difficulty to integrate them.

Stage 6. The stage of universal ethical principles. This stage
assumes guidance by universal ethical principles that all humanity
should follow. It is self-chosen, universal, logically comprehensive,
and consistent.

1. Regarding what is right, Stage 6 is guided by universal
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.

2. The reason for doing right is that, as a rational person,
one has seen the validity of principles and has become committed to
them.

Social Perspective of Stage 6: This stage takes the perspective of a
moral point of view from which social arrangements derive or on which
they are grounded. The perspective is that of any rational individual
recognizing the nature of morality or the basic moral premise of
respect for other persons as ends, not means.
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Table B-1

Sample DIT Items Based on One Dilemma
(Rest, 1980, pp. 110-111 and based on Kohlberg's Dilemma #3)

Degree of Importance

Great Much Some Little No

On the left-hand side of the page check
one of the spaces by each question to
indicate its importance.

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 in-
fluence with professional wrest
lers.

5. Whether Heinz is stealing for him-
self or doing this solely to help
someone else.

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

7. Whether the essence of living is
more encompassing than the termin-
ation of dying, socially and indi-
vidually.

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 worth-
less 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.
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11. Whether the druggist deserves 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 questions above, select the four most important:
Most important
Second most important
Third most important
Fourth most important
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Table C-1

Selman's Social Perspective-Taking Levels
(from Selman, 1980, pp. 37-40)

Level 0: Undifferentiated and egocentric perspective taking (about
ages 3-6)

Concepts of persons: Undifferentiated: No clear differentiation
between physical and psychological characteristics of persons. This

leads to confusion between acts and feelings or between intentional
and unintentional behavior.

Concepts of relations: Egocentric: Selves and others are
clearly differentiated only as physical entities, not psychological
entities. That another may interpret the same situation differently
is not recognized.

Level 1: Differentiated and subjective perspective taking (about ages
6-8)

Concepts of persons: Differentiated: Intentional and uninten-
tional acts are differentiated and a new awareness is generated that
each person has a unique subjective covert psychological life.
Thought, opinion, or feeling states within an individual, however, are
seen as unitary, not mixed.

Concepts of relations: Subjective: Another's subjective state
is thought to be legible by simple physical observation. Relating of
perspectives is conceived of in one-way, unilateral terms, in terms of
the perspective of and impact on one actor.

Level 2: Self-reflective/second-person and reciprocal perspective
(about ages 8-10)

Concepts of persons: Self-reflective/second person: Able to
step outside of self and take a self-reflective or second-person
perspective on his or her own thoughts and actions and on the realiza-
tion that others can do so as well. Now people's thoughts and
feelings states are seen as potentially multiple and mixed. Both
selves and others are thereby understood to be capable of doing things
(overt actions) they may not want (intend) to do. Persons are also
understood to have a dual, layered social orientation: visible ap-
pearance, possibly put on for show, and the truer hidden reality.
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Concepts of relations: Reciprocal: A two-way reciprocity is the
hallmark of Level 2. It is a reciprocity of thoughts and feelings,
not merely actions. The child puts self in another's shoes and
realizes the other can do the same. The child now sees the infinite
regress possibility of perspective taking (I know that she knows that
I know that she knows. . . etc.). It is realized that the outer
appearance-inner reality distinction means selves can deceive others
as to their inner states. At this stage of relations, two single in-
dividuals see self and other but not the relationship system between
them.

Level 3: Third-person and mutual perspective taking (about ages 10-
12)

Concepts of persons: Third-person: People are seen now as
systems of attitudes and values which are fairly consistent over the
long haul, as opposed to randomly changeable assortments of states as
at Level 2. Able to step outside of one's own immediate perspective
into a "generalized other" or "observing ego" state. Able to see self
as both actor and object, simultaneously acting and reflecting upon
the effects of action on themselves, reflecting upon the self in
interaction with the self.

Concepts of relations: Mutual: The third-person perspective
permits more than the taking of another's perspective on the self; the
truly third-person perspective on relations which is characteristic of
Level 3 simultaneously includes and coordinates the perspectives of
self and other(s), and thus the system or situation and all parties
are seen from the third-person or generalized other perspective.
Whereas at Level 2, the logic of infinite regress was indeed apparent,
its implications were not. At Level 3, the limitations and ultimate
futility of attempts to understand interactions on the basis of the
infinite regress model become apparent and the third-person perspec-
tive of this level allows the person to abstractly step outside an
interpersonal interaction and simultaneously and mutually coordinate
and consider the perspectives (and their interactions) of self and
other. Subjects thinking at this level see the need to coordinate
reciprocal perspectives, and believe social satisfaction, under-
standing, or resolution must be mutual and coordinated to be genuine
and effective. Relations are viewed more as ongoing systems in which
thoughts and experiences are mutually shared.

Level 4: In-depth and societal-symbolic perspective taking (about
ages 12 to adult)

Concepts of persons: In-depth: Actions, thoughts, motives, and
feelings are understood to be psychologically determined, but not
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necessarily self-reflectively understood. It is realized that there
are more complicated interactions within a person (unconscious) that
cannot always be comprehended by the "observing ego" of Level 3. Also
a new notion emerges of personality as a product of traits, beliefs,
values, and attitudes--a system with its own developmental history.

Concepts of relations: Societal-symbolic: An understanding
that communications between persons can exist at multidimensional
levels--superficial, common interest, or deeper unverbalized feelings
and thoughts. Group perspectives can be generalized for societal,
conventional, legal, and moral. Each self is believed to consider
this shared point of view of the generalized other or social system in
order to facilitate accurate communication and understanding.
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Table D-1

Hoffman's Empathy Stages and Altruism Stages
(adapted from Hoffman, 1976, 1981, 1984)

Stage

1

Empathy Altruism

0-1 years old; global
empathic distress response
unconscious and innate motor
mimicry

2 begins around 2nd year; aware
that other person is having
distress, but still unable to
know what the other is thinking
and feeling; same as Selman's
Stage I (affective role-taking)

3 a need to have cognitive and
affective role-taking
abilities; with beginning
role-taking abilities, now
recognizes other person's
feelings may be different from
one's own

4 begins by late childhood;
advanced empathy; knowledge
that some people have chronic
distress, not just situational;
this may be caused by many
factors (e.g., disability,
poverty, political oppression,
outcasted socially, or victim
of war or violence)

global empathic distress
response

sympathic distress; along
with knowing the other is
having the distress, the
child responds by a) presumed
parallel feeling with the
victim, and b) concern and
compassion for the victim;
accompanied by tendencies to
help the distressed other

begins to role take to try
to figure out what another
could be feeling; tries to
help victim in more
appropriate ways; spends less
time thinking of self and
more time concerned about
others

advanced altruism; feeling of
compassion and caring
behaviors are part of the
person's life; finds time and
energy to fight some unjust
social situations
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Table E -1

Loevinger's Ego Development Stages
(adapted from Loevinger, 1982; Kohlberg, 1981b; Rich & Devitis, 1985)

Loevinger's
Ego Stages

Selman's
Social Stages

Kohlberg's
Moral Stages

Presocial
Symbiotic
Impulsive Egocentric role taking Punishment and

obedience

Self-protective Social informational
and self-reflective
role taking

Conformist

Instrumental relati-
vistic orientation

Self-reflective Good boy, Nice girl
and mutual role taking orientation

Conscientious- Mutual role taking
conformist

Conscientious Mutual role taking

Individualistic Mutual role taking

Autonomous Social and conven-
tional system role
taking

Integrated

Good boy, Nice girl
orientation

Law and order
orientation

Sophisticated
relativism

Social contract
orientation

Social and conven- Principled
tional system role orientation
taking


