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Patterns of moral judgment exhibited by institutional candidates 

and fellows in the American Council on Education Fellows Program in 

Leadership for Higher Education 1988/1989 and 1989/1990 were 

explored in this study. The fellowship program selection process 

produced a group of institutional candidates with the high level of moral 

judgment development necessary for successful leadership in higher 

education administration. The goals of the program may be best served 

by minor improvements which will enhance a sound process. 

The results indicate that moral judgment development was not a 

significant factor in the selection of fellows. Salary and years of 

administrative experience, however, were related to selection. 

Candidates with higher salaries were more likely to be selected as fellows 

and tended to have lower levels of moral judgment development. The 

study revealed that there are variables affecting the selection and further 

investigation is necessary to determine which variables affect the 

selection and if they contribute to the goals of the fellowship program. 

Participation in the fellowship program did not significantly affect 

the fellows' level of moral judgment development as a group. The 



fellowship program did, however, have a positive impact on the upper 

third subgroup of fellows and a negative impact on the lower third 

subgroup. The performance of the upper third indicated that they have 

the potential to make a significant contribution to higher education 

administration. The middle third subgroup's performance indicated it is 

in a position to benefit significantly from program adjustments which 

enhance the fellows' awareness and broaden their perspective of the 

social milieu, within which higher education functions. Performance of 

the lower third indicated that the fellowship program might be adapted 

to meet the needs of this subgroup. Further study of other variables 

separating these three subgroups is needed. A longitudinal study could 

be completed to determine if candidates in the three subgroups went on 

to make the contributions in higher education administration this study 

implied they were equipped to make. 
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CHAPTER 1 

INTRODUCTION 

A number of professions have come under ethical scrutiny since 

the early 1960s. The Watergate scandal in 1972 brought dramatic 

attention to the moral judgment of lawyers and politicians (Torpey, 

1990). In 1976, the Karren Anne Ouinlin case, which was one of the 

first highly publicized biomedical ethical dilemmas, raised the public and 

health care profession's awareness of the complexity of ethical decision 

making in the delivery and administration of health care (Sauer, 1985). 

Several government and industrial scandals have focused attention 

on the ethical conduct and moral judgment of leaders in business and 

industry (Aguilar, 1994; Beauchamp & Bowie, 1983; Blanchard &Peale, 

1988). A report by the President's Blue Ribbon Commission on Defense 

Management (Packard, 1986) galvanized attention on the need to 

integrate ethics into managerial decision making. 

Leaders in higher education have been slow to review their own 

ethical issues and even slower to investigate ethical decision making in 

higher education administration. Bruce Cresson (personal 

communication, April 11, 1987), from Baylor University's, Department 

of Religious Studies, suggested that this slow response is to be expected. 

Cresson concluded that religious and higher education leaders and 



administrators are focused and charged with helping others, rather than 

themselves, in developing the ability to deal with ethical issues and moral 

reasoning. Issues in other professional areas apparently were much more 

dramatic and involved external forces with a more obvious and 

potentially greater impact on human lives than in higher education. 

Problems in higher education, until recently, tended to be internal in 

nature and much less dramatic (May, 1990). 

A meaningful shift in the nature of the attention given to ethical 

issues and concerns in higher education has occurred over the last 12 to 

15 years. The Hastings Center, from 1977 to 1979, conducted one of 

the most extensive studies ever done on the status, issues, concerns, and 

opportunities for teaching ethics in higher education. The resulting 

watershed report, Ethics Teaching in Higher Education (Hastings Center 

Institute of Society, 1980), included an empirical analysis of the teaching 

of ethics, from the undergraduate level through the professional school 

level. The report, along with other initiatives related to ethics in higher 

education, increased emphasis on the importance of teaching ethics in 

professional areas. 

This increased focus on teaching ethics was already well underway, 

however, in response to the ethical concerns previously noted in the 

professional areas of health care, politics, jurisprudence, and industry and 

business. In a special issue of The Journal of Higher Education entitled, 

"Ethics and the Academic Professions" (Dill, 1982), emphasis was again 

placed on ethical issues in the academic profession which relate to 



teaching and faculty behavior. A brief reference was made by Dill in this 

article to the idea that unexplored ethical issues may exist that are 

related to how higher education conducts its own business. Schurr's 

(1982) reference to the potential impact on higher education of the 1979 

Federal Ethics in Government Act is, as he noted, "only the tip of the 

iceberg" (p. 325). Daniel Callahan (1982) recognized the shift of focus 

in the ethics of higher education when he quoted Charles Steinberg, a 

former CBS Vice President and currently a college professor, who said, 

"It is a profound shock to discover that in the academy, ethics and 

obligations are just that-academic" (p. 336). He captured the magnitude 

of the shift taking place in his suggestion that a code of ethics would be 

totally insufficient to deal with the real moral dilemmas confronting 

higher education. A code, he noted, only deals with the most flagrant 

forms of ethical abuse. He predicted that truly difficult moral dilemmas 

will inevitably result from the increasing complexity of universities. 

These moral and ethical dilemmas in higher education are associated 

with changing public expectations of colleges and universities. Higher 

education is clearly evolving in its professionals' realization of the need to 

focus on their own ethical decision making. 

The shift has continued toward an emphasis on the ethical 

behavior of higher education itself and on those who provide 

administration and leadership. This was confirmed in a special issue of 

the Educational Record (Dillon, 1989) on ethics in higher education. 

This issue of the publication was focused on the moral leadership of 



universities. Articles in this special issue, such as "Presidents Can 

Establish a Moral Tone on Campus" (Trachtenberg, 1989), drew 

attention to the important role of university presidents and senior 

administrators in the moral reasoning and ethical decision making that 

directs the life of a university. As leaders in the American Council on 

Education began to recognize the shifting focus and growing emphasis on 

ethics in higher education, they responded by building into their 1988-

89 and 1989-90 fellowship programs an increased emphasis on decision 

making and issues such as the pluralistic campus, conflict management, 

and negotiation of political and financial forces influencing the campus. 

These issues, which are fraught with ethical dimensions and moral 

judgments, provide an indirect approach to ethics which may enhance 

the moral reasoning knowledge and skills of those who function as, or 

aspire to be, administrators and leaders in higher education (American 

Council on Education [ACE], 1988-89, 1989-90a). 

In the past 4 years, close examination of ethical issues and ethical 

behavior in higher education has continued to intensify. Members of 

professional groups which have received critical scrutiny regarding their 

ethical behavior believe it is time for leaders in institutions of higher 

education to address their own ethical problems. In Ethics and Higher 

Education. May (1990) brought to the forefront many of the 

multidimensional ethical issues confronting higher education today. In 

the introduction, May succinctly listed the issues which continue to 



plague higher education and to bring increased public attention to its 

problems. These issues include 

falsification of scientific research data, renewed racism on campus, 
violations of free speech by student publications, a seemingly 
endless chain of sanctions by the NCAA [National Collegiate 
Athletic Association] for major rule violations, tuition and price 
fixing, allegations of admissions quotas for Asian-Americans, actual 
or perceived abuse of institutional resources by presidents for 
personal gain, collusion on setting limits on financial aid, and a 
host of other issues [which] have put higher education in the 
spotlight, (p. 1) 

In recent publications, researchers such as Laney (1990) provide 

further indicators that there is a growing recognition of the need to 

explore the ethical dimensions of decision making in higher education 

today. Laney, the past president of Emory University, suggested that 

administrators, as well as faculty members need to take the lead in 

developing ways and means of pursuing moral discourse regarding the 

issues confronting higher education. Although May's (1990) text does 

not provide a complete list of all ethical issues that confront universities 

and colleges, it does provide a sample of important ethical issues in 

higher education today. These issues include (a) the need for an 

institutional moral infrastructure; (b) questionable admissions practices; 

(c) institutional advancement and integrity; (d) ethical issues in faculty 

evaluation, promotion, and tenure; and (e) questions regarding whether 

affirmative action is a solution or a problem. 

May (1990), directly addressed student ethical behavior only 

briefly in the book and did not deal with the classroom teaching of 

ethics. This is a significant shift from the Hastings Center study in 



1977-79 which dealt exclusively with students and the teaching of ethics 

in higher education (Hastings Center Institute of Society, 1980). 

The focus of ethical issues in higher education now tends to fall 

within the realm of administration and leadership. The new focus calls 

for the involvement of faculty and administrators as opposed to the 

previous focus which involved mainly faculty and students' dealings with 

curriculum and teaching. Leaders in universities and colleges continue to 

be concerned with the role of ethics at the undergraduate, graduate, and 

professional school levels and how to best teach ethics. This concern will 

continue to be important. The central issue is now focused on how 

leaders of institutions of higher education will confront the complex 

ethical dimensions woven into the problematic structures which they are 

personally called upon to manage. 

Why do leaders and administrators of colleges and universities 

continue to be embroiled in ethical issues? The easy answer is, of course, 

that they have not yet solved the many issues previously noted. This 

answer is too simple and incomplete, however. The ethical issues and 

the ethical dimensions of the administration of colleges and universities 

will never go away. They are inextricably woven throughout the 

multi-leveled complex dimensions of administering an institution. 

Callahan's (1982) earlier predictions that the truly difficult moral 

dilemmas would be posed by the complexity of the university itself were 

correct. The ethical issues identified by May (1990) and Wilcox and 



Ebbs (1992) testify to this complexity and the broad range of ethical 

concerns it generates. 

The prominent role currently held by ethical issues in higher 

education is a reflection of the prominent role that higher education 

plays in society. Without debating whether or not universities and 

colleges bring about change in society or respond to changes in society, it 

is clear that society is going through dramatic changes and that higher 

education is in the midst of its own multidimensional reevaluation and 

change process. Ethics become a major focus in a society, profession, or 

an institution when it is undergoing fundamental changes and the basic 

agreements governing behavior in the past are being questioned. Pastin 

(1985) contended that "a high level of ethical controversy strongly 

indicates a society undergoing radical change" (p. 5). It appears 

reasonable to conclude that this line of reasoning applies to higher 

education and provides further explanation as to why higher education 

and its administrators will continue to be immersed in ethical issues and 

concerns. This issue was recognized long ago by Machiavelli 

(1513/1981) when, in The Prince, he suggested that ethical issues and 

moral judgment become prominent topics when the fundamental 

institutions of society are challenged and forced to change. This is 

especially true of higher education today, as one of the fundamental 

institutions of society. The role in society, cost, productivity, and ethical 

behavior of higher education are all being radically challenged as society 

tries to adapt to a changing world. 
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Senior administrators and presidents of colleges and universities 

have a prominent role to play in responding to change. Trachtenberg 

(1989), President of Emerson University, contended that institutions of 

higher education are expected by society and, indeed, tend to be more 

concerned with the issues of human justice and fairness than any other 

secular institution. Perlman (1990) firmly reinforced the contention that 

university presidents are the ethical leaders of their institutions and are 

in a position, along with senior administrators, to form their institutions' 

ethical standards or ground rules through moral reasoning and ethical 

decision making. Fisher (1984) summarized the need for university 

presidents and senior administrators to embody the best in moral 

judgment and ethical decision making: 

I must also stress here the fundamental importance in all 
presidential behavior of morality, sincerity, decency, respect for 
others, personal goodness, and true caring. If these humanistic 
characteristics do not shine through in a president's behavior, no 
application of presidential method or style will work. (p. xi) 

It is important and timely to focus attention more specifically on senior 

college and university administrators and on the moral reasoning and 

ethical decision making methods they use in leading and managing their 

institutions. 

Statement of the Problem 

The problem of this study concerns associations between moral 

judgment and leadership administration in higher education. The 

dimensions of the problem are four-fold: 



1. The nature of moral reasoning and ethical decision making used 

by aspiring and potential leaders in higher education administration is 

not clearly understood. 

2. It is unclear whether or not a relationship exists between the 

moral reasoning used by individuals who aspire to enhance their career in 

higher education administration and those identified as showing the 

potential for assuming a broader career or more senior level in higher 

education leadership administration. 

3. The impact of educational and professional development 

programs on the level of moral reasoning and ethical decision making 

used by aspiring and potential leaders in higher education administration 

is not well understood. 

4. The relationship of moral reasoning to other characteristics of 

college and university administrators is complicated and has not been 

studied in-depth. 

In this study the four-fold dimensions of the problem were 

addressed by exploring and analyzing, in a systematic way, the moral 

reasoning and ethical decision making methods used by individuals who 

aspire to enhance their careers in higher education administration and 

those identified as showing the potential for assuming a broader career or 

a more senior level in university administration. 

Purposes of the Study 

The principal purpose for this study was to determine whether 

characteristic patterns of moral judgment are exhibited by institutional 
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candidates and fellows in the American Council on Education Fellows 

Program in Leadership for Higher Education as measured by the 

Defining Issues Test (Rest, 1979a). Other questions answered were 

whether a relationship exists between moral reasoning skills and the 

potential to become a leading administrator in higher education as 

judged by the American Council on Education Fellows Program selection 

committee, and the nature of the relationship. 

An additional extension of the study was to determine the 

relationship between the moral reasoning of institutional candidates 

selected for participation and those not selected for participation in the 

1988/1989 and 1989/1990 fellowship program. An attempt was made to 

determine differences and similarities in the patterns of moral judgment 

between institutional candidates who were selected for participation and 

institutional candidates not selected. 

An additional purpose of this study was to determine if the fellows 

selected to participate in the American Council on Education Fellows 

Program in Leadership for Higher Education experienced changes in their 

moral reasoning. An attempt was made to identify changes in the 

pattern of moral reasoning exhibited by the selected fellows from the 

time of institutional candidate status, through the start of the fellowship 

program, to the finish of the program. A secondary purpose was to assess 

the relationship of selected demographic characteristics to any changes in 

moral reasoning exhibited by the selected fellows as they progressed 

through the program. 
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Limitations of the Study 

The hypotheses of this study suggest the presence of a relationship 

between the level of moral cognitive development and the selection, 

performance, and development of participants in the American Council 

on Education program. There was, however, no intention to suggest that 

level of moral cognitive development was the only factor related to the 

selection, performance, and development of the participants. 

The complex and multidimensional nature of adult decision 

making was a limiting factor in this study. Adults become increasingly 

complex in the way they deal with life events. The formulation of their 

personalities is shaped by many diverse life events. Neugarten (1979) 

contended that the present psychological reality is a blending of a 

person's past, present, and perceptions of the future. The present study 

was limited by the fact that a complete and viable list of factors and 

variables explaining why individuals reason differently when dealing with 

moral issues is still unknown. 

Delimitations of the Study 

The selection of the subjects represents a delimitation of the study. 

Only two groups of American Council on Education leadership 

fellowship candidates and participants were involved in the study. The 

fellowship nominees and participants represent a nonhomogeneous group 

of individuals who were at various stages and levels of administration. 

Anyone attempting to make generalizations from this study should 
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recognize this factor. A further delimitation of the study was imposed by 

the instrument used. The Defining Issues Test is limited to the concept 

of fairness. Rest (1979a, 1986) noted that moral-development 

researchers currently suggest that an individual's position on an issue is 

attributed to his or her level of moral development when the issue deals 

with fairness. 

Research Questions 

Callahan (1982) correctly predicted that the truly difficult moral 

dilemmas in higher education administration would be created by the 

complexity of the university itself. May (1990) and Wilcox and Ebbs 

(1992) highlighted the broad range of ethical concerns contained within 

the multidimensional and complex nature of higher education today. 

The efforts of universities and colleges to successfully adapt to a rapidly 

changing world are reflected in the high level of ethical controversy 

which presently permeates higher education. Trachtenberg (1989), 

Fisher (1984), and Perlman (1990) concurred that presidents and senior 

administrators in higher education, through their moral reasoning and 

ethical decision making, establish the moral tone and ethical standards in 

their institutions. Pastin (1985), Astin (1989), and Horniman (1994) 

contended that personal moral reasoning and ethical decision making are 

critical dimensions of successful administrative and management decision 

making. Trachtenberg (1989) suggested that the ethical issues 

permeating colleges and universities are further exacerbated by the fact 

that institutions of higher education are expected by society to be, and 
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are by their nature, more concerned with the issues of justice and fairness 

than are any other secular institutions. In reviewing related literature, 

the issue of whether or not present senior administrators in higher 

education and those aspiring to be senior administrators have the level of 

moral reasoning required to deal effectively with the ethical issues 

confronting higher education today inevitably arises. 

Covey (1992) and Pastin (1985) described fairness as one of the 

major underpinnings of successful administration management and 

leadership. Kohlberg (1976) suggested that an individual's ability to 

appreciate and consider the perspective of another individual is related to 

his or her ability to understand more elaborate differentiations of the 

concepts of justice and fairness. Kohlberg (1976) and Rest (1979; Rest 

& Narvaez, 1994) postulated that individuals, particularly managers and 

professionals who function from higher levels of moral judgment, have a 

greater capacity to appreciate more variable alternatives and views. Blake 

and Mouton (1964, 1978) confirmed the importance of understanding 

the perspectives of those being managed, and Selman (1980) suggested 

that successful management and leadership are contingent upon the 

manager or leader having a level of moral reasoning equal to or greater 

than those being led or managed. This is consistent with the position 

taken by Rest (1979a) and Kohlberg (1976), that individuals cannot 

comprehend more than one stage above their functioning stage of moral 

development. Individuals do, however, have the capacity to comprehend 

their own stage of development and all stages preceding it. 
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Bensimon, Neumann, and Birnbaum (1989), Burns (1978), 

Kohlberg (1984), Rest (1979a), and Rest and Narvaez (1994) all 

concurred that successful leaders and managers are guided by their ability 

to recognize the multiple moral positions held by those they lead or 

manage. In addition, successful leaders interact with their followers in 

ways consistent with the assumptions of cognitive moral development 

theory. These authors further concurred that successful professionals 

such as senior administrators in higher education are likely to function at 

higher stages of cognitive moral development. Regardless of their actual 

performance, senior administrators in colleges and universities are 

required, on a regular basis, to make complex decisions dealing with 

multiple stakeholders in balancing the multiple dimensions and complex 

ethical issues of their institutions. These complex decisions provide a 

greater opportunity and need for administrators to use higher levels of 

moral reasoning. 

The American Council on Education Fellows Program plays a 

prominent and successful role in the identification and development of 

future leaders for senior administration in colleges and universities across 

the United States. The success of the program fellows following their 

participation in the fellowship program suggests that the program has a 

significant impact on higher education administration across the country. 

The ongoing significant impact of the fellowship program and the 

significant role of moral reasoning in successful higher education 

administration leads to the issue of whether or not fellows selected to 
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participate in the American Council on Education Fellows Program have 

a high level of moral reasoning and whether or not their level of moral 

reasoning is adequate for them to deal effectively with the ethical issues 

confronting higher education today. The significant nature of the 

program and the role of moral reasoning also raise the issue of whether or 

not participation in the fellowship program, with its depth and breadth 

of programming and its strong mentoring structure, enhances the fellows' 

level of moral reasoning. 

Consideration of these issues leads to the following research 

questions: 

Research Question 1: Is there a relationship between institutional 

candidates' moral judgment scores and their selection into the American 

Council on Education Fellows Program? 

Research Question 2: Is there a relationship between fellows' 

moral judgment scores and their participation in the fellowship program? 

Definition of Terms 

The following terms are defined for the purpose of restricting their 

meaning in this study. The following definitions apply throughout this 

study: 

Ethics refers to the individual character of a person or persons. 

Morality refers more closely to relationships among individuals. It 

involves social interaction which does not concern individuals' values 

that do not affect other people. 
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Ethical decision making refers to decisions made by a person or 

persons within the field of moral judgment. 

Moral judgment is the application of values and moral reasoning 

by individuals when making judgments regarding conduct between 

persons. It is the determination of fairness and the distribution of 

fairness, or how the benefit and burdens of cooperative living are to be 

distributed. 

Moral reasoning is the application of the conceptual framework an 

individual uses to analyze a social moral problem or situation and judge 

the most appropriate solution. 

Moral judgment scores are scores, from the Defining Issues Test, 

which are purported to measure the basic conceptual framework by 

which individuals analyze a social moral issue and judge the proper 

course of action. 

Institutional candidates are individuals who are nominated by 

institutions of higher education as candidates for the American Council 

on Education Fellows Program. 

Untrained fellows are individuals who are selected from the 

institutional candidates and are beginning the American Council on 

Education Fellows Program. 

Trained fellows are previously untrained fellows who have just 

completed the American Council on Education Fellows Program. 
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Significance of the Study 

The significance of this study stems from a number of issues 

outlined in the introduction. The shift of emphasis in higher education 

from the teaching of ethics to an intense scrutiny of the ethical behavior 

of those who administer and lead institutions of higher education 

contributes to the significance of this study. The significance is further 

enhanced by the prominent role that higher education has taken in 

American society, and the fact that society and higher education are both 

in the midst of a dramatic reassessment of the fundamental roles and 

basic agreements governing the working relationship between them. 

The integrity of institutions of higher education and their 

administrators has come into question. Colleges and universities are 

major custodians of knowledge and, therefore, are a major gateway to 

power through the ability to influence the decisions of society. Astin 

(1989), Director of the Higher Education Research Institute, suggested 

that there is a direct link between the success of an institution and the 

behavior of its administrators. Pastin (1985), Director of the Center for 

Ethics at Arizona State University; Horniman (1994), Professor, 

Business of Administration and Psychology at the University of Virginia; 

and Astin (1989) each support the position that personal ethical 

behavior and moral reasoning are important aspects of administrative 

decision making. 

The increased level of ethical controversy in higher education is 

indicative of a system that is being intensely scrutinized and challenged 
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to change. In turn, the higher level of ethical controversy has created an 

intense focus on presidents and senior administrators of universities and 

their ability to deal with these controversies. This series of relationships 

further highlights the significance of this study in that it inevitably leads 

to the issue of whether or not present and future presidents and senior 

administrators of colleges and universities have the high levels of moral 

reasoning necessary to deal effectively with the growing number of 

multidimensional problematic situations. Ethical issues tend to be 

imbedded in complex decision making processes which involve the 

perceptions of multiple stakeholders who often hold diverse opinions 

regarding the same ethical issues and demonstrate varying levels of moral 

reasoning. Finally, the significance of this study is enhanced because it 

flows from the understanding that moral reasoning and ethical decision 

making are integral parts of successful leadership and management in 

higher education. 

The significance of this study is apparent in several inter-related 

dimensions. The study potentially increases the body of empirical 

research exploring the moral reasoning of professional groups beyond the 

college program environment. Although extensive research has been 

conducted with college students in professional programs, limited 

research has been pursued in professional groups beyond college 

programs (Duckett, Rowan-Boyer, Ryden, Savik, & Rest, 1992; Rest & 

Narvaez, 1994). In particular, it contributes to initial empirical research 

regarding the moral reasoning of future potential leaders in higher 
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education administration. From a theoretical perspective, this study 

begins the development of a paradigm which explores whether or not a 

relationship exists between the level of moral reasoning demonstrated by 

individuals aspiring to more senior levels in higher education 

administration and the recognition, by others, of the individual's 

potential for assuming a broader career or a more senior level in higher 

education administration. 

This study also contributes significantly to the field of moral 

development. In particular, it contributes to what Rest (1986) called, 

"the second phase of research" (p. xii). Researchers conducting studies of 

this type seek to determine the relationship of life experiences and 

human characteristics to moral reasoning. 

The testing of Kohlberg's (cited in Rest, 1986) hypothesis 

regarding higher levels of moral reasoning and the potential to succeed at 

senior levels of management/administration provides a significant 

contribution to the fields of cognitive moral development and higher 

education administration. First, this study provides additional data on 

the cognitively oriented moral reasoning process used by those aspiring 

to enhance their careers in higher education administration. Second, it 

provides additional information related to the moral development of 

adults--a group not thoroughly studied by Rest (1979a, 1986), Rest and 

Narvaez (1994), Kohlberg (1976), and their associates who, instead, 

pursued studies related to adolescents and young adults. Third, this 

study contributes additional data on moral reasoning development and 
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the relationship of educational and professional developmental programs 

beyond the college environment. The majority of research dealing with 

the effects of professional education programs has been conducted with 

college students on effects of college programs (McNeel, in press; 

Pascarella & Terenzini, 1991). Finally, this research provides additional 

data regarding the relationship of gender to moral reasoning, an area of 

study that has not been vigorously pursued in adult populations. 

This study is also significant in a practical nature. It is beneficial 

to the American Council of Education Leadership Fellowship Program to 

know whether there are any differences in the level of moral reasoning 

demonstrated by those nominated for the fellowship program and those 

selected for the fellowship program. An understanding of this 

relationship should contribute to the selection process of future 

fellowship programs. 

This study has the potential to initiate a longitudinal analysis 

regarding the levels of moral reasoning used by fellowship program 

participants as they pursue broader careers or more senior levels in higher 

education administration. The potential is further enhanced when the 

performance of past fellows is considered. Since the program began in 

1965, more than 900 fellows have gone on to assume significant 

leadership roles in higher education. One hundred eleven fellows have 

become presidents of colleges and universities and 496 have held the 

position of vice president or dean, or have been an associate or assistant 

in those offices (ACE, 1989-90b). This longitudinal analysis would 
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provide the American Council on Education the opportunity to explore 

whether or not there is a relationship between the fellowship program 

participants' level of moral reasoning and their future roles and 

contributions in higher education administration. 

Further significance of a practical nature is provided in this study 

regarding the development of moral reasoning. The study supplies 

information regarding the impact of the fellowship experience on the 

moral reasoning development of participants. It provides an opportunity 

to determine whether or not moral reasoning development occurs for 

fellowship program participants and lays the groundwork for future 

exploration of the causes of such development. This, in turn, has 

implications for the content, structure, and delivery of future American 

Council on Education leadership fellowship programs. 



CHAPTER 2 

REVIEW OF LITERATURE 

The review of the literature related to the ethical dimensions of 

higher education indicates a shift in the focus of ethical concerns from 

the teaching of ethics to the ethical behavior of the institutions of higher 

education and those who administer and lead them. This shift is 

outlined and documented in Chapter 1. During the past 10 years, 

concern has continued regarding the self-appraisal of higher education's 

own ethical issues pertaining to principles, policies, and practices. 

Numerous authors have taken various approaches in exploring these 

concerns. 

The intention for Baca and Stein's (1983) edited text was to 

analyze the ethical principles, practices, and procedures that apply to 

institutions of higher education. Their approach to the study of the 

ethical problems confronting higher education was to explore the major 

issues facing higher education and to analyze the ethical dimensions 

inherent in each issue. Baca and Stein, along with the numerous other 

researchers mentioned in their text, agreed that the concern regarding 

ethics and moral values in the conduct of higher education is a result of 

the complexity and multidimensional nature of higher education. 

22 
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Approximately 7 years later, William May (1990) noted the 

inappropriateness of higher education dissecting the shortcomings in the 

ethical behavior of others when there are so many ethical concerns to be 

addressed in colleges and universities. May took the same approach as 

Baca and Stein (1983) in exploring major issues confronting higher 

education and the ethical dimensions of these issues. 

Wilcox and Ebbs (1992) emphasized that colleges and universities, 

as the custodians of knowledge, have the ability in contemporary society 

to influence decisions which can significantly affect the quality of 

economic and social life throughout the world. They contended that 

institutions have an exceptional moral responsibility to society. Their 

ethical analysis highlights the interconnectedness of all elements of an 

institution. Wilcox and Ebbs call this "an ethics of ethos" (p. iii), which 

emphasizes the complexity of moral life and the moral responsibility in 

higher education. The complexity and multidimensional nature of higher 

education and their effect on ethical decision making have been a 

reoccurring theme in the literature for 10 years. A second reappearing 

theme is the attempt to find enlightenment of insight through analysis of 

ethical issues and ethical dimensions of issues confronting higher 

education. Following the approach of those before them, Wilcox and 

Ebbs explored the issues in higher education which are laden with values 

and moral dimensions. The dimensions of higher education, which merit 

attention in this analysis once again, range from the faculty and student 
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life to the leadership and administration components of colleges and 

universities. 

A focused exploration of leadership and administration 

development pertaining to ethical decision making or moral judgment is 

the next step in an analysis which sheds light on future approaches to the 

ethical dimensions of the pressing issues in higher education. Bensimon, 

Neumann, and Birnbaum (1989), pointed out that institutions of higher 

education attribute moral responsibility in addition to academic 

responsibility to presidents and senior administrators. Gablenick, 

MacGregor, Mathews, and Leigh-Smith (1990) called on leaders in 

higher education to recognize that successful strategic planning in the 

future must emphasize that the university and college community 

represents the institutionalization of programs that respond to concerns 

for values and ethics in higher education. Literature detailing the 

immorality of individual actions and institutional principles, policies, and 

actions underscores a more deeply underlying problem in higher 

education. 

The problem appears to be imbedded in two dimensions of higher 

education today. There is clearly a lack of community and a lack of the 

sense of shared values that give direction and purpose to universities and 

colleges. Bruce Wilshire (1990) contended that this lack of community 

and shared values is due to the professionalization of the university. 

Wilshire described a system which has emphasized and encouraged the 

creation of individual disciplines that strive to build their own sense of 
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worth by isolating themselves from all other disciplines and staking out 

their own, stand-alone academic areas of expertise. This may also be the 

methods and means employed by leaders in higher education as they 

strive to deal with complex multidimensional ethical issues confronting 

colleges and universities today (Bellah, Madsen, Sullivan, Swidler, & 

Tipton, 1985, 1991). Wilcox and Ebbs (1992) suggested that there are 

numerous ethical decision making models available for administrators 

who are striving to provide leadership by confronting the growing and 

complex issues in higher education. These models outline a process of 

making ethical decisions which commonly include identifying 

alternatives; reviewing the alternatives, either intuitively or using ethical 

rules and principles; deciding through some means which action to 

implement; and using the best judgment to pursue an implementation 

strategy. These models do not provide insight into the moral judgment 

used at each decision making point of the model. Models of this nature 

do not provide information regarding how an individual is to make the 

moral judgment necessary at each of the decision making points in the 

model itself. In order to enhance this clarity, review of the literature and 

study were directed toward another body of knowledge. 

This review of literature, therefore, was focused on (a) the 

philosophical and psychosocial dimensions of morality and moral 

reasoning, (b) cognitive moral development, and (c) the relationship of 

moral reasoning to management in higher education. Turning to these 

bodies of information was necessary because the focus previously used in 
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exploring this area of higher education was not followed in this study. 

The intention for this study was not to focus on the ethical issues of 

higher education, nor on the ethical dimensions of the major issues 

confronting higher education. Instead, the intention of this study was to 

explore the moral judgments and ethical decision-making used by higher 

education administrators or individuals aspiring to these positions. This 

study was an exploration of a group of individuals who will be called 

upon to personally deal with the moral reasoning and ethical decision 

making which will permeate the future of higher education. The group 

studied represents individuals who are deemed to be potential future 

leaders in higher education administration. 

The Philosophical and Psychosocial Dimensions of 
Morality and Moral Reasoning 

Like most individuals, administrators and leaders in higher 

education, when confronting complex moral problems, do not 

automatically agree on what is at stake nor who the stakeholders are. It 

is not unusual for those using the same ethical decision making model to 

reach different decisions at each of the decision making points within a 

model, and thus to pursue quite different courses of action. 

The ethical decision making approach suggested by Wilcox and 

Ebbs (1992) does not appear to provide an in-depth consistent analytical 

means for assessing the moral reasoning and ethical decision making of 

higher education administrators. The cognitive moral development 

approach pioneered by Piaget (1932/1965) and refined by Kohlberg 
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(1973) and Rest (1979a) for use with adult populations provides a more 

appropriate means for exploring the moral reasoning and ethical decision 

making of potential leaders in higher education administration. 

The central premise of Kohlberg (1958, 1971) and Rest's work 

(1979a, 1986) is that differences in the way individuals make moral 

judgments at each of the decision making points are based upon their 

concept of fairness and the distribution of fairness, or justice. Kohlberg 

and Rest further contended that it is possible to identify and describe 

these basic concepts and that more adequate and complex concepts of 

fairness develop from less adequate and simple ones. In order to provide 

the groundwork for the dimensions of fairness and justice inherent in 

moral cognitive development, the review of literature was turned briefly 

toward the philosophical domain of morality and ethics. In striving for a 

deeper understanding, Thiroux (1980), suggested that 

morality deals basically with humans and how they relate to other 
beings, Doth human and non-human. It deals with how humans 
treat other beings to promote mutual welfare, growth, creativity, 
and meaning in striving for what is good over what is bad and what 
is right over what is wrong, (p. 8) 

Moral Judgment and Development 

The term ethics comes from the Greek term ethos, which means 

character; morality comes from the Latin term moralis. which means 

customs or manners. Ethics is usually used to refer to the individual 

character of a person or persons; morality, on the other hand, is used to 

refer more closely to the relationship among human beings. Thiroux 
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(1980) and Schneewind (1990) pointed out that, in philosophy, the 

term ethics is used to refer to the specific field of study called morality, 

which concentrates on human conduct and values. It then follows that 

ethical decision making refers to decisions made by a person or persons 

within the field of moral judgment. The extension of this line of 

reasoning suggests that moral judgment, which is the focus of the 

Defining Issues Test used in the study, deals with values and their 

application by individuals when making judgments regarding conduct 

between human beings. 

Morality and moral judgment are embedded in the social and 

psychological dimensions of individuals. Thiroux (1980) contended that 

social morality is possibly the most important aspect of morality, because 

it permeates all dimensions of morality and is found in more ethical 

systems than any other aspect. Rest, Bebeau, and Volker (1986) 

suggested that morality has the unique function of providing basic 

guidelines for determining how conflicts in human interests are to be 

settled and for maximizing the benefits of individuals living or working 

together. Turiel (1978), Nucci (1981), Rawls (1993), and others 

concluded that even though morality provides the primary principles of 

social organization, it is distinguishable from other dimensions of social 

functioning. This difference is based on morality's special domain of 

providing guidelines for determining fairness and the distribution of 

fairness, or as suggested by Rawls' (1993) terminology, it is for 



29 

determining how the benefits and burdens of cooperative living are to be 

distributed. 

Morality, in addition to being embedded in the primary 

requirements of a cooperative social organization, is an integral part of 

the individual psyche. Thiroux (1980) described this individual morality 

as an aspect which, "refers to individuals in relation to themselves and to 

an individual code of morality which may or may not be sanctioned by 

society or religion" (p. 9) and suggested that it allows for a higher 

morality which can be found within the individual. The literature 

supports the position that moral development is embedded in a number 

of natural tendencies which are exhibited in individuals' growth and 

development. The field of prosocial behavior provides four examples of 

natural tendencies in growth and development which have moral 

development embedded within them. 

Several researchers in this field (Eisenberg, 1982; Hoffman, 1981; 

Radke-Yarrew, Zahn-Waxier, & Chapman, 1983) have suggested that 

empathy is a very early human development or is part of the genetic 

makeup of humans. The related exhibited behavior is that individuals 

feel uncomfortable when they observe distress in others. Another natural 

tendency is that, as social beings, individuals value a caring and mutually 

supportive relationship with another person as a primary good. A good 

relationship with another person is viewed as one of the most important 

benefits of a social system. In this framework, one of the major criteria 

used by individuals to assess how their interests are being treated in an 
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institution is assessment of the institutions' efforts to encourage close 

relationships and loyalty. 

A growing body of knowledge indicates that there is a natural 

tendency during the development of the individual personality system for 

an individual's self-concept to be influenced by an internal need to think 

of oneself as decent, fair, and moral. Blasi (1984) and Damon (1984) 

concluded that this natural tendency to develop a self-concept and 

individual identity as a moral person provides a portion of the 

motivation to be moral. The fourth example of a thread that is a part of 

the fabric of human development is the tendency to reflect upon one's 

social experience and, through this reflection, to develop a more complex 

multidimensional perception of the world. Rest, Thoma, Moon, Getz 

(1986) suggested that this individual social cognition represents the 

emergence from egocentrism to viewing one's self as part of a larger social 

network of stakeholders. In this framework, individuals have the 

capacity to develop broader plans which are more complex and provide 

for the construction of ideal visions for the social network. The 

psychosocial dimensions of morality are important components in 

providing a broader understanding of the philosophical dimensions of 

moral reasoning and in the link between philosophical dimensions and 

cognitive moral development. 

Leading researchers in moral reasoning and moral judgment who 

use a cognitive moral development approach, such as Piaget 

(1932/1965), Kohlberg (1973), and Rest (1979a), have adopted a 
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theoretical position and an approach to their work which is known as 

structuralism. Rosen (1980), in an exploration of the development of 

social moral knowledge, described the structuralist approach as one 

which cuts across disciplines and strives to explore and analyze 

phenomena, patterns, and relationships rather than a dogma of content. 

The psychosocial domains of human development, as previously noted, 

are inextricably linked to morality. Morality is an inseparable domain of 

philosophical thought. A watershed work by Piaget (1932/1965) entitled 

The Moral Tudgment of the Child, was a valuable contribution to the 

field of developmental psychology. As Rosen pointed out, however, 

Piaget was a genetic epistemologist whose primary aim was to study the 

nature of knowledge and its origins through vigorous, extensive research. 

Piaget's work paved the way for those who followed him and expanded 

the study of the nature of moral judgments and its origins. 

Kant (1923, 1966), who recognized the contribution of sensory 

experiences to knowledge, maintained that individuals do not know 

reality independent of themselves as a knowing human. The foundation 

for this position was his contention that humans have certain a priori 

intuitions and mental categories which restructure and give meaning to 

incoming sensory experiences. Rosen (1980) suggested that this concept 

of individuals construing knowledge from their experiences, positioned 

Kant (1923) as an intellectual forerunner to Piaget (1932/1965). The 

concept also provides an aspect of the underpinning found in Kohlberg 

(1973) and Rest's (1979a) works. Although Piaget rejected Kant's 



32 

concept of innate ideas or structures, Rosen's suggestion may be accurate 

if one considers that Kant, Piaget, Kohlberg, and Rest all contain in their 

theoretical approaches a constructivist position. They each contend, in 

their own way, that there is continuous intellectual and moral 

development of new structures out of old ones which become 

multidimensional and more complexly organized into increasingly 

adaptive prescribed superordinate structures. The developing cognitive 

structures, including moral cognitive structures, bring with them 

qualitatively different ways of thinking and demonstrate that this 

development is not a simple matter of quantitative increases in 

intelligence. 

Fairness and Tustice 

John Rawls' works, A Theory of Tustice. (1971) and Political 

Liberalism (1993), are worthy of special comment in relationship to 

Kohlberg (1973) and Rest's (1979a) moral stages of development. His 

work is especially relevant to the administration of colleges and 

universities because they are, in many dimensions, social institutions 

permeated with issues of fairness and justice. Rawls' analysis of justice 

focused on a level of justice in relation to social institutions and did not 

deal with the psychosocial, individual emphasis that was explored earlier. 

The central vision of justice as the core component of morality 

inextricably links Rawls, Kohlberg, and Rest's works. Rawls proposed 

two principles of justice to serve as guidelines for how basic institutions, 
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such as colleges and universities are to realize the values of liberty and 

equality. He further suggested that these principles can only be applied 

successfully if the citizens in a democratic society who are striving to 

apply the principles are viewed as free and equal persons. The two 

principles of justice are described by Rawls (1993): 

Each person has an equal claim to a fully adequate scheme of equal 
basic rights and liberties, which scheme is compatible with the 
same scheme for all; and in this scheme the equal political liberties, 
and only those liberties, are to be guaranteed their fair value. 
Social and economic inequalities are to satisfy two condition! 
first, they are to be attached to positions and offices open to all 
under conditions of fair equality of opportunity; and second, they 
are to be to the greatest benefit of the least advantaged members of 
society, (pp. 5-6) 

With the first principle having priority over the second, both 

principles work in concert to regulate the basic institutions which strive 

to realize these values. Rawls (1971, 1993) contended that justice and 

fairness are one in the same. The two principles express an equalitarian 

conception of justice through three elements. First, there is a guarantee 

that political liberties are truly valued, and not just seen as formal rituals. 

Second, there is truly fair equality of opportunity. Finally, there is in 

place the so-called difference principle (Kripke, 1972). The principle 

requires that however great inequalities are, and no matter how willing 

people are to work hard at obtaining their greatest return, the social and 

economic equalities attached to offices and positions should be adjusted 

in order to contribute in the most effective way to benefit the least 

advantaged. 
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Rawls (1971) suggested that if society is to find a basis for public 

agreement, it must first find a way of organizing familiar ideas and 

principles into a conception of political justice which, upon reflection, is 

in accord with one's conviction at all levels of generality, or what Rawls 

called "reflective equilibrium" (p. 48). His justice-as-fairness concept was 

an attempt to do this using a fundamental umbrella organizing idea 

which connects all other related ideas and principles. In the umbrella 

organizing idea society is considered as a fair system of social cooperation 

between free, autonomous and equal persons viewed as fully cooperating 

members of society over time and across generations. Justice as fairness 

thus has a very practical application and provides a concept of justice 

which may be shared by members of the community as a basis of 

reasoned, informed, and willing political agreement. A shared concept of 

this nature could be valuable in the administration of institutions of 

higher education as college and universities strive to rekindle and 

enhance their respective communities of scholars. 

Moral Motivation 

Several additional basic assumptions and principles provide a 

framework for the exploration of cognitive moral development and moral 

judgment. In his work, Political Liberalism. Rawls (1993) provided 

insight into the basis of moral motivation in individuals. William Bryan 

(1993), in an exploration of academic leadership in higher education, 

reconfirmed that both motivation and moral motivation are indeed 



35 

internal processes. Thiroux (1980), in Ethics: Theory and Practice, 

provided basic assumptions concerning what constitutes a workable 

moral system. 

Rawls' (1993) basis of personal moral motivation was built upon 

the basic elements inherent in the conception of citizens as reasonable 

and rational individuals functioning cooperatively in their given 

communities. In order to be motivated morally, individuals require two 

moral powers: a capacity for a sense of justice and a capacity for the 

conception of good. These necessary capacities are consistent with the 

previously noted natural tendencies in growth and development, which 

have moral development imbedded within them. The exercise of these 

moral powers is contingent upon individuals having intellectual powers 

of judgment, thought, and inference. Rawls suggested that morally 

motivated individuals function from a basis of two types of principle 

dependent desires. The first, which he called rational principles included 

the ability to adopt the most effective means to an end; the ability to 

select the more probable alternative if other things are equal; the ability 

to prefer the greater good; and, finally, the ability to order one's 

objectives using previously set priorities based on the ability to reach the 

greater good. The general concept is that these principles guide a single 

agent in rational deliberation whether that single agent is an individual, a 

community, an institution, or a department within an institution. 

The second type of principle dependent desire is related to what 

Rawls (1993) calls reasonable principles. These principles allow 
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individuals to be independent, and yet to function effectively within a 

group. Reasonable principles regulate how a plurality of individuals or 

groups are to conduct themselves in relationships with one another. 

Rawls suggested that these include principles of fairness and justice that 

describe the fair terms of cooperation as well as commonly held beliefs, 

such as truthfulness and fidelity. 

The moral powers and the exercise of these moral powers is 

contingent upon what Rawls (1993) called conception-dependent desires. 

He believed that these desires represent the most important capacities of 

an individual. They involve the ability to move beyond object dependent 

desires to functioning from principle dependent desires. Object 

dependent desires have no moral conception, nor reasonable and rational 

principles. Included are such desires as food, sleep, status, and wealth. 

Conception-dependent desires also include being able to conceptualize 

the principles which one is trying to realize. Functioning from 

conception dependent desires requires that one be able to distinguish 

between object and principle dependent desires. Inherent is the ability 

to conceptualize one's desires. The concept, when articulated and put 

into action, brings about an actualization of the desired principles. 

Rawls' description of the three types of inherent desires and the moral 

sensibility of the reasonable individual are presented in a developmental 

hierarchy. In a general sense, the three categories of desires are 

conceptually consistent with the three levels of cognitive moral 

development used by Kohlberg (1973) and Rest (1979a). 
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Rawls (1993) noted that further capacities are necessary in order 

for moral motivation to be resident in a reasonable and rational citizen. 

An individual must have, at any given time, a determinant concept of 

good interpreted in light of a reasonable comprehensive view of his or her 

existence. Finally, Rawls suggested that individuals must have the 

capacities and abilities to be a normal and cooperating member of society 

over their lifetime. 

In addition to these capacities, Rawls (1993) suggested that 

individuals must exhibit four special features which are aspects of being 

reasonable and having a form of moral sensibility. The first feature is a 

willingness to propose fair terms of cooperation which are reasonable to 

expect others to endorse, and the further willingness to abide by these 

terms, provided others can be relied on to do the same. The second 

feature is the ability to recognize the burden of judgment as limiting 

what can be justified to others and, thus, affirm only reasonable 

comprehensive doctrines. The third feature is that individuals or groups 

have a need to function normally and fully as a cooperating member of 

the community, and want to be recognized as such. The fourth and final 

feature is that individuals or groups have what Rawls (1993) called a 

reasonable and moral psychology (p. 86). This feature reflects the 

previously described three types of desires which are object dependent, 

principle dependent, and conception dependent. Rawls portrayed these 

in a hierarchial stage of development, and when operating in concert, as 

representing his reasonable and moral psychology. Rawls pointed out 
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that, in his framework individuals, institutions, groups, and communities 

of all types possess varying combinations of these desires. This 

combination forms the basis of moral motivation for groups as well as for 

individuals. Rawls also pointed out that his framework is not a 

psychological perspective originating in the science of human nature. It 

is, rather, a scheme of concepts and principles for expressing a certain 

political conception of a person and the basis of moral motivation. 

A constructivist perspective suggests that Rawls' (1993) conception 

of the person and the basis of moral motivation are linked conceptually 

to the frameworks for cognitive moral development advanced by Piaget 

(1932/1965), ICohlberg (1973), and Rest (1979a). Rawls1 concept of 

justice, fairness, and moral motivation, the field of prosocial behavior's 

concept that moral development is embedded in a number of natural 

tendencies in individual human growth and development, and the 

numerous psychosocial and philosophical dimensions of morality, all 

provide threads of knowledge which contribute to comprehension of the 

fabric of cognitive moral development. 

Moral Theory and Models 

Thiroux (1980) offered five basic assumptions concerning what 

constitutes a workable moral theory. His assumptions reflect three 

consistent themes which reoccur throughout the literature. These 

themes deal with the psychosocial dimensions of moral development, the 

philosophical aspects of moral development, and the cognitive dimension 
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of moral development exemplified by Piaget (1932/1965), Kohlberg 

(1973), and Rest (1979a, 1986). It is clear that many aspects of these 

three fields, when explored together, provide a community of solution for 

understanding and exploring the complex multidimensional nature of 

moral judgment. Thiroux described several common characteristics of a 

moral system which are necessary if it is to be tenable and viable. First, 

it should be rationally based and yet not devoid of emotion. There is an 

emotional dimension to moral decisions which is powerful and cannot be 

ignored. It is, however, just as critical to understand that these 

emotional dimensions must be supported by reasoning. Reasoning, in 

this context, implies logical argument, including material evidence along 

with logical consistency which avoids self-contradiction. Reasoning 

toward a logical conclusion, thus, has a certain detachment from feelings 

as one is channelled through the formality of considering the truth and 

validity of what other individuals are thinking. Inherently this implies a 

means by which differences, feelings, opinions, and thoughts can be 

arbitrated. The moral judgment instruments developed in the cognitive 

moral development field strive to assess and categorize the characteristics 

of the stages of moral development that individuals go through and, 

thereby, account for these differences. 

The second characteristic described by Thiroux (1980) is an 

assumption that any ethical system be logically consistent in order that 

there is stability to the moral decision making. Thiroux contended that 

any system must provide for, and encourage, individuals to be as logically 
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consistent as they can, and yet allow for enough flexibility that the 

system can remain truly applicable to the complexity and variety of 

human living. Kohlberg (1976) and Rest's (1979a) stages of moral 

development reflect an effort to assess the consistency and stability of an 

individual's moral judgment. 

The third characteristic described by Thiroux (1980) is an 

assumption that any workable moral system must have a universality or 

general application to all humanity, and yet be applicable to particular 

situations. It is clear that moral judgment always takes place at 

particular times, places, and situations, and between or among particular 

individuals. Kohlberg (1976) and Rest's (1979a) instruments for 

determining an individual's state of moral development use particular 

situations, and ask individuals to apply their thinking to that particular 

time and situation in an effort to ascertain the type of reasoning being 

used to make the moral judgment. 

Fourth, Thiroux (1980) suggested that any moral system, if it is to 

be applied to more than one person, must be a system which can be 

taught and promulgated. This is a critical and serious dimension because 

of the extreme importance placed on the social aspect of morality. The 

social dimension of morality and moral judgment is a constantly 

reoccurring theme and is a major dimension of the instruments 

developed by both Kohlberg (1976) and Rest (1979a). 

Thiroux's fifth and final assumption was that any workable moral 

system must facilitate the resolution of conflicts which permeate issues 
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with ethical dimensions and occur among individuals dealing with these 

issues. The system must provide a construct by which individuals can 

compare conflicting choices and values. There must be a hierarchial 

dimension which assists individuals in making the best moral choice. 

The work by Kohlberg (1958, 1971, 1973) and Rest (1979a, 1986, 

1993), and the instruments they have, respectively, developed, provide a 

means to assess the type and nature of reasoning used to make moral 

judgments. They have identified characteristics which are exhibited at 

each stage of moral development. The instruments are designed to assess 

the characteristics used and, therefore, to determine which stage of 

development individuals are using in the moral judgments they are 

making. 

Rest, Bebeau, and Volker (1986) provided insight into the threads 

which intertwine and interact to provide a comprehensive picture of 

moral development. They provided what they called a four-component 

model, which generically describes the process an individual goes through 

in making a moral judgment and putting that judgment into action. The 

four components of the model are as follows: 

1. The individual is able to make some type of interpretation 

regarding the particular situation in terms of what actions are possible for 

those affected, including himself or herself, and how the stakeholders will 

regard such effects on their welfare. 
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2. The individual is able to make a judgment regarding the moral 

rightness or wrongness of a course of action and, thus, determine what 

ought to be done, morally, in the given situation. 

3. The individual gives priority to moral values above other 

personal values in an effort to do what is morally right. 

4. The individual has sufficient capability, emotional stamina, and 

willpower to follow through with the course of action required to 

implement the moral judgment. 

The four-component model provides an opportunity to highlight 

several common dimensions of moral development, moral judgment, and 

moral behavior. Rest, Bebeau, and Volker (1986) contended that neither 

moral development, judgment, nor behavior is a result of any single 

component. The components interact and, in so doing, require that an 

individual function using all four components in order to make a moral 

judgment and carry out the behavior necessary to put the judgment into 

action. 

Rest, Bebeau, and Volker (1986) further contended that the basic 

elements of moral judgment and moral behavior should not be 

segmented into cognition, affective, and effective behavior. It is usual for 

reviewers of moral judgment and moral behavior to suggest that cognitive 

developmentalists study thinking, psychoanalytic psychologists study 

affect, and social learning psychologists study behavior. Then, according 

to Rest, Bebeau, and Volker, people falsely assume that cognition, effect, 

and behavior are the basic processes and distinct elements, each having a 
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separate track of development. The dimensions of cognition, affect, and 

behavior permeate each of the components of the model and each 

dimension occurs in concert in each of the components. The four 

components of the model demonstrate the process which goes into the 

production of a moral judgment and the ensuing moral behavior in a 

specific situation. These four components are not general traits of moral 

individuals. Each component simply describes a process which is 

involved in an individual's efforts to make a moral judgment and 

translate that moral judgment into moral behavior. 

Raths, Harmin, and Simon (1966) and Simon, Howe, and 

Kirschenbaum (1972) offered a more comprehensive model for clarifying 

values. Their model contains seven characteristics which, when applied 

to an individual's judgment, choice, or behavior, indicate whether or not 

a true value held by the individual is demonstrated. Simon et al. further 

suggested that, using this set of seven criteria, it is possible to identify 

the core values held by an individual. Simon et al. argued that this set of 

core values provide the basis for moral judgment and moral behavior. 

The value clarification model of Raths et al., although belonging to a 

different school of thought, is an attempt to answer the same question 

posed by Rest, Bebeau, and Volker (1986)~"When a person is behaving 

morally, what must we suppose has happened psychologically to produce 

that behavior?" (p. 3). 

The value clarification model suggests that individuals are 

behaving morally when they are aware of their values and are putting 
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them into action. In other words, their deeds and creeds are 

synonymous. The value clarification model, like others, has its 

proponents and its critics. It is, however, important to note that its 

modeling approach is, in some ways, consistent and similar to the 

four-component model and, indeed, provides further insight into the 

same threads of moral development that Rest, Bebeau, and Volker 

(1986) strived to comprehend. 

The value clarification model suggests that the following seven 

criteria can be used to ascertain whether or npt something is truly a value 

for an individual, group, or institution: 

1. Choosing freely. If something is to guide one's life it must be 

chosen freely, whether or not an authority is monitoring the situation. 

2. Choosing from alternatives. The operational definition of 

values is based on the premise that an individual must be aware of the 

available alternatives from which to choose. 

3. Choosing after thoughtful consideration of the consequences of 

each alternative. If a value is to guide an individual's life, it must emerge 

in a context of understanding, and this can only occur when the 

consequences of each alternative are understood and thoughtfully 

considered. 

4. Prizing and cherishing the choice. Values represent positive 

guides to an individual's life and represent choices the individual can be 

proud of. 



45 

5. Affirming the choice. The individual is willing to publicly 

affirm the choice and reveal the values represented by the choice. 

6. Acting upon choices. The choice is put into action and appears 

in the individual's behavior. 

7. Repeating. Something is a value when it reoccurs over time, 

occurs in different situations, and tends to occur as a behavior pattern in 

a person's life. 

The approach used in this process model of valuing further 

suggests that for something to be considered a value it must satisfy all 

seven requirements outlined in the criteria. Raths et al. (1966) 

contended that, collectively, the seven requirements describe the process 

of valuing. 

Cognitive Moral Development 

Cognitive moral development is inextricably linked to the modern 

stage type conceptions of development which can be traced to the 

philosophical ego psychology of the 19th and early 20th centuries. 

Loevinger (1976) noted that philosophers such as Bentham, Kant, Adam, 

Smith, Bain, Mill, Spence, Kommer, Dewey, and Compte postulated 

developmental theories which supported modern stage development 

concepts (pp. 261-267). A larger body of knowledge and research from 

Dewey (1959) through Kohlberg (1973) and Rest and Narvaez (1994) 

confirms that the concepts of development and particularly moral 
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cognitive development are viable and reliable ways to explore moral 

thinking and judgment. 

Moral Development Models 

Piaget, in his book, The Moral Judgment of the Child 

(1932/1965), provided a view which contrasted dramatically with other 

investigators of the time period. Pittel and Mendelsohn (1966), who 

reviewed the earlier approaches, pointed out that the main interest of 

other researchers was to use verbalization to predict behavior. Pittell and 

Mendelsohn contended that the eagerness of researchers to focus on 

behavior leads to insufficient attention to the conceptualization of moral 

values and appropriate methods for measuring them. Piaget's cognitive 

development approach provides a way to study subjective values in their 

own right. He was impressed with the complexity of mental operations 

necessary in making sense out of an individual's experience. His 

contribution was his ability to analyze the kinds of cognitive 

constructions that are necessary to achieve the most basic understanding 

of the world. 

The work of Piaget (1932/1965) provides the basic conceptual 

model for the cognitive development approach to moral development. 

Weinrich, Kohlberg, and Piaget (1975) noted that research in the field of 

moral development over the previous 40 years had not varied 

significantly from Piaget's basic framework. The structural development 

approach, which Piaget promoted, found many followers, such as 
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Kohlberg (1971, 1981), Rest (1979a, 1983), Selman (1977, 1980), and 

Flavell (1971, 1977). The fundamental components of the cognitive 

development approach are (a) that a person's perception of reality is 

cognitively constructed and (b) that cognitive structures evolve in a 

developmental progression by which the earlier cognitions are elaborated 

to accommodate greater complexity in experience. 

Piaget and Inhelder (1948/1967) described the stages of 

development as structural wholes and noted that growth begins in one 

structure and develops into a separate and new structure. The new stage 

allows an individual to perform significantly different developmental 

tasks. Selman (1977) described this development by suggesting that 

the fundamental assumption of this approach is that social 
reasoning develops through an invariant sequence of stages: each 
stage is qualitatively different from the previous stage, but 
hierarchically related to the prior stage insofar as it is based on the 
reorganization of the ideas and concepts of the prior stage into 
more adequate and inclusive concepts and ideas, (p. 3) 

Piaget's research (1932/1965) led to his identification of two levels 

of moral judgment. The first level, which he called heteronomous. is 

signified by the influence of numerous external constraints brought about 

by external arbitrary punishment, a narrow absolute moral perspective, 

and resolute adherence to rules. This level represents the concept of 

doing right as a product of doing one's duty, which is seen as obedience 

to authority. The second level, which he called autonomous, is 

characterized by internally driven decisions made from free choice and in 

a context of cooperation brought about by possible punishment which is 
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reciprocal. This level contains an awareness of different moral 

perspectives and flexible adherence to rules based on mutual agreement. 

At this level doing right is the result of a sense of duty, which is seen as 

allegiance to equality and as a concern for the welfare of others. 

Rest (1979a) noted that Piaget's (1932/1965) approach does not 

provide a complete research program for the study of morality. It does, 

however, establish the basic tenants of the cognitive development 

approach to moral development. Piaget also defined the problem area 

and the theoretical construct of moral judgment and introduced methods 

for studying moral judgment by presenting stories which evoke 

discussion and explanation of a subject's viewpoint. Piaget identified a 

number of features and mechanisms of moral thinking which were built 

upon by later researchers. He then suggested a paradigm for use in 

cognitive research. He focused on the relationship of age and the 

difference in responses. Piaget laid the groundwork for a cognitive 

development approach which puts priority on understanding morality 

through attempting to understand what an individual sees, how the 

individual interprets what he or she sees, and what possibilities the 

individual sees for taking action. 

Numerous researchers have noted that the most influential theory 

of moral development in the 1970s and 1980s was Lawrence Kohlberg's 

(1969) structural development theory (cited in Pratt, Golding, Hunter, 

& Sampson, 1988). Kohlberg's moral development theory, which is built 

upon the work of Piaget and Inhelder (1948/1967) and George H. Mead 
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(1934), establishes the concepts of moral development as the progressive 

equilibrium that is the increased differentiation in the integration of the 

principles of justice. His portrayal of the principles of justice is 

consistent with the philosophical approach outlined by Rawls (1971), 

and further clarified in Rawls (1993) most recent exploration of justice, 

Political Liberalism. Piaget and Kohlberg are cognitively oriented in that 

both researchers emphasized reasoning and process as opposed to 

content and behavior. They both, however, recognized that all four areas 

of emphasis are intermingled. In both theories, structures of reasoning 

and change develop into more elaborate structures which are more 

adequate for handling complex situations as an individual develops to 

higher stages. Kohlberg (1980a, 1980b) described higher levels of 

reasoning as being obtained primarily through interaction with the 

environment as new reasoning structures are acquired to deal with new 

situations for which previous structures have become inadequate. He 

described moral development as interactive and cognitive in nature, and 

addressed moral judgment as a universal construction where individuals 

are actively involved rather than passively reflective in the process of 

interaction. 

Building upon Piaget's (1932/1965) approach, Kohlberg (1964, 

1969) introduced a cognitive developmental approach for explaining 

individual's choice and justification when confronted with moral 

conflicts. Both Piaget and Kohlberg identified distinctively moral issues 

as being justice-related. The primary focus in this approach is fairness 
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and the value elements are operations of equality, reciprocity, and equity, 

which function to facilitate interpersonal interactions (Kohlberg, Levine, 

& Hewer, 1983). 

Kohlberg (1964, 1969) used Piaget's (1932/1965) concepts of 

disequilibrium, assimilation, and accommodation to explain the role of 

conflicting values in moral development. In his theory, moral conflicts 

are viewed as social conflicts or conflicts of individual rights. When 

conflicting values are experienced, disequilibrium is created. This, in 

turn, motivates individuals to resolve conflict, either by finding a means 

to assimilate it into their current structure of moral reasoning, or by 

changing their way of thinking about the problem. This change of 

viewpoint or accommodation results in movement to a more complex 

structure of moral reasoning. Moral development refers to changes in 

justice structures. An individual, in maturing and developing, undergoes 

restructuring or successive transformations through increasingly complex 

structures of justice. Kohlberg described these successive transformations 

in terms of three levels of development, each consisting of two stages. 

The brief characterization of the three levels and six stages of moral 

development, shown in Table 1, is one of the hallmarks of Kohlberg's 

(1964) work. The three levels identified in Table 1 serve as a socio-moral 

perspective that functions to coalesce the three conceptual moral levels. 

Level 1, the preconventional level, is characterized by a concrete 

individual perspective. Rules and expectations of others predominate 
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Table 1 

Kohlberg's Stages of Moral Development 

Level 1 
Preconventional 

Level 2 
Conventional 

Level 3 
Postconventional 

Stage 1 
Punishment and 
obedience 
orientation 

Stage 2 
Naive 
instrumental 
Hedonism and an 
exchange of 
favours 
orientation 

Stage 3 
Good boy or good 
girl morality of 
maintaining good 
relations, approval 
of others 

Stage 4 
Authority 
maintaining 
morality 

Stage 5 
Morality of social 
contract, of 
individual rights, 
and of 
democratically 
accepted law 

Stage 6 
Morality of 
individual 
principles of 
conscience 

Note. From Development of moral character and moral ideology 
(p. 400) by L. Kohlberg, 1964, New York: Russell Sage Foundation. 

and are seen as external to the self. The focus is on one's own personal 

interest and the concrete consequences for the individual. 

Level 2, the conventional level, represents a perspective as a 

member of society. Rules and social expectations put forward by 

authority figures become internalized and provide the criteria for 

judgment. Focus shifts from predominantly egocentric and hedonistic 

concerns to relationships, social norms, and concern for the group. 

Level 3, the postconventional level, is characterized by a 

prior-to-society perspective. The individual becomes differentiated from 
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the rules and social expectations. Moral values become defined in terms 

of self-chosen principles or logically derived universal truths. The focus 

shifts to providing a rationale for choosing among alternative social 

systems, and to providing guidelines for creating new laws and 

arrangements (Colby & Kohlberg, 1984). The focus shifts to providing a 

rationale for choosing among alternative social systems, and to providing 

guidelines for creating new laws and arrangements. 

Kohlberg's (1964) theory of moral development, like Piaget's 

(1932/1965), is a stage theory. The difference is Kohlberg's insistence 

that only a hard structural stage model can adequately explain the moral 

developmental process. Piaget, on the other hand, refrained from 

describing the moral developmental progress in terms of structured 

wholes or stages. He preferred to refer to this as formative processes 

which generally follow one another. The four general criteria or stage 

theory properties are as follows (Colby Sc Kohlberg, 1984, pp. 12-13; 

Kohlberg, 1980a, p. 11): 

1. Stages imply a distinction or qualitative difference in structures 

(modes of thinking) that continue to serve the same basic function (for 

example, intelligence) at various points in development as the person 

grows older. 

2. These different structures form an invariant sequence, order, or 

succession in individual development. Lower stages must be attained 

before higher ones can be reached. While cultural factors may speed up, 

slow down, or stop development, they do not change its sequence. 
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Under all conditions, except extreme trauma, movement is forward. 

Individuals never skip stages, and movement is always toward the next 

higher stage. 

3. Each of these different and sequential modes of thought forms a 

structural whole or organized system of thought. A given stage response 

on a task represents not only a specific response determined by 

knowledge and familiarity with that task or tasks similar to it, but also an 

underlying thought-organization. The implication is that various aspects 

of stage structures should appear as a consistent cluster of responses in 

development. 

4. Stages are hierarchical integrations. As noted, stages form an 

order of increasingly differentiated and integrated structures for fulfilling 

a common function. Thinking at a higher, more complex stage includes, 

or comprehends within it, lower stage thinking. There is a tendency to 

function at or prefer the highest stage available. 

Kohlberg's (1964, 1969, 1980a, 1980b) use of the term invariant 

sequence indicates that the progression through the stages of cognitive 

moral development is in an orderly fashion. Individuals advance at 

different rates, and development may arrest at one stage, but both 

longitudinal and cross-sectional studies have indicated that the 

development of cognitive moral judgment is consistent, orderly, and 

ever-increasing in complexity (Kohlberg & Elfenbein, 1975; Rest, 1975; 

Turiel, 1966). 
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Kohlberg's (1964, 1969, 1980a, 1980b) interpretation of 

structured wholes is that stages of moral judgment represent total ways 

or processes of thought rather than attitudes toward a particular 

situation. A stage is the method of thought brought to a moral situation 

and, even though the content or action may differ, the form or method 

of thinking about similar moral situations remains constant. Kohlberg's 

later work revealed that, in regard to the concept of structured wholes, 

50% of an individual's processes of moral thought tend to be in one 

stage, with the remainder distributed in the previous stage and in the 

next stage. The development process represents the creation of structural 

wholes of thought, but does not imply consistency in the rate of 

development. Development usually occurs in narrow areas and, through 

the process of identifying alternatives, broadens into other areas (Colby 

<SL Kohlberg, 1987; Kohlberg, 1984). 

The concept of hierarchial integration among the stages of moral 

development indicates that individuals have a progressive ability to 

successfully comprehend ever-increasing, complex moral reasoning and 

that this ability to comprehend is cumulative. Rest, Turiel, and Kohlberg 

(1969) purported that individuals have a preference for the highest stage 

they can comprehend and that approximately 50% can comprehend one 

stage above their own. Rest et al. noted that in studies of this nature 

individuals are unable to comprehend or indicate any preference for 

moral reasoning more than two stages above their indicated stage of 

development. 
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Kohlberg (1980a) suggested that the stages of moral development 

are indicative of an individual's developing ability to understand 

more-elaborate differentiations of the concept of justice. Kohlberg 

defined justice as "the moral resolution of competing claims, that is, a 

reference to a method of distributing or defining claims. The basic rule 

of justice is distributive equality: treat every person equally" (p. 63). He 

argued that justice is the basic moral principle, both on grounds 

consistent with formalist philosophy and on grounds of psychological 

development. 

Kohlberg (1976) noted that an individual's ability to adopt the 

perspective of another person is correlated to his or her ability to 

understand more-elaborate differentiations of the concept of justice. 

Kohlberg interpreted role taking as the ability that enables individuals to 

respond to their own behaviors as seen through the eyes of others, and to 

experience others as if they were like themselves. Role taking is a 

prerequisite for cooperation through which the concept of justice is 

realized. Kohlberg indicated that role taking ability is necessary for 

moral development, but is an insufficient condition for growth. 

Kohlberg (1964, 1969, 1976) argued that advances in social 

cognition are not singularly dependent upon role taking opportunities 

among peers. He suggested that advances are more dependent on direct 

participation within groups and institutions of all sorts. (This suggestion 

is significant to the American Council on Education leadership fellowship 

program, and may help explain the ongoing success of the fellowship 
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program.) Significant to this study is the suggestion that leadership 

positions are opportunities for the development of role taking capacities. 

The evolving literature regarding the development of leadership teams 

and the leader's role in the development of team cultures, strongly 

indicates that the capacity of leaders to assume the roles of those affected 

by their decisions is critical for success (Katzenbach & Smith, 1993; 

Neumann & Bensimon, 1993). Bernstein (1976) observed that interests 

or claims inevitably conflict. A leader who is characterized by advanced 

social cognition and role taking ability may be best able to understand 

and facilitate the communication of all stakeholders' interests. 

Kohlberg's (1976) stage development paradigm indicates that only 

individuals who are capable of functioning at stage five or six have the 

capability of comprehending the perspective of moral judgment held by 

all other stakeholders operating from various stages of moral 

development. 

Piaget (1932/1965) and Kohlberg (1964, 1969) expressed 

differing views on the relationship of moral development and cognitive 

development. Piaget suggested a direct correspondence between 

advances in cognitive and moral development. Kohlberg, on the other 

hand, argued that the relationship is not absolute. He viewed several 

cognitive skills as going hand-in-hand with moral growth. These skills 

include the ability to think abstractly, the ability to reflect, and the 

ability to verbalize moral reasoning. In order for movement through the 

stages to occur, these abilities must be developed. They are directly 
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dependent on the level of cognitive development that an individual has 

achieved. 

Kohlberg (1964, 1969) pointed out that cognitive development is 

a prerequisite to moral development, even though it is not a guarantee 

that an individual will grow in moral reasoning. Therefore, attainment of 

Piaget's (1932/1965) stage of formal operational thinking is a 

prerequisite to, but not a guarantee of, reaching Kohlberg's (1969) level 

of principled moral reasoning. Kohlberg and Gilligan (1971) reported 

that only 75% of adults reached principal moral thinking. This may be 

related to the fact that only 65% of adults reached formal operational 

thinking (Adams, 1980). Hultsch and Deutsch (1981) found that the 

use of formal operations decreases with advancing age, but that it is 

influenced by the particular problem and a person's experience. Adults of 

all ages use formal operations better to solve everyday problems than in 

dealing with abstract or nonrelevant tasks. 

Early research by Flugel (1945) and Kohlberg (1969) revealed that 

the majority of an individual's moral development occurs in childhood 

and adolescence. Additional research has indicated that moral judgment 

is by no means fixed in childhood. Individuals continue to change in 

terms of the basic strategies they use for moral problem solving well into 

adulthood. Extensive longitudinal, cross-sectional, and sequential studies 

have corroborated the indication that individuals generally do change, 

and that they change in the direction postulated by developmental 

theory (Higgins, 1984; Rest, 1986; Rest &.Thoma, 1985). 
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Kohlberg (1969) and Rest (1986), who completed the first phase 

of their moral development research at Harvard, managed the first phase 

of research to the point that it delineated the broad outlines of culturally, 

universally qualitative development patterns of moral judgment and 

demonstrated the fruitfulness of the cognitive development theoretical 

assumptions for further research. Kohlberg and Rest both agreed that 

the second phase of moral development research would be 

methodological and would involve the construction of a valid and reliable 

test of moral judgment development. In this endeavor, Kohlberg and 

Rest moved in similar, but divergent, directions. Kohlberg noted, in the 

forward to Development in Judging Moral Issues by Rest (1979a), that 

the second phase research conducted by Rest in Minnesota was 

underway almost 10 years earlier than the Harvard program headed by 

Kohlberg. Kohlberg pointed out that, by 1979, Rest and his group had 

successfully completed the second phase of research. Kohlberg further 

pointed out that the result of completing the second phase was two-fold: 

(a) the development of a test (the Defining Issues Test) that is reliable 

and valid according to the usual research standards of reliability and 

construct validity of psychological assessment, and (b) the development 

of extensive data that indicate solid support for the cognitive 

developmental assumptions given primary support by the first-phase 

research. Rest (1979a) summarized the findings of 100 studies using his 

measure and suggested that they demonstrated the following: 
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1. Moral judgment is developmental. One major source of 

variation in Rest's measure of moral judgment is age. The other major 

sources of variation due to social experience are developmental in that 

they are related to amount and complexity of experience. 

2. The processes involved in moral judgment development are 

cognitive. Rest's measure of moral judgment preference and recognition 

is related to conceptual comprehension of moral judgment, to 

intelligence, and to other cognitive variables. 

3. While related to cognition, moral judgment is moral. It is not 

just the application of cognition to moral questions or situations. 

Measures of moral judgment correlate with measures of moral attitudes, 

choices, and behavior to an extent not accounted for by intelligence or 

other purely cognitive variables. 

These findings by Rest (1979a) and his colleagues, using the 

Defining Issues Test, are consistent with the findings of Kohlberg (1969) 

using the Harvard method of qualitative stage characterization of 

spontaneous responses to dilemmas (Colby, 1979; Kohlberg, 1969). 

Kohlberg further suggested that Rest's findings support and clarify the 

fundamental assumptions of the cognitive-developmental approach to 

moralization. Kohlberg (cited in Rest, 1979a) concluded that Rest's 

Defining Issues Test, as a method of assessing moral judgment, has good 

reliability and good construct validity for many research purposes, and 

that the test provides a broader, more solid data base for moral judgment 

than does the Harvard work. 
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Throughout the 1970s, and well into the 1980s, cognitive 

developmentalists primarily focused on developing measurement 

instruments. A scathing review of Kohlberg's (1964, 1969) research 

(cited in Kurtines &. Grief, 1974) addressed primarily the reliability and 

validity issues of the methods used to measure moral judgment. They 

concluded that cognitive developmentalists had failed to make a case 

that development in moral judgment can be measured. It was almost 10 

years before Kohlberg and his associates published an extensive 

counter-argument (Colby, Kohlberg, Gibbs, & Lieberman, 1983). 

During this same time period, Rest (1979a) initiated research on the 

Defining Issues Test and in his publication entitled Development in 

Judging Moral Issues, which was devoted to measurement issues, 

demonstrated that a stage approach to moral judgment can produce 

acceptable assessment instruments. 

Rest (1986) pointed out that the focus of moral development 

research has changed. He quoted Thomas Berndt (1985) as an 

indication that researchers are beyond concentrating on measurement 

issues: 

During the 1970s, one critical issue for moral development 
research was whether a person's characteristic pattern of moral 
judgment or reasoning could be measured reliably and validly. . . . 
1 believe most psychologists are now convinced that individual 
patterns of moral reasoning can be assessed reliably and 
validly.... In short, the controversies over the measurement of 
moral reasoning have subsided, ending this old phase of research 
on moral development. (Berndt, 1985, pp. 1-3) 
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Rest noted Berndt's suggestion (cited in Walker, 1986a) that the new 

phase of moral development research will involve questions about 

experiences that contribute to development in moral reasoning and 

individual characteristics that influence individuals' openness to 

experiences, which, in turn, will influence moral judgment. 

Differences between Kohlberg (1964, 1976) and Rest's (1979a, 

1983) models have spawned major issues. According to Rest (1979a), 

differences in the approaches and the models occurred during the second 

stage of moral development research. These differences in the models 

were subtle, but striking. Rest's model of moral development is both 

rooted in and represents an interpretation of Kohlberg's theory of moral 

development. Rest began with Kohlberg's six-stage scheme and indicated 

that it is similar in overall conceptualization to Kohlberg's model. Both 

approaches to moral judgment have as their focus the concept of justice, 

and each developmental stage is discernible in terms of what constitutes 

justice. The basis, however, portrays differentiation. The Kohlberg 

schema rests on the use of formal justice operations (equality, 

reciprocity, equity) and the social perspective level at which prescriptive 

judgments are made. The model used by Rest represents a departure 

from the hard stage approach and its reliance on Piagetian 

logico-mathematical thought operations to differentiate moral stages. 

Kohlberg's hard stage approach suggests that a stage is the ruling program 

of a person's mind, is pervasive and consistent across situations, and 

follows a strict invariant sequence of development (Colby et al., 1983). 
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Rest, instead, assumed a soft stage concept "in which a stage 'is a type of 

heuristic' for determining which of a number of actions is morally right" 

(Rest, 1986, p. 199). 

Kohlberg (1969) and Rest (1979a) also disagreed on whether or 

not stage structure can be disassociated from the content of issues, 

norms, and elements (Rest, 1979a, 1986). Kohlberg believed that this 

can be done and suggested that researchers can hold content constant in 

order to examine the structure of moral thinking. Rest, on the other 

hand, suggested that a person who is thinking of social cooperation in 

terms of face-to-face primary relationship is at a different stage than a 

person who is thinking of social cooperation in terms of a society-wide 

network of role responsibilities within secondary institutions. In 

Kohlberg's scheme, such distinctions are content differences, not 

structural, and these distinctions do not, therefore, define his stages. 

Rest (1986) contended that not including these distinctions as 

considerations causes the stage criteria to be highly abstract. Rest 

contended that, "the level of definition of stage criteria should be most 

determined by how well the characterization illuminates how moral 

decision making actually takes place" (p. 200). Rest further contended 

that Kohlberg's system is, "too abstract to represent optimally how 

people's institutions of fairness determined their judgment of morality" 

(p. 200). Rest (1979a), for the purposes of his research, defined the 

word morality as involving social interaction which does not concern 

individual values that do not affect other people. The use of moral in his 
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work is restricted to concepts of justice or fairness. Rest (1983) further 

assumed that the basic organizations of moral thinking are different 

schemes of social cooperation. Throughout Rest's six stages, two major 

developmental dimensions account for the changes in an individual's 

moral judgment. These dimensions were defined by Rest (1979a) as 

(a) "how expectations about each other's actions are coordinated, known, 

and shared"; and (b) "how an equilibrium or balance of interests of 

people in a cooperating group is achieved" (p. 21). As development 

progresses, he suggested that what occurs is a "progressive understanding 

of the various possibilities of cooperative relationships, how rights and 

duties are balanced, and the conditions that sustain the cooperative 

schemes" (Rest, 1983, p. 587). 

Rest's (1983) model is presented in Table 2. The first and second 

column summarize the form that each of the two developmental factors 

assumes within each of the six distinct schemes of social cooperation. At 

stage 2, for example, rules are known and shared (the first major 

development dimension) via a mutual understanding of one another's 

interest and exchange of favors, and equilibrium is achieved (the second 

major developmental dimension) by each individual seeing something to 

be gained in the exchange. At stage 4, expectations are known and 

shared by knowing the law, and equilibrium is achieved by following the 

law which constitutes a society-wide system of cooperation. Data in the 

third column in Table 2 describes how moral rights and responsibilities 
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Coordination of 
Expectations About 

Stage Actions (How Rules are 
Known and Shared) 

Schemes of Balancing 
Interests (How 
Equilibrium is 

Achieved) 

Central Concept 
for Determining 

Moral Rights and 
Responsibilities 

Stage 1 

Stage 2 

Stage 3 

The caretaker makes 
known certain demands on 
the child's behavior. 

Although each person is 
understood to have his 
own interests, an exchange 
of favors might be 
mutually decided. 

Through reciprocal role 
taking, individuals attain a 
mutual understanding 
about each other and the 
ongoing pattern of their 
interactions. 

Stage 4 All members of society 
know what is expected of 
them through public 
institutionalized law. 

The child does not 
share in making rules, 
but understands that 
obedience will bring 
freedom from 
punishment. 

If each party sees 
something to gain in 
an exchange, then 
both want to 
reciprocate. 

Friendship relations 
establish a stabilized 
and enduring scheme 
of cooperation. Each 
party anticipates the 
feelings, needs, and 
wants of the other and 
acts in the other's 
welfare. 

Unless a society wide 
system of cooperation 
is established and 
stabilized, no 
individual can really 
make plans. Each 
person should follow 
the law and do his 
particular job, 
anticipating that other 
people will also fulfill 
their responsibilities. 

The morality of 
obedience: "Do 
what you're told." 

The morality of 
instrumental 
egoism and simple 
exchange: "Let's 
make a deal." 

The morality of 
interpersonal 
concordance: "Be 
considerate, nice, 
and kind, and 
you'll get along 
with people." 

The morality of 
law and duty to 
the social order: 
"Everyone in 
society is obligated 
and protected by 
the law." 

(table continues) 
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Coordination of 
Expectations About 

Stage Actions (How Rules are 
Known and Shared) 

Schemes of Balancing 
Interests (How 
Equilibrium is 

Achieved) 

Central Concept 
for Determining 

Moral Rights and 
Responsibilities 

Stage 5 Formal procedures are 
institutionalized for 
making laws, which one 
anticipates rational people 
would accept. 

Stage 6 The logical requirements of 
nonarbitrary cooperation 
among rational, equal, and 
impartial people are taken 
as ideal criteria for social 
organization which one 
anticipates rational people 
would accept. 

Law-making 
procedures are devised 
so that they reflect the 
general will of the 
people, at the same 
time insuring certain 
basic rights to all. 
With each person 
having a say in the 
decision process, each 
will see that his or her 
interests are 
maximized while at 
the same time having 
a basis for making 
claims on other 
people. 

A scheme of 
cooperation that 
negates or neutralizes 
all arbitrary 
distribution of rights 
and responsibilities is 
the most equilibrated, 
for such system is 
maximizing the 
simultaneous benefit 
to each member so 
that any deviation 
from these rules would 
advantage some 
members at the 
expense of others. 

The morality of 
societal consensus: 
"You are obligated 
by whatever 
arrangements are 
agreed to by due 
process 
procedures. 

The morality of 
nonarbitrary social 
cooperation: "How 
rational and 
impartial people 
would organize 
cooperation is 
moral." 

Note. From Development in Tudging Moral Issues (pp. 22-23), by J. R. 
Rest, 1979a, Minneapolis: University of Minnesota Press. 
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are determined from each scheme of social cooperation. The moral 

judgment rationale flowing from stage 2, for example, is a matter of 

exchanging favors. At stage 4, law and maintenance of social order 

define what is important in terms of determining action in the face of a 

moral dilemma. 

Rest's (1979a, 1983) research led him to question the effectiveness 

of the simple stage model put forward by Kohlberg (1964, 1976). 

Kohlberg (cited in Rest, 1979a) suggested that Rest's challenges to the 

simple stage model and related assumptions were entirely in line with the 

empirical findings at that time. Rest (1979a) suggested that Kohlberg's 

scheme is a simple model of development and points to five 

characteristics of such theories: 

1. In the course of development, each stage exists for a while in its 

pure or 100% usage. 

2. Only two stages at a time can be mixed. 

3. Stages are evenly spaced and have symmetrical and identical 

rates of assent and decline. 

4. Periods of transition alternate with periods of consolidation. 

5. After the peak stage usage there is no further organization of 

thinking at that stage. 

The simple stage model also promotes a step-by-step invariant 

sequence of development. These characteristics have been noted earlier 

in the review of Kohlberg's (1964, 1969, 1980a, 1980b) work. They are, 

however, offered here in order to provide a clear understanding of the 
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distinction between Kohlberg's perception of moral stage development 

and Rest's (1979a) perception of moral stage development. Reference to 

Figure 1 helps to make the characteristics of the simple stage model 

clearer (Rest, 1979a, p. 50). 

Stage Use 

Stage 1 Stage 2 Stage 3 
1 0 0 

7 5 

5 0 

2 5 

Stage 4 

D e v e l o p m e n t 

Figure 1. Graphic presentation of a simple stage model. From 
Development in Tugging Moral Issues, (p. 52), Dy J. R. Rest, 1979a, 
Minneapolis: University of Minnesota Press. 

Rest (1979a) noted many studies that challenge such a simple 

model of development growth (Flavell, 1971, 1977; Flavell &. Wohlwill, 

1969; Kohlberg, 1984; Wohlwill, 1973). He cited the following items as 

posing serious and consistent problems with the simple stage model of 

development: (a) subject fluctuation, (b) inconsistencies due to test 

characteristics, and (c) a lack of simultaneous development of all 
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manifestations of a new structure (decalage across content domains), and 

discrepancies due to response mode. 

Kohlberg's (1964, 1969) earlier research and initial scoring systems 

clearly showed that stage scores for a subject were mixed. Kohlberg 

(1969, p. 387) outlined a profile of average stage distribution showing 

that 47% of the responses of the average subject were in his or her 

predominant stage, with lesser percentages in adjacent stages. On the 

average, less than 50% of the responses were at a single stage, and stage 

mixture occurred across more than two stages. Rest's (1979a) research 

continued to confirm considerable stage mixture. Rest, who was 

unwilling to accept these discrepancies as decalage or measurement error, 

suggested that an alternative way of viewing the problem was to consider 

that a more complex model would more effectively describe what was 

happening. His research led him to reject the idea that stage position is 

an all-or-nothing issue. He noted that cognitive development needs to be 

characterized by qualitatively and quantitatively. He pointed out that 

individuals more realistically operate out of several stages and that 

subjects fluctuate in the use of certain structures of thinking. In this 

approach, it is more realistic to estimate the probability of a subject 

exhibiting multiple structured ways of thinking. The notion of 

step-by-step development through the stages was severely challenged by 

Rest's research in the cognitive field. Rest (1986) preferred the idea that 

a subject's developmental level is best described in terms of a continuous 

variable. 
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Rest's (1979a) more complex developmental model is graphically 

represented in Figure 2. This model, while allowing for stage-like 

% Stage Use 

1 0 0 - 1 Type 1 

7 5 . 

5 0 — 

2 5 — 

Type 4 

0 — 

Type 2 

Type 3 

Development 

Figure 2. Graphic presentation of a complex stage model. From 
Development m Tudging Moral Issues (p. 66), by J. R. Rest (1979a), 
Minneapolis: University of Minnesota Press. 

development, accounts for the empirical concerns mentioned earlier. 

Each curve in the model represents a qualitatively different way of 

thinking. Each type is a different logical organization of thinking which 

separates it from other types. No type has a period of 100% usage and 

not every type has a period when it predominates. This developmental 

model suggests a developmental order in the use of various types of 
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thinking. A subject's profile of type usage can place the subject along a 

developmental continuum. This more complex model also has no 

assumption that the point of highest usage of a type is also the point of 

fullest development. The usage of a type could linger on after the point 

of prevalence. The graphic representation portrays what Rest described 

as a subject's developmental level in terms of a continuous variable. A 

particular structure or type of thinking may be more dominant or reliable 

at a particular time, but will gradually fall into disuse as the individual 

continues to develop. Rest believed that subjects can advance in several 

organizations of thinking simultaneously. The more complex model 

allows persons to continue some usage of an earlier type of reasoning, 

even though a higher type or organized thinking dominates their 

reasoning. This more complex stage-development model, introduced by 

Rest, provided the groundwork for the development and refinement of 

the Defining Issues Test. 

Factors Related to Moral Development 

A number of the factors related to moral development have been 

studied. They include the relationships between moral development and 

age, educational level, gender, experience, and behavior. The data and 

evidence for a general developmental trend in moral judgment measured 

in the Kohlbergian tradition is overwhelming. Kohlberg's 1958 

dissertation study contained trend data which was subsequently revisited 

by Kohlberg and his colleagues, at Harvard (cited in Colby et al., 1983) 
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who published an elaborate report of longitudinal trends in the same 

sample of subjects. The age trends of Kohlberg's original sample have 

been replicated in other samples, including longitudinal studies in foreign 

countries (Gibbs & Widaman, 1982; Nisan &. ICohlberg, 1982; Snarey, 

Reimer, & Kohlberg, 1985). Rest (1979a) reported age trend data for 

the Defining Issues Test involving cross sectional data, longitudinal, and 

sequential analysis. In a secondary analysis, the cross sectional data of 

approximately 3,000 subjects were summarized, and the age/education 

factor accounted for 38% to 49% of the variance in the defining issues 

scores. The longitudinal studies showed upward movement and 

sequential analysis (Bakes, 1968; Schaie, 1970), indicating that the 

upward trends could not be explained away due to cohort or cultural 

change. Further meta-analysis of more than 6,000 subjects in 

cross-sectional data by Thoma (1984) showed that age/education 

accounted for 52% of the variance of Defining Issues Test scores. 

Bakken (1983) found that the more educational experience 

subjects had, the higher their level of moral development. His study 

indicated, however, that this was only true for women. He also found an 

increase in the use of stage 5 reasoning as age increased, independent of 

education. In a similar study, Walker (1985, 1986a, 1986b) found that 

educational level is correlated with higher levels of moral development 

for men only. Welfel and Lipsitz (1983) found that higher levels of 

moral reasoning are correlated both with higher levels of education and 

with previous work experience in counseling and human services. 
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Higgins (1984) further reported that most subjects who reach stage 5 

have advanced education beyond undergraduate level and are involved in 

professions which require complex decision making, such as medicine, 

law, and business. She suggested that the relationship between 

education and moral development lies in increased opportunities for 

decision making, not only during, but also after the completion of formal 

education. 

Rest, Deemer, Barnett, Spickelmeir, & Volker (1986) recently 

completed a 10-year follow-up study on more than 100 subjects who 

originally took the Defining Issues Test in the early 1970s which 

confirmed earlier research that general trends were upward for the sample 

as a whole and for males and females separately. Rest (1986) 

summarized a dozen new longitudinal studies in which the Defining 

Issues Test was used between 1976 and 1984. All of the longitudinal 

studies showed upward trends over time and that the trends were 

significant when the intervals between testing was more than 2 years. It 

is quite clear that the overall trend of change is in an upward direction, 

as defined by the theory. 

A few researchers, however, still contend that moral judgment does 

not develop. Claims by researchers such as Beck (1985) and Emler, 

Renwick, and Malone (1983) do not appear to be based on an 

examination of the age trend data available. Their research has not 

produced new age trend data that contradicts existing findings. 
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Numerous researchers have indicated that the strongest and most 

consistent correlate of development in moral judgment has been years of 

formal education. This appears to be even more strongly correlated than 

chronological age. A study conducted by Colby et al. (1983) showed a 

surprisingly strong correlation between moral judgment development and 

formal education. The secondary analysis of demographic correlations of 

the Defining Issues Test (Rest, 1979a) revealed that formal education 

was the strongest correlate. Rest (1986) conducted a 10-year 

longitudinal study of defining issues scores which showed the affects of 

formal education. The Defining Issues Test scores over 4 years of testing 

from approximately 1972 to 1983 are shown in Figure 3. The subjects 

60.00 

51.25 

42.50 

33.75 

25.00 

High 

Moderate 

Low 

HS HS2 HS4 1983 

Figure 3. Longitudinal mean Defining Issues Test by education-
Defining Issues Test P-score (%). From Moral Development Advances in 
Research and Theory (p. 33), J. R. Rest, 1986, New York: Praeger. 
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were divided into three educational groups representing a high degree of 

education, a moderate amount of education, and a low amount of 

education. The high education group continued to increase over time. 

The moderately educated group increased some and then leveled off. 

The lower educated group actually increased only for the 2 years 

immediately following high school and then decreased. Rest's research 

clearly indicates an empirical link between years of formal education and 

increase in moral judgment scores. 

It has been pointed out by Rest (1986) and Thoma (1985), 

however, that even though there is an empirical link, there is not an 

agreement on the theoretical interpretation of these findings. It is not 

clear exactly what the number of years of formal education actually 

represents in terms of experiences, subjective activities, or processes and 

mechanisms. A number of researchers, such as Barnett and Volker 

(1985), Spickelmier (1983), and Deemer (1987) have pursued research 

to clarify what types of experiences, what responses to experiences, and 

which dimensions of experiences actually influence the development in 

moral judgment. Analysis of the research completed to date suggests that 

the development in moral judgment occurs in concert with general social 

development and that it is not as strongly related to specific moral 

experiences as it is to developing an increased awareness of the social 

world, the issues confronting it, and one's place in the milieu that seems 

to foster development in moral judgment. Rest suggested that those who 

develop in moral judgment are 
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those who love to learn; who seek new challenges; who enjoy 
intellectually stimulating environments; who are reflective; who 
make plans and set goal?; who take risks; who see themselves in the 
larger social context of history and institutions, and broad cultural 
trends; who take responsibility for themselves and their 
environments, (p. 57) 

Many researchers believe that gender is related to adult moral 

development. Discussions of moral development have dealt with 

controversies relating to gender differences in moral development 

(Baumrind, 1986; ICohlberg, 1984; Walker, 1985, 1986b), cultural 

differences (Snarey, 1985; Snarey et al., 1985), and socialization versus 

developmental theories of morality (Gibbs &. Schell, 1985). These 

researchers described what Gilligan (1982) called a justice orientation of 

a self-concept of separateness. This, she suggested, is a justice-defined 

measure of moral judgment commonly referred to as a type of 

Kohlbergian measure. Gilligan, along with other researchers (Johnson, 

1988; Langdale, 1983; Lyons, 1982), suggested that there are two moral 

orientations. The first is a justice orientation and a self-concept of 

separateness, as mentioned earlier, and the second is a care orientation 

and self-concept of correctedness. 

Gilligan (1982), who defined care as unquestioned relatedness, 

indicated that altruism and self-sacrifice are the two main components of 

this orientation. Gilligan contended that when women are assessed 

under justice-defined measures of moral judgment, such as those used by 

Kohlberg (1964, 1969, 1976) and Rest (1979a), women are 

disadvantaged in the scoring process. The result is the downgrading of 
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female moral judgment so that women appear to be morally inferior to 

men because of the male bias in the scoring system. Gilligan developed 

this theory from her research on women facing a real moral dilemma of 

whether or not to have an abortion. It should be noted that Gilligan's 

1982 publication was not actually based on a systematic review of the 

moral judgment literature on sex differences. She did, however, complete 

studies with both men and women on moral orientation (Gilligan, 

Langdale, Lyons, & Murphy, 1982). The two studies conducted by 

Gilligan did not yield statistically significant differences. 

Walker (1986b), who published a review of studies using various 

versions of Kohlberg's test, reached the unambiguous conclusion that 

there are no significant differences between the scores of males and 

females on Kohlberg's test. Additional major studies using Kohlberg's 

most recent scoring system also have shown no sex differences (Gibbs & 

Widaman, 1982; Nisan <&. Kohlberg, 1982; Snarey etal., 1985). Thoma 

(1984) applied both meta- and secondary-analysis procedures to a 

representative sample of defining-issues studies and over 6,000 subjects 

in order to estimate gender differences on the Defining Issues Test. 

Thoma's analysis suggests that a very slight gender difference on the 

Defining Issues Test exists (D = .21). The analysis further indicated, 

however, that females consistently score higher than do males. These 

findings are important in respect to charges of gender bias on measures of 

moral judgment. The size of the affect, however, is minimal in 

comparison to age and educational effects. Moon (1986) completed a 
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dissertation study in which gender differences in the Defining Issues Test 

on the individual item level were examined. Moon used several 

techniques developed to detect sex bias at the item level, as well as the 

summary score level. The findings of Moon's research confirm that sex 

differences are minimal on the item level, as well as in the general 

indexes (the P & D scores). In more recent work, Gilligan, Janice, and 

Taylor (1988) attempted to shift focus from sex differences to the 

contention that care orientation exists in both men and women and is 

more likely to be found in self-produced moral dilemmas than in 

hypothetical dilemmas. There is general agreement among researchers 

that this area of research may provide important information in the 

future. Rest (1986) contended, however, that there are some empirical 

problems which Gilligan must overcome in her model of moral 

development before the model will be capable of making contributions to 

future research in moral judgment development. 

The relationship between moral judgment and moral behavior is an 

area of research which now confronts researchers exploring the field of 

moral judgment. Thoma, Rest, and Barnett (cited in Rest, 1986) 

suggested that the mounting evidence has gone against the view that 

words have nothing to do with deeds. Blasi (1980) reviewed 75 studies 

in which moral judgment was related to behavior. In the studies 

reviewed, researchers used a form of Kohlberg's method of assessment. 

Blasi found that 57 of the studies revealed a significant relationship 

between moral judgment and behavior. Blasi, however, noted that the 
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strength of the relationship is only a moderate one. Thoma (1985) 

reviewed 30 studies in which moral judgment was related to behavior. In 

these studies, researchers used the Defining Issues Test as the method of 

assessment. The studies fell into two general categories. One group used 

naturally occurring behavior criteria, such as delinquency versus 

non-delinquency, conscientious objectors versus non-objectors, or ratings 

of medical interns. The other group used controlled laboratory situations 

for measuring such behaviors as cheating, distribution of rewards, and 

cooperative behavior. Thoma, Rest, and Barnett (1986) suggested that 

the strength in this collection of data is the variety of approaches used to 

measure behavior. They further suggested a consistent pattern of 

significant relationships exists between Defining Issues Test scores and 

behavior measures. Thus, they concluded that there is generally a link 

between moral judgment and behavior. Researchers in this field tend to 

agree that the next phase of research should be devoted to clarifying the 

nature of such relationships. 

Kohlberg (1969), who placed greater emphasis on the reasoning 

that precedes behavior, viewed moral behavior and moral judgment as 

parallel. In his research, he emphasized that reasoning is the key to 

defining moral behavior. Rest (1986) suggested that it is reasonable to 

assume that moral judgment is linked to behavior, insofar as moral 

judgment represents the different ways of construing a situation. Rest 

suggested that different scores on the Defining Issues Test represent the 

different ways that individuals define situations. Rest also noted that 
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differences in defining situations lead to differences in judging what is 

important and, consequently, to differences in judging what course of 

action is appropriate. 

Critiques of Cognitive Moral Development 

Many critiques have been made of the cognitive development 

approach to moral development. The critiques of Kohlberg (1958, 

1964), Rest (1979a, 1983), and Rest and Thoma (1985) and fall into 

either philosophical or methodological categories. A number of these 

critiques have been mentioned in this review of literature. The following 

provide a review of some of the broader concerns. 

Peters (1971) criticized Kohlberg (1964, 1969) for using a narrow 

form of justice which constricts the conception of morality and suggests 

that other values are not influential in moral judgment. Peters 

contended that certain essential trait-like characteristics in moral 

judgment cannot be accounted for using the development of justice 

principles. He suggested that a series of traits, such as concern for 

others, is necessary in order to follow one's principles. This category 

encompasses such traits as courage, integrity, determination, consistency, 

and persistence. Crittenden (1979) supported the perception that 

Kohlberg (1958, 1969, 1976) makes justice the whole of morality. 

Crittenden argued that justice or fairness cannot account for all aspects 

of morality and that weight must be given to such concerns as freedom, 

equality, and community. He suggested that Kohlberg's findings place 
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right over the morality of good and, thus, deny a role to such 

characteristics and attitudes as compassion, benevolence, and generosity. 

Flowers (1978), Fraenkel (1976), and Sullivan (1977) pointed out that 

Kohlberg's ideas of justice, flowing from Kant (1923, 1966) and Rawls 

(1971) perspectives, is not shared by all researchers in the field. 

Alston (1971) represented a group of adversaries of the cognitive 

field who have consistently raised the argument that performance at a 

certain level in a cognitive task does not rule out the possibility of 

competence existing, but going unutilized at a higher level. A similar 

perception of the same problem was noted by Rest (1986). He observed 

that in research comparing Kohlberg's (1964, 1969, 1976) system of 

scoring and the Defining Issues Test there is a tendency to underestimate 

the thought processes of subjects. Rest also noted that the Defining 

Issues Test procedure is vulnerable to overestimating the thought 

processes used by subjects in making moral judgments. 

Simpson (1974) suggested that Kohlberg's (1958, 1964, 1969) 

research was influenced by his cultural exposure to philosophical thinkers 

of the time, especially those steeped in Western philosophy. Simpson 

suggested that Kohlberg's emphasis upon universality and invariant 

sequence of stages deemphasizes the profound impact of social cultural 

forces and cultural bias. Rest, Thoma, Moon, and Getz (1986) examined 

20 cross-cultural studies using translations of the Defining Issues Test. 

Their research indicated that similarities across cultures are more striking 

than dissimilarities. They contended, however, that there are difficulties 
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in using translations of the Defining Issues Test in other cultures and in 

exporting either the Defining Issues Test or the Kohlberg's scoring 

scheme to other cultures. They suggested that this difficulty is due to 

the fact that the procedure is biased against finding other concepts or 

processes for making moral judgments which may exist in the culture. It 

is interesting to note that samples from other cultures in their study 

scored higher on the Defining Issues Test than did samples from the 

United States. 

The invariant stage sequence proposed by Kohlberg (1958, 1964, 

1969) has come under criticism by a number of researchers. Gibbs 

(1977), who critically and constructively reviewed Kohlberg's stages of 

moral judgment, noted two criteria used by Piaget (1932/1965) for 

assessing the qualification of a naturalistic stage theory. The first 

characteristic is that the stages should be found commonly among all 

people. The second is that the behavior emanating from the stages is 

derived from processes of which the individual is not conscious. Gibbs 

contended that when these two criteria are applied to the first four stages 

of Kohlberg's theory, the stages qualify as constituting a naturalistic stage 

theory. He noted, however, that the last two stages are distinctly 

different and do not qualify as part of a naturalistic stage theory. Gibbs 

pointed out that the last two stages represent existential themes that are 

lacking in universality and are characterized by meta-ethical reflection. 

Rosen (1980) speculated that Gibbs' dual explanation of Kohlberg's 

stages may account for the fact that very few subjects in the Kohlbergian 
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assessment system reached stages 5 or 6. This is an important issue in a 

theory which claims to validate the universality of stages. 

Methodological critiques of Kohlbergian research are quite 

numerous (Atherton, 1979; Kurtines & Grief, 1974; Nicolayev & 

Phillips, 1979a, 1979b). However, research results are limited because of 

a lack of control for gender, intelligence, social class, and verbal ability. 

Kohlberg (1969, 1973, 1983) used tasks and asked subjects to generate 

spontaneous verbalization when an interviewer presented a series of 

dilemmas that were designed to probe for the subjects' reasoning in 

dealing with moral problems presented in the dilemmas. Verbalization 

by subjects was scored manually by the interviewer, who used a code to 

categorize the subjects' responses. Both the interview and the scoring 

technique have been criticized. Dykstra (1980) insisted that the 

dilemmas presented do not facilitate uncovering the true reasoning 

ability or level of the subject. The subjects were not credited with an 

idea unless they explicitly and articulately verbalized the idea. The 

problem occurs when some of the subjects' thinking may be in advance of 

their ability to express themselves to meet Kohlberg's stringent criteria on 

the scoring manual. The inarticulate thinking may be influential in the 

subjects' moral decision making and, thus, creates the problem. 

Kohlberg's (1984) own research, however, indicated that tacit or intuitive 

thinking rather than explicit verbalization is critical in guiding behavior. 

Another inherent problem with Kohlberg's studies was the fact that 

many interviewers were used. The interviews were, thus, subject to 
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variation and interviewer bias (Flowers, 1978; Kurtines &. Grief, 1974). 

Kohlberg's research (cited in Kurtines &. Grief, 1974) has also been 

criticized for frequent changes in the scoring manual which mean that no 

standardization is possible. 

Although Scharf (1978), Broughton (1978), and Harris (1981) 

responded to many of the criticisms leveled against Kohlberg's research, 

they, too, recognized some of the weaknesses of his method and the 

scanty data provided by cross-sectional studies. They, however, did not 

find the weaknesses strong enough to suggest rejection of the whole 

theory. Kohlberg's (1969, 1976, 1984) claim that the higher stages of 

moral reasoning are better is an assertion that there are qualitative 

differences that render the reasoning more adequate. A person at a 

higher stage of moral reasoning is not necessarily a more moral or better 

person than an individual who functions at a lower stage of moral 

reasoning. 

Kohlberg (1981, 1983) pointed out that continual refinement of 

his interview techniques and scoring methods has reduced interviewer 

bias in language errors. He also noted that these adjustments are the 

results of progressive refining of his stage definitions in assessing them 

through a 20-year longitudinal study. He admitted that he began to 

sketch the theoretical implication for the process of moral development 

without waiting for clear longitudinal results to show whether his stage 

hypothesis was supported. 
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Moral Development Measurement 

Although the Defining Issues Test and its supporting research was 

derived from Kohlberg's (1958, 1964, 1969) work, several important 

methodological and theoretical differences are evident. The Defining 

Issues Test is a multiple choice test rather than an interview procedure. 

The test yields percentage scores which indicate an individual's stage of 

moral reasoning based on Kohlberg's six stages of moral reasoning. Both 

the P index and the D index are expressed as percentage scores and 

represent subjects' developmental levels in terms of a continuous 

variable. The Kohlberg test uses stage-type algorithms in the scoring. 

The Defining Issues Test contains six stories, each requiring the test 

taker to make a decision. Subjects are then asked to rate each of 12 

items listed below each story in terms of how important each was to the 

subjects' decision. The subjects are then asked to rank the top four items 

in terms of their importance in making the decision. Because subjects 

usually find recognition tasks easier than production tasks, it is not 

surprising that subjects taking the Defining Issues Test demonstrate 

more advanced thinking than those taking the Kohlberg test (Rest, 

1986). 

Walker (1980) summarized some of the weaknesses related to the 

Defining Issues Test. He noted a need to revise the Defining Issues Test 

to be in line with Kohlberg's (1976, 1983, 1984) more recent valid stage 

descriptions. Walker reiterated Rest's acknowledgement that an 

objective measure such as the Defining Issues Test is inadequate for 
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generating such stage descriptions. Walker also noted that the Defining 

Issues Test cannot measure developmental change before adolescence. 

Martin, Shafto, and Van Denise (1977) criticized the Defining 

Issues Test on the grounds that some stages have more items associated 

with them than others. The scale scores are not comparable because 

different dilemmas have different numbers of items for a particular stage. 

Martin et al. thus contended that there is significant artifact for stage 3 

and 4 items and that this order effect interacts with age. 

Moran and Joniak (1979) found no evidence in their research that 

subjects preferred higher levels of moral judgment when non-stage cues, 

such as vocabulary and syntactic complexity, were controlled. Rest 

(1986) noted that items were written in a question format and matched 

on level of vocabulary to encourage the selection of items on the basis of 

meaning rather than verbal sophistication or syntactic complexity (Rest, 

1979a). 

Damon (1977) argued against a standardized objective test which 

prestructures subjects' response alternatives in prototypic statements. He 

claimed that a flexible interview method is the only means for adjusting 

subjects' idiosyncratic understanding of a task and the materials as they 

strive to reach a decision. Kohlberg (cited in Rest, 1979a) and Rest 

(1979a, 1986) noted on numerous occasions that both multiple testing 

and interview procedures are vulnerable to various kinds of errors related 

to the methods of data collection. 
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Rest (1979a, 1983, 1986) noted the threat to the validity of the 

Defining Issues Test brought about by the subjects' opportunity to 

randomly respond without attending to any item feature. In order to 

minimize this and other threats to validity, the Defining Issues Test 

contains a consistency check between ratings and rankings to identify 

subjects who check items randomly. Validation of the test, done to 

determine if it is possible for subjects to fake bad or fake good, revealed 

that subjects who attempted to fake bad were able to lower their scores. 

Subjects who were instructed to fake good, however, were unable to raise 

their scores (McGeorge, 1975). Rest (1986) pointed out that other 

researchers have attempted similar test manipulations, but have been 

unable to demonstrate findings that differ from those of McGeorge. 

Rest (1983) outlined objections to his measurement of 

developmental levels in terms of a continuous variable rather than using 

stage assignment for subjects. Rest (1979a) provided a complete 

explanation as to why a more complex model of stage development is 

more appropriate than a simple stage model. Therein lies the 

groundwork for using a continuous variable to measure moral 

development through the Defining Issues Test. The Defining Issues Test 

continues to be the most widely used instrument for determining moral 

judgment. Kohlberg (cited in Rest, 1979a) declared that, after weighing 

all the strengths and weaknesses of the available instruments, including 

his own, the Defining Issues Test is the preferred choice in most 

situations. 



87 

Leadership, Administration, and Management 
in Higher Education 

Link to Moral Reasoning 

Numerous authors have suggested a link between administration, 

management, leadership, and moral reasoning or cognitive moral 

development. Covey (1992) suggested that to be a successful manager in 

changing times, one must have a moral compass. He explained that this 

moral compass is a set of moral principles and a means of moral 

reasoning through which one can apply these principles. He noted that 

Adam Smith (1986) explained how the moral foundation of how we treat 

each other is fundamental to the success of our system. Adam Smith 

believed that every business transaction is a moral challenge to see that 

both parties are treated fairly. Covey explained that fairness and 

benevolence in business are the underpinnings of the free enterprise 

system and, therefore, the underpinnings of successful management, 

administration, and leadership. Because such things as guidelines and 

codes quickly become obsolete in the changing environment, enhanced 

moral reasoning ability is the key to effectiveness and success. 

Pastin (1986) pointed out that the foundation of ethics and moral 

reasoning in business and industry today is to provide a context for 

considering basic changes, renegotiating agreements, and restoring order 

in a quickly changing environment. He concurred with Covey's position 

that ethics is critical for managers, administrators, and leaders who are 

trying to function in a constantly changing institution and environment. 
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Pastin warned that ethics and moral reasoning need to be seen as the 

ways and means through which one can find the real principles or 

ground-rules which underlie actions taken. Pastin suggested it is not that 

the manager who is using moral reasoning and thinking ethically has the 

answers, but that this way of thinking helps managers to have the right 

questions and, thus, enables them and their organization to find the right 

answers. Pastin emphasized that the ethics of an organization or 

institution are the product of the thinking of individuals, and not of an 

unknown or amorphous institution. Pastin contended that individuals' 

moral reasoning and, especially, that of senior management, drives an 

institution and is critical to its success. 

Pastin (1985, 1986) provided numerous examples to demonstrate 

that mangers tend to avoid or overlook thinking in ethical terms. 

Barriers include a lack of knowledge regarding what ethics and moral 

reasoning are and why they are relevant. Other barriers include the 

vague nature of ethics and the perception of many that defining ethics 

and understanding moral reasoning is, as Lewis (1985) suggested, like 

trying to nail jello to the wall. Managers are deterred by the fact that 

ethics and moral reasoning do not give pat answers or quick fixes. Moral 

reasoning provides only a process of exploring and understanding ethical 

decision making that will in turn help individuals and organizations gain 

insight into what their ethics and ground rules are, or what stage and 

type of moral reasoning they are using. This insight helps individuals to 

better manage, administer, and lead their organizations. The majority of 
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organizations and institutions of higher education do not facilitate the 

opportunity for individuals to analyze the moral reasoning or ground 

rules which Pastin suggested permeate these organizations. The outcome 

is that individuals who do not understand the moral reasoning being 

used are hampered in their ability to enhance their moral reasoning skills 

and are more prone to make mistakes because they have a narrow 

perspective of the problems they are confronting. Managers, Pastin 

(1985) claimed, are therefore limited in what they can learn from the 

situations they encounter and are more prone to repeat their mistakes. 

Numerous authors (Bensimon et al., 1989; Covey, 1992; Mason & 

Mitroff, 1981; Pastin, 1986) have concurred that leaders and managers 

in business and institutions of higher education have as one of their goals 

the balancing and managing of the interests of stockholders, clients, 

suppliers, public interest groups, and a long list of outside constituents. 

Mason and Mitroff (1981) pointed out that managers, today and in the 

future, will manage interests even more so than managing people, 

projects, or assets. Pastin (1986) suggested that organizations are 

becoming organizations of agreement and that their future success will be 

built on the establishment and management of just and fair agreements. 

Pastin also noted that ethical thinking and moral reasoning will become 

critical in adjudicating these just and fair agreements. 

Jedamus, Peterson, and associates (1981), who made a distinction 

between value decisions and factual decisions, suggested that these two 

have extensive implications for planning. Value decisions are those for 
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which judgments must be rendered on the goodness or badness, 

desirability or undesirability of a decision. The criteria for this type of 

decision are not easily measurable. Jedamus et al. contended that value 

decisions of this nature are more difficult. Yet, substantive or strategic 

planning activities often confront planners and university decision 

makers with value laden policy choices. Pastin (1986) suggested that 

ethical thinking or moral reasoning can be one of the strongest tools 

available for strategic planning. His interpretation of this application is 

that an institution should fight for fair and just regulations which 

internally govern the institution, and for external ones which control the 

institution. He further suggested that successful institutions then need 

to be the first institution, or one of the leading institutions, to provide a 

service or a program which complies with these regulations. 

Leadership 

Burns (1978) explored the integration of moral reasoning and 

management leadership style from a theoretical perspective. He warned 

that complete conceptions of management and leadership behavior must 

address the concept of purpose. Burns believed that the purpose of 

leadership cannot be separated from the interaction of leader and 

follower. He drew upon Kohlberg's (1976) conception of moral 

reasoning to provide a foundation for understanding that purpose. 

Leadership, in this perspective, is defined not only in terms of behavior, 

but in terms of motives and values regulating the leader-subordinate 
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social exchange or interaction. Burns defined this leadership process as 

"The reciprocal process of mobilizing by persons with certain motives and 

values, various economic, political, and other resources, in a context of 

competition and conflict, in order to realize goals independently or 

mutually held by both leaders and followers" (p. 425). 

The studies of Blake and Mouton (1964, 1978) revealed a 

relationship dimension to leadership. Blake and Mouton pointed out the 

importance of leaders demonstrating a profound understanding of their 

followers. Selman (1980) further warned that if leaders do not reach a 

stage of development equal to or above that of their followers, the leaders 

cannot grasp the perspective of their followers and, thus, are often unable 

to build strong relationships with them. 

Bensimon et al. (1989) suggested that the difference between 

effective and ineffective leaders can be related to cognitive complexity. 

Bensimon et al. reconfirmed that academic organizations have multiple 

realities and that leaders with the capacity to use multiple perspectives 

are likely to be more effective than those who analyze and act on each 

problem using a singular perspective. Once again, it is important that 

academic leaders recognize the multiple interests and stakeholders which 

are present in the environments of all colleges and universities at all 

times. The leaders' ability to use several perspectives and switch from 

one to another may represent a high level of cognitive differentiation and 

integration. Bensimon et al. explained that leaders who incorporate 

elements of several organizational perspectives are likely to be more 
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flexible and have the ability to respond more effectively to individuals 

and situations. They further suggested that academic leaders are likely to 

become more cognitively complex thinkers as they become more 

experienced, either as a result of learning, or because less-complex 

thinkers do not remain long in office. 

Moral leadership, from the perspective of Burns (1978), is 

transformational. His recognization of the difficult and important role of 

transformational leaders concurs with Covey's (1992) perspective of a 

transformational leader. Transformational leaders recognize the 

multiplicity of individual values, motives, and goals. The existence of 

conflict and the opportunity of choice of actions in reaction to that 

conflict represent the motivation for personal change. Transformational 

leaders are able to utilize the realities of conflict and choice to affect 

change in followers toward higher stages of moral development. 

Burns (1978) suggested that effective leadership, both from the 

perspective of successful attainment of goals and from the perception of 

followers, is guided by the leader's ability to recognize the moral position 

held by followers and to interact with those followers consistent with the 

assumptions of moral development theories. Burns also noted that 

the ultimate test of moral leadership is its capacity to transcend the 
claims of the multiplicity of everyday wants and needs and 
expectations, to respond to the higher levels of moral development, 
and to relate leadership-its roles, choices, style commitment~to a 
set of reasoned relatively explicit conscious values, (p. 46) 

According to Burns (1978), an effective leader, "operates at need 

and value levels higher than those of the potential follower (but not so 
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much higher as to loose contact)" (p. 42). Burns defined effective leader 

behavior as a function of the leader's ability to regulate his or her actions 

to be consistent with the values and needs of the followers as addressed 

in the moral development theory of Lawrence Kohlberg (1964, 1969, 

1973, 1983). 

Leadership theory models can generally be viewed from a 

developmental perspective. A number of leadership models also depend, 

in part, on the level of cognitive development of the leader and 

sometimes have profound moral implications. These implications 

include, but are not limited to, Getzel and Guba's (1957) ideographic 

concerns, Vroom's (1976; Vroom & Jago, 1978) contingency theories, 

Hersey and Blanchard's (1982) contention that a leader is able to use the 

level of maturity of followers, Peters' (1992) shift to the role of diverse 

visions and leadership, and Covey's (1992) Principle Centered 

Leadership. One of the characteristics of many developmental theories, 

whether involving leadership or cognitive moral development, is that 

individuals at lower stages find it difficult to understand the reasoning of 

others who are two or more stages higher. On the other hand, they are 

frequently attracted to reasoning just above their current stage of 

functioning. This has been noted in interpersonal relationships (Selman, 

1980), in dealing with difficult moral judgments (Kohlberg, 1981), and 

in faith development (Fowler, 1983). Each new level of reasoning builds 

on the preceding level and, therefore, leaders at more advanced levels 

have multiple perspectives through which to consider individuals and 
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situations. This contributes to an understanding of why leaders at higher 

stages of development are able to understand a broader range of 

perspectives or alternatives and to be more flexible in their approach to 

situations. 

Managing Interests and Ethical Decisions 

Managing interests, as noted earlier, is an area in which ethics and 

moral reasoning can be of great use to managers, administrators, and 

leaders. Davis and Frederick (1984) pointed out that many experts tell 

managers to be aware of interests and to manage them, but provide little 

information about how to do either. Robinson and Moulton (1985) 

suggested some general ethical principles which can be used to determine 

the morality of actions in higher education. They include the principle 

of fairness, the principle of maximizing benefits, the principle of 

universalization, and the principle of treating others as ends in 

themselves. Their principles reflect the thinking of moral philosophers 

such as Mill (1948/1861), Rawls (1971, 1993), and Kant (1923, 1966). 

The principle of fairness states that persons who are equal in aspects 

relevant to a particular situation should receive equal treatment. The 

principle of maximizing benefits states that one must weigh the costs and 

benefits of an act. The principle of universalization asks the question: 

"What would happen if everyone did it?" and "What would it be like if 

someone does to us what we plan to do to them?" The principle of 
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treating others as ends in themselves focuses on treating others with 

respect and dignity. 

Other writers in the field have provided a more pragmatic view of 

how to make ethical decisions in administration, management, and 

leadership of higher education. Carson (1985) suggested that deciding 

what is ethically appropriate in an administrative setting requires an 

appreciation of values pertinent to that setting and that activity. Carson 

believed that this centrality of values is the locus of ethical decision 

making. He recommended that deciding lightness is a more appropriate 

term when referring to correct ethical behavior. He believed that this 

term avoids promoting the view that ethics is a discipline of telling other 

people how they should behave. Carson, who proposed a program for 

educational administrators in "Deciding Rightness," suggested that a 

successful program should integrate a number of themes, including a 

values discussion and a detailed look at personal philosophies. 

Raywid (1986) admonished that preoccupation with scientific 

management has tended to diminish the moral dimension of 

management education. She suggested that administrators, managers, 

and leaders need to understand that their behaviors have moral bearing, 

whether intentional or not. She reinforced the view of Pastin (1985) and 

Jedamous, Peterson and associates (1981) when she recommended that 

administrators consider their intellectual and practical decisions from an 

ethical perspective. Kimbrough (1985) recommended that one way to 

pursue this endeavor is for an individual to review his or her own code of 
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moral behavior as an administrator, manager, or leader. Kimbrough 

stressed that it is not possible to program ethical behavior for all 

situations through written codes of ethics. Therefore, each administrator 

must, to some degree, become his or her own moral philosopher. 

Strike, Haller, and Soltis (1983) explained that ethical or moral 

reasoning is a skill that requires practice. They suggested that objective 

moral reasoning is both possible and important for educational 

administrators, and that such reflection is especially important because 

administrators have power and influence over others. Moral decisions 

regarding choice and action require moral sensitivity, rationality, and the 

development of a moral theory. This theory, they suggested, is moral 

intuition or the intuitive sense of what is right and wrong. 

Administrators, managers, and leaders must pursue and comprehend the 

basis of their moral reasoning (p. 101). 

Moral Reasoning of Higher Education Administrators 

The levels and stages of moral judgment developed by Kohlberg 

(1958, 1969) and used by Rest (1979a, 1986) in his Defining Issues 

Test provide ways and means to identify and explore the moral reasoning 

of senior administrators in colleges and universities. Writers in the field 

of administration and management, such as Blanchard and Peale (1988), 

Pastin (1986), Toffler (1986), emphasize that to be a successful manager 

or administrator and take ownership of the ethical issues in an 

institution, one must develop and use ethical tools, or ethical 
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management. Authors such as Pastin and Blanchard and Peale offer 

ethics tests or ethics checklists that are designed to assist individuals in 

dealing with ethical dilemmas. Various groups such as the American 

Association of State Colleges and Universities (1988) have attempted to 

provide help through the approval of a list of ethical practices for college 

presidents (cited in Trachtenberg, 1989). These initiatives are valuable, 

in their own right, as operational guidelines. They provide a good initial 

step in looking at the management of ethical issues in higher education. 

However, the moral judgment and reasoning of administrators in higher 

education needs to be explored in greater depth. 

The increased focus on the ethics of a number of professional 

groups, including administrators of colleges and universities, has not led 

to an increase in empirical research in the field (DeGeorge, 1987; Little, 

1990; Trevino, 1987). The findings of Kohlberg (1958, 1969, 1976, 

1984), Rest (1979, 1986), and Rest Turiel, and Kohlberg's (1969) 

research regarding the cognitive development of moral judgment provides 

a means to further explore the moral reasoning and ethical decision 

making of administrators in higher education and provide the much 

needed increase in empirical research. Pastin (1985, 1986) and others in 

the field of business ethics emphasized the need for thinking ethically 

and developing this mode of thinking as a set of tools or skills available 

to administrators. Rest (1979, 1986) and Rest and Thoma's (1985) 

research in moral judgment and his Defining Issues Test offer a way of 

comprehending what it means to think ethically, what this set of ethical 
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reasoning tools might be, and what type of ethical reasoning tools 

administrators might presently be using. Those exploring ethics in 

business management and higher education administration agree that in 

order to more effectively apply ethical thinking and moral judgment, 

managers and administrators must consider systematic ways and means 

of exploring the mode of moral reasoning used by themselves and others. 

Rest's (Rest, 1979a, 1986, 1991; Rest ScNarvaez, 1994; Rest, 

Turiel, & Kohlberg, 1969 ) work and his Defining Issues Test provide a 

systematic way and means to explore and study, in more depth, this 

critical area. The Defining Issues Test is actually structured on the 

following approach used by many of the researchers previously noted: 

"ask yourself where you stand on an issue and what you want to do about 

the issue" (Pastin, 1986, p. 27). The Defining Issues Test and the 

cognitive development model it is based on provide a means for 

identifying and comprehending the dimensions of moral reasoning 

available to university and college administrators who confront the 

complex issues and the attending moral judgements of higher education 

today. It also offers a model which outlines and attempts to clarify the 

development of more complex levels of moral reasoning. This type of 

analysis allows in-depth systematic exploration which is focused on the 

level of moral reasoning employed by administrators in colleges and 

universities, or those aspiring to these positions. The opportunity is thus 

available to consider whether or not the development level of moral 

reasoning used by administrators is appropriate to handle the 
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multidimensional, complex nature of higher education and the ethical 

issues created in such a milieu. 

Kohlberg (1984) suggested that professionals such as managers 

and administrators who are constantly faced with complex decision 

making which requires the consideration of multiple stakeholders' points 

of view, have a greater opportunity to use higher levels of moral 

reasoning. Administrators in colleges and universities are called upon, on 

a daily basis, to use higher levels of moral reasoning in balancing the 

multiple dimensions and complex ethical issues of their institutions. The 

moral reasoning, as measured by the Defining Issues Test, and more 

particularly the test's highest levels of moral reasoning, provide ways and 

means for describing and assessing the ethical reasoning capabilities 

which Pastin (1986), Kohlberg (1984), and others have suggested that 

higher education administrators need to succeed. 

In the multidimensional environment of leading and managing 

colleges and universities, numerous factors influence the level of 

individual moral reasoning and need to be considered. The issue of 

enhancing an individual administrator's level of moral reasoning is one of 

these factors. Researchers in the field of management ethics and moral 

cognitive development have varying opinions, from Kohlberg (1969) to 

Toffler (1986). Many suggest that exposing individuals to ethical cases 

and engaging them in relevant discussion enhances their level. Others 

believe that level of moral reasoning is purely related to cognitive 
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development. In either approach the instruments developed by Kohlberg 

and Rest are the only proven approaches to evaluating changes. 

This research flows from the consideration that moral reasoning 

and ethical decision making are integral parts of leadership 

administration and management in higher education. Ethical issues and 

how they are handled form the foundation for higher education's ability 

to adapt as it is caught up in a changing society. The success of senior 

higher education administrators and, in particular, the presidents of 

universities and colleges is influenced greatly by their ability to identify 

the ethical dimensions of the issues they must confront and the moral 

reasoning they and others use to deal with these issues. 

If the moral collapse of the university, as Wilshire (1990) 

described it, and the closing of the American mind, as Bloom (1987) 

referred to it, are truly to be addressed, then the ethical behavior and 

ethical decision making within institutions of higher education must be 

examined. The starting point in exploring the complex moral reasoning 

which permeates institutions of higher education is to start with those 

who have within their grasp the ability to confront and influence the 

complex multiple dimensions of the university or college. It is time to 

begin serious study of the moral reasoning used by those who presently 

lead and administer our institutions of higher education and those who 

aspire to play a broader or more senior role in the leadership and 

administration of these institutions in the future. 



CHAPTER 3 

PROCEDURES 

Procedures for Collection of Data 

Agreement was reached with the American Council on Education, 

Center for Leadership Development to utilize the institutional candidates 

and the fellows selected to participate in the American Council on 

Education Fellowship Program as subjects in this study. Demographic 

data were collected from the "Resume of Institutional Candidates," and 

the "Candidate and Institutional Profile Form" which were completed by 

the institutional candidates as part of their application to the fellowship 

program. The application process is completed each year by the middle 

of November. Additional demographic data were collected through the 

institutional candidates' completion of the "Additional Candidate and 

Institutional Information" form. This form was completed by the 

subjects at the same time that they took the first Defining Issues Test. 

Moral judgment data were collected through the subjects' 

completion of the Defining Issues Test. The Defining Issues Test was 

first administered to the institutional candidates prior to the notification 

of finalists for the fellowship program. The Defining Issues Test and the 

"Additional Candidate and Institutional Information" form were both 

mailed to the candidates for completion and were returned prior to the 
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102 

notification of finalists by the middle of January. The Defining Issues 

Test was administered a second time, approximately 10 months later, 

during the opening fellowship program seminar for the fellows selected to 

participate in the program. The Defining Issues Test was administered a 

third time, approximately 10 months later, during the closing fellowship 

program seminar. The American Council on Education Fellowship 

Program staff administered the Defining Issues Test at the introductory 

session of the opening seminar. Each test was returned to the staff in an 

unmarked envelope to assure confidentiality. The same procedure was 

followed during the closing seminar. The test, however, was 

administered as close to the end of the seminar as possible. 

The collection of data followed the cycle of the fellowship program. 

November: Nominations, applications, and references due to 

American Council on Education (Institutional 

Candidacy) 

January: Finalists are notified 

February: Interviews of finalists 

March: Announcement of American Council on 

Education fellows 

September: Fellowship program begins 

June: Fellowship program ends 
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Instruments 

In order to gather the data necessary for this study, several sources 

of demographic information and one instrument for measuring moral 

judgment were used. The instruments used to collect demographic 

information were the "Resume of Institutional Candidate" (Appendix A), 

the "Candidate and Institutional Profile Form" (Appendix B), and the 

"Additional Candidate and Institutional Information" form (Appendix 

C). Relevant demographic data were selected from these sources of 

information. 

The instrument chosen for use in measuring moral judgment was 

the Defining Issues Test (Rest, 1979a, Appendix D). Rest's Defining 

Issues Test, which is a measure of moral judgment development, 

functions by assessing how individuals use various considerations in 

making sense of a moral situation. The Defining Issues Test is based on 

the fact that individuals judge different considerations as important in 

arriving at a moral decision about what ought to be done. Rest suggested 

that the Defining Issues Test "is based on the premise that people at 

different points of development interpret moral dilemmas differently, 

define the critical issues of the dilemmas differently, and have different 

intuitions about what is right and fair in a situation" (p. 196). 

Differences measured by the Defining Issues Test are interpreted as 

reflecting differences which exist in the structures underlying and 

organizing the moral thinking of individuals. 
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The Defining Issues Test is a self-completed objective test which 

has been found to be effective when administered in large or small 

supervised groups, and when mailed to individuals for completion. It is a 

multiple-choice test, and can be completed within 35 to 40 minutes. Six 

stories present six moral dilemmas. After reading the stories, respondents 

are asked a series of questions regarding the importance of issues in the 

stories. Internal consistency checks within the test detect subjects who 

respond at random, or who do not understand the questions. Kohlberg, 

in an introduction to Rest's (1979a) work, suggested that the Defining 

Issues Test has good reliability and construct validity. Rest (1979a) 

outlined the extensive validity and reliability studies of the Defining 

Issues Test. The research, prior to 1979, consisted of a variety of 

different, but interlocking studies and represented an initial attempt to 

establish construct validity of the test. Rest (1986) noted that more 

recent researchers have assumed the validity and reliability of the 

instrument and have begun to address other questions. 

Face validity for the Defining Issues Test is direct. Like most other 

tests of moral judgment, the Defining Issues Test involves making 

judgments about moral problems. The test deals with the actions favored 

by subjects and is concerned with the subjects1 reasoning behind their 

choices (Rest, 1986). 

The Defining Issues Test is the most widely used instrument for 

determining moral judgment. Rest (1993), in the Manual for the 

Defining Issues Test, indicated that the test has been used to measure 
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moral development in more than 1,000 studies. Davison and Robbins 

(1978), who conducted a review of numerous studies, found the 

test/retest reliability of the Defining Issues Test to be in the high .70s or 

.80s. Cronbach's alpha index of internal consistency has been reported 

to be in the high .70s. In one study of internal validity, researchers 

reviewed the scores of 160 students at the junior high, senior high, 

college, and graduate levels. This study yielded an alpha of .76 (Rest, 

Cooper, Coder, Masanz, & Anderson, 1974). The validity of the 

Defining Issues Test for measuring moral reasoning is supported by 

several studies (Martin, Shafto, & Van Denise, 1977; Rest, 1975). 

Criterion-related validity of the Defining Issues Test, when compared 

with Kohlberg's original judgment interview, has been reported as 

averaging .50 (Rest, 1979a). 

Criterion-group validity has been demonstrated through a number 

of studies. Rest (1986) outlined six studies which contrasted several 

criterion groups that were divided according to age and education. All 

six studies revealed highly significant differences in the scores across the 

criterion groups. 

Convergent-divergent correlation studies have shown that variables 

which are theoretically more similar to moral judgment have higher 

correlations with the Defining Issues Test than do variables which are 

theoretically dissimilar. Rest (1979a) reported correlation studies of the 

Defining Issues Test with various Kohlberg (1976) scoring systems of 

moral judgment. The correlations exceeded .7 in some heterogeneous 
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samples, but averaged .43 in homogeneous samples. The magnitude of 

the relationship varied, depending on the particular Kohlberg scoring 

system employed. A correlation coefficient of .78 was reported in one 

study utilizing Kohlberg's 1976 scoring system. Rest (1979a) further 

noted that when the 1972 and 1958 systems were used, the correlations 

were .68. Rest (1986) concluded that when using other measures of 

moral reasoning, such as the versions of Kohlberg's (1964, 1976) test and 

the Comprehension of Moral Concepts Test, the correlations reach the 

.60s and .70s, and average .50. Using other measures of cognitive 

development and intelligence, the correlations are generally a little lower, 

in the .20s to .50s range, and average .36. The use of various measures 

of attitudes and personality have resulted in correlations that were rarely 

high and usually nonsignificant. Instruments using sociological variables, 

such as gender or socioeconomic class and political party, have usually 

resulted in correlations that were nonsignificant or extremely low. These 

findings confirm Rest's (1979a) earlier suggestion that the Defining 

Issues Test scores correlate best with other measures of moral reasoning, 

correlate moderately with related cognitive process measures, and exhibit 

little relationship with other personality trait measures that are generally 

not considered developmental in nature. 

The discriminate validity of the Defining Issues Test has been 

supported by several studies (Framing & Cooper, 1976; Marston, 1978; 

McColgan, 1975; G. Rest, 1977; J. Rest, 1979a). The findings of these 

studies indicate that even when other variables, such as IQ, age, and 
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attitudes, are controlled or statistically partialled out, the Defining Issues 

Test significantly predicts behavior. Rest (1986) explained that useful 

information is available in the Defining Issues Test scores that is not 

shared in common with other major variables. 

Validation through studies of internal structure conducted by 

Davison and Robbins (1978) and Rest (1979a) used scaling techniques 

derived from unfolding models of multidimensional scaling and latent 

trait theory to scale the Defining Issues Test items. These studies 

revealed that when the items are grouped according to their theoretical 

stages, the averages of the groups are ordered in the same order as the six 

stages of moral development. Rest (1986) pointed out that this provides 

ample evidence that the empirical values correspond to the theoretical 

sequence. 

The Defining Issues Test provides scores for stages 2, 3, 4, 5a, 5b, 

and 6. The operational characterizations of the stage scores are 

illustrated in Table 3. The most frequently used index of the Defining 

Issues Test is the P score, which is a simple sum of scores from stages 5a, 

5b, and 6, converted to a percentage (Rest 1986). The P score, which 

represents the relative importance that a subject gives to principled moral 

considerations in moral reasoning, is calculated by summing the number 

of times that stage 5 and 6 items are chosen as the first, second, third, or 

fourth important considerations. The P index has shown the most 

consistent reliability and validity trends of any index based on the 
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Table 3 

Characterization of the Defining Issues Test Stage Scores 

Stage Description 

2 Represents considerations that focus on the 
direct advantages to the actor and on the 
fairness of simple exchanges of favor for favor. 

3 Represents considerations that focus on the 
good or evil intentions of the parties, on the 
party's concern for maintaining friendships and 
good relationships, and maintaining approval. 

4 Represents considerations that focus on 
maintaining the existing legal system, 
maintaining existing roles and formal 
organizational structure. 

5A Represents considerations that focus on 
organizing a society by appealing to consensus 
producing procedures (such as abiding by the 
will of the people), insisting on due process 
(giving everyone his day in court), and 
safeguarding minimal basic rights. 

5B Represents considerations that focus on 
organizing social arrangements and 
relationships in terms of intuitively appealing 
ideals (but which may lack a rationale for 
gaining general support). 

6 Represents considerations that focus on 
organizing society in terms of ideals that 
appeal to a rationale for eliminating arbitrary 
factors and that are designed to optimize 
mutual human welfare. 

Note. From PIT Manual: Manual for the Defining Issues Test HrH pH 
p. 12) by J. R. Rest, 1993, Minneapolis, University of Minnesota, Center 
for the Study of Ethical Development. 
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Defining Issues Test. By using the procedure for weighted ranks, scores 

for stages two, three, and four can also be calculated. 

Subjects usually give at least a little importance to considerations 

at all stages. To a greater or lesser degree, subjects are attracted to a 

variety of types of moral reasoning. A subject's score is not represented 

in terms of a single stage. Over time, and with development, subjects 

tend to use less of the lower stages and more of higher stages 5 and 6 

(Rest, 1993). 

The second most commonly used score has been the D index 

(Rest, 1979a). This summary score is based on latent-trait, unfolding 

models of scaling theory. The D index, in studies after 1979, has 

generally not been as strong as the P index in demonstrating trends. It is 

an overall index of moral judgment and uses information from all stages 

rather than from only stage 5 and 6 items (Rest, 1979a, 1986). It is a 

composite score in which the score is higher to the extent that the subject 

gives high ratings to high stage items and low to the extent that the 

subject gives high ratings to low stage items. It is a weighted average of 

adjusted ratings to scaled Defining Issue Test items (Davison, 1979; 

Davison & Robbins, 1978; Rest, 1979a). Rest (1986) warned that the 

relationship between the performance of the E score and the D score is 

still not clear. It is for this reason that both indices are used. 

Both the P score and the D score exhibit validity and reliability 

strengths among heterogeneous groups. However, studies conducted 

since 1979 indicate that the P score is currently the index of choice. The 
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P score exhibits "the most consistent reliability and validity trends of any 

index based on the DIT [Defining Issues Test]" (Rest, 1986, p. 197). 

The U, or utilizer score, is also available. It is based on research by 

Thoma (cited in Thoma, Rest, & Barnett, 1986) which indicates the 

extent to which a subject is using concepts of justice in moral reasoning. 

The initial studies using the U score as a mediator variable have tended 

to increase the predictability from the Defining Issues Test to behavior. 

Rest (1986), in a reanalysis of five studies relating moral judgment to 

behavior, found that the inclusion of the utilizer dimension as a mediator 

variable almost doubles the amount of variance accounted for in the 

behavioral measures under study. Rest recommended that behavioral 

researchers include the utilizer variable in their analyses. 

The utilizer score is included in this study because it bears on the 

important issues of linking moral judgment to behavior. The U score 

tends to range from +1.0 to -1.0. Most scores are usually between .10 

and .20. 

Another score, though not often used, is the A index. This score 

represents considerations that reflect an anti-establishment attitude. 

These considerations indicate an understanding of stage 4, but criticize 

authorities and "the establishment" for being hypocritical and 

inconsistent in its own reasoning. The point of view is critical but offers 

nothing positive in its place. 

Internal reliability scores, such as the M score, stand for 

meaningless items. The score does not represent any point of view or 
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type of moral reasoning. M items are written in a pretentious and lofty 

manner for the purpose of determining whether or not subjects are 

following directions. Subjects scoring above eight on the M score are 

omitted from further analysis. The consistency check is also used to 

determine the reliability of the subjects taking the Defining Issues Test. 

This procedure is designed to pick up subjects who randomly mark 

answers without reading the items or understanding the instructions. It 

also identifies subjects who do not discriminate within items and, thus, 

give the same rankings to an inordinate number of items. Extensive 

reliability and validity studies have been carried out and are summarized 

by Rest (1979a, 1983) and in the Manual for the Defining Issues Test 

(Rest, 1993). 

Subjects 

The population for this study consisted of institutional candidates 

who applied for the American Council on Education Fellows Program 

and fellows selected to participate in the American Council on Education 

Fellows Program during 1988-89 and 1989-90. The population totalled 

190 individuals; 100 institutional candidates who applied for the 

1988-89 program and 90 candidates who applied for the 1989-90 

program. The subjects were individuals who remained in the program 

and chose to participate in the study. The population and subjects are 

summarized in Table 4. 
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Table 4 

Summary of Population and Subjects 

Institutional Candidates 1989-89 1989-90 Total Purged File* 

Total Population 100 90 190 

Population: Group A-Candidacy 
Phase Selection Comparison 

Selected as fellows 26 28 54 
Not selected 73 58 131 

Available candidate population 99 86 185 

Subjects: Group A~Candidacy 
Phase Selection Comparison 

Selected as fellows 19 23 42 37 
Not selected 57 48 105 91 

Total subjects 76 71 147 128 

Population: Group B~Fellows 
Comparison Over Time 

Candidacy phase 26 28 54 

Opening seminar phase 26 27 53 
Closing seminar phase 26 27 53 

Available fellow population 78 82 160 

Subjects: Group B~Fellows 
Comparison Over Time 

Candidacy phase 19 23 42 37 
Opening seminar phase 26 22 48 38 
Closing seminar phase 25 21 46 41 

Total subjects 70 66 136 116 

*Purged file: Subjects who satisfied all reliability and consistency checks when 
completing the Defining Issues Test. The sample used for the basic statistical analysis. 
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The population for the "Group A: candidacy selection comparison" 

consisted of 185 institutional candidates who remained in the program 

selection process. The Group A population was made up of two 

subgroups during the candidacy phase selection process-54 institutional 

candidates who were selected as fellows and 131 who were not selected 

as fellows. The five candidates who withdrew from the selection process 

did so for personal reasons. The 147 candidates who made up the 

"Group A: candidacy phase selection comparison" (who completed the 

Defining Issues Test! included 42 who were selected as fellows and 105 

who were not selected. The subjects available for "Group A: candidacy 

stage selection comparison" decreased to 145 candidates when the 

demographic data were included. One candidate who was selected as a 

fellow and one candidate who was not selected failed to provide 

demographic information. The subjects participating in the candidacy 

stage selection comparison represented 79.4%, or 147, of the 185 

available candidate population and 77.4% of the 190 total population. 

The subjects participating represented 77.7%, or 42, of the selected 54 

fellows and 80.2%, or 105, of the 131 who were not selected. After the 

scores of the 147 subjects were purged, 128, or 87.1%, of the subjects 

had satisfied the reliability and consistency checks in their completion of 

the Defining Issues Test. Of the 128 subjects, 37 of the 42, or 88.1%, of 

the candidates selected as fellows satisfied the checks, and 91 of 105, or 

86.6%, of the candidates who were not selected satisfied the checks. One 

hundred twenty-eight, or 67.4%, of the original 190 institutional 
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candidates satisfied all reliability and consistency checks and thus 

provided usable purged scores. 

The population for the "Group B: fellows comparison over time" 

consisted of all program fellows. The Group B population of 160 was 

comprised of 54 candidates in the candidacy phase who were selected as 

fellows, 53 fellows participating in the opening fellowship seminar, and 

53 fellows participating in the closing fellowship seminar. The one fellow 

who withdrew before the opening seminar did so for personal reasons. 

The subjects for the "Group B: fellows comparison over time" were 

fellows who participated by completing the Defining Issues Test. The 

number of subjects participating was 136, or 85.0%, of the total 160 

fellows. This group consisted of 42, or 77.7%, of the 54 fellows who 

participated at the candidacy phase, 48, or 90.5%, of the 53 fellows who 

participated at the opening seminar phase, and 46, or 86.8%, of the 53 

fellows who participated at the closing seminar phase. 

One hundred sixteen, or 85.3%, of the 136 fellows completed the 

Defining Issues Test and satisfied the reliability and consistency checks 

in the test, thus providing usable purged scores. This group consisted of 

37, or 88.1%, of the 42 fellows who participated at the candidacy phase, 

38, or 79.2%, of the 48 fellows who participated at the opening seminar 

phase, and 41, or 89.1%, of the 46 fellows who participated at the 

closing seminar phase. 

The total number of subjects providing usable purged scores was 

116, or 72.5%, of the 160 fellows in the "Group B" total population. 
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This group consisted of 37, or 68.5%, of the 54 fellows at the candidacy-

phase, 38, or 71.7%, of the 53 fellows at the opening seminar phase, and 

41, or 77.4%, of the 53 fellows at the closing seminar phase. 

The institutional candidates came from institutions of higher 

education across the United States. The subjects' years of experience in 

higher education administration ranged from less than 1 year to more 

than 20 years. The nature of their present positions, which was also 

divergent, ranged from full-time faculty positions with no administration 

to full-time administration positions with minimal or no teaching 

responsibilities. The subjects' salaries ranged from less than $25,000 per 

year to more than $70,000 per year. 

The American Council on Education Fellows Program requires that 

institutional candidates be: 

1. a department chairman or assistant dean who shows potential 

for assuming a major or senior leadership role in higher levels of 

administration; 

2. a faculty member who aspires to, and has demonstrated the 

potential to, pursue a career at higher or senior levels of administration; 

or 

3. a director of a higher education service unit, such as admissions 

or student activities, who shows promise of taking on a broader role in 

higher education administration. 

Institutional candidates are nominated by the president or a senior 

official of the employing institution. Institutions of higher education are 
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allowed to nominate a maximum of two candidates. In addition, 

candidates must request and have submitted on their behalf, four 

references from individuals who are knowledgeable regarding their 

characteristics of leadership ability, interpersonal skills, breath of 

interest, motivation, and knowledge and understanding of the 

functioning of an academic institution. The institutional candidates are 

reviewed and screened based on their "Resume of Institutional 

Candidate" (Appendix A) and their "Confidential Evaluation" 

(Appendix B). Due to the nature of the information in the "Confidential 

Information" form, the data were not released for this study. Following 

the review of this material and screening of the candidates, finalists are 

selected and interviewed in Washington by a nationally recognized panel 

of leaders in higher education administration. Both the institutional 

candidates who are not selected for participation in the fellowship 

program and institutional candidates who are selected as fellows to 

participate in the program are notified in March. 

The fellows who are selected to participate in the fellowship 

program begin their participation in September with the opening 

fellowship seminar. The internship experience provides hands-on 

training in college and university administration for a full academic year, 

running from September to June. During the internship experience, the 

fellows are mentored with the president and chief academic officer of the 

host institution of higher education. The experience combines 

observation and active participation in institutional administration and 
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management. The ongoing mentor-fellows relationship is essential to the 

program. The mentors function as both instructors and role models for 

the fellows. 

In addition to the mentoring relationship, the fellows participate in 

three national seminars which are conducted in September, December, 

and May. The 5-day seminars involve presentations, role playing, and 

problem solving discussions that are designed to broaden the fellows' 

knowledge and expertise in areas such as financial management and 

planning, academic management and planning, personal and 

interpersonal dimensions of administration, leadership, and external 

forces affecting higher education. The seminars are designed to enhance 

and broaden the fellows' knowledge and skills pertaining to the 

management, administration, and leadership necessary to facilitate the 

growth and development of the multidimensional and complex nature of 

higher education today. 

The subjects, for the purposes of this research, were divided into 

the following five groups: 147 institutional candidates, 105 institutional 

candidates who were not selected to participate in the fellowship 

program, 42 institutional candidates who were selected to participate as 

fellows in the fellowship program, 48 fellows who participated in the 

opening seminar, and 46 fellows who participated in the closing seminar. 



118 

Hypotheses 

Taking a constructivist perspective regarding the findings and 

suggestions of the researchers and authors from the diverse fields of 

moral cognitive development (Kohlberg, 1976, 1984; Rest, 1979a; Rest 

&. Narvaez, 1994) business management (Covey, 1992; Pastin, 1986), 

and higher education (Astin, 1989; Fisher, Tack, &. Wheeler, 1988) leads 

to the conceptual suggestion that if leaders in higher education 

administration are to be successful they need to bring high levels of 

moral reasoning ability to their administrative positions. An additional 

prerequisite is the ability of administrators to increase their awareness 

and understanding of the multiple social communities around them, the 

issues confronting them, and their role in these various milieus. 

Research Question 1, which emanated from this perspective, asked: 

Is there a relationship between institutional candidates' moral judgment 

scores and their selection into the American Council on Education 

Fellows Program? 

Bakken (1983), Higgins (1984), Welfel and Lipsitz (1983), and 

Rest (1979a, Rest & Narvaez, 1994) suggested that higher levels of 

moral reasoning are correlated with higher levels of formal education and 

previous work experience in professions which require complex decision 

making. Rest (1979a, 1986) noted that the Defining Issues Test is least 

effective in distinguishing stages of moral judgment among members of 

homogenous groups. The American Council's process and criteria for 

selecting the fellowship program's institutional candidates appears to 
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create a homogeneous group. The education and experience required for 

an individual to become an institutional candidate results in candidates 

who have similar levels of formal education, maturation, and experience. 

Although it was expected that institutional candidates would score high 

in levels of moral judgment, it was not clear whether they would score 

higher than the norms for those with high levels of formal education. 

The homogenous nature of the institutional candidates group led to the 

formulation of Hypothesis 1. 

Hypothesis 1: The institutional candidates who were selected for 

participation in the fellowship program will not have higher moral 

judgment scores than the institutional candidates who were not selected. 

Recent research by Volker (1984), Spickelmier (1983), and 

Deemer (1987) was focused on clarifying exactly what years of formal 

education represent in terms of experiences, subjective activities, or 

process and mechanisms. Researchers Rest (1986), Rest and Narvaez, 

(1994), Thoma (1985), and Rest and Thoma (1985), who focused on 

professional groups, attempted to clarify the types of experiences, 

responses to experiences, and dimensions of experiences that influence 

the development of moral judgment. Analysis of the research suggests 

that the development of moral judgment is not as strongly related to 

specific moral experiences as it is to developing an increased awareness of 

the social world, the issues confronting it, and one's place in this milieu. 

The American Council Leadership Fellows Program, through its 

workshops and mentoring relationships, exposes fellows to 
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multidimensional complex decisions which challenge their perceptions of 

the world they live in, their role in higher education, and higher 

education's role in society. The mentoring component of the program 

specifically exposes fellows to successful senior administrators who are 

likely, due to the nature of their position, to have opportunities to 

function at higher stages of cognitive moral development. 

Research Question 2 emanated from these perspectives and led to 

the formulation of Hypotheses 2a, 2b, and 2c, which asked: Is there a 

relationship between fellows' moral judgment scores and their 

participation in the fellowship program? 

Hypothesis 2a: The fellows' moral judgment will be higher at the 

completion of the fellowship program when compared to their moral 

judgment as institutional candidates. 

Hypothesis 2b: The fellows' moral judgment scores will not be 

different at the opening seminar when compared to their moral judgment 

scores as institutional candidates. 

Hypotheses 2c: The fellows' moral judgment scores will be higher 

at the closing seminar when compared to their moral judgment scores at 

the opening seminar. 

In the second component of the study, the assessment of the 

subjects at three points in time represents three groups: (a) institutional 

candidates, (b) untrained fellows, and (c) trained fellows. The 

hypotheses of this component of the study can thus be summarized as 

follows: Relative to moral judgment scores, the scores for Group A will 
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equal those for Group B, and both will be less than those of Group C. 

Schematically, this is represented by: (Group A = Group B) < Group C. 

Research Design 

This study was designed to answer two major research questions 

and the related hypotheses. A simple descriptive study of the 

institutional candidates was utilized to answer the first research question 

and Hypothesis 1. Due to the nature of the American Council on 

Education Fellows Program selection process, the institutional candidates 

were divided into two groups: institutional candidates who were selected 

as fellows to participate in the fellowship program, and institutional 

candidates who were not selected as fellows to participate in the 

fellowship program. 

The first component of this study was designed to determine 

whether or not these two groups exhibited different characteristics of 

moral judgment. The profiles of the two groups were developed using 

individual stage scores, group stage profile scores, the P index, the D 

index, and the U index. This study was further designed to compare the 

moral judgment profiles of the two groups to norms available from the 

standardization sample (Rest, 1993). 

The second research question and Hypothesis 2, parts a, b, and c, 

were addressed by utilizing a repeated-measures research design. This 

component of the study was designed to test for a change in the 

characteristics of moral judgment exhibited by the fellows selected to 
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participate in the American Council of Education Fellows Program as 

they progressed through the three steps of the program. The study was 

designed to examine the moral development of a single group over time. 

A developmental variable such as moral development is more effectively 

studied by looking at a single intact group over time. Dealing with 

multiple groups introduces sampling error. Precautions were taken to 

minimize error variance due to sampling through the use of repeated 

measures of a single intact group over time. 

Because time and experience are known to affect the variable under 

consideration, this study was designed to check for the effect of time and 

experience versus the effect of the fellowship program as a treatment. In 

this design, the potential covariates were accounted for by allowing 

subjects to be used as their own controls. 

Procedures for Data Analysis 

The American Council on Education provided the forms 

containing demographic information on the subjects participating in the 

American Council on Education Fellows Program for the academic years 

1989-90 and 1990-91. The data were compiled from the "Resume of 

Institutional Candidate" (Appendix A), the "Candidate and Institutional 

Profile Form" (Appendix B), and the "Additional Candidate and 

Institutional Information" (Appendix C). 

The answer sheets for each of the subjects completing the Defining 

Issues Test were transferred to scanner-read answer sheets which were 
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coded and clustered to form the appropriate groups. The answer sheets, 

which were computer analyzed, produced the following data for the 

groups formed: 

1. A file of the raw data from each subject which contained every 

response for every subject. The scoring program used to assemble the 

raw data tolerated a modest amount of missing data, so that if a subject 

left out some responses the scores were still usable. 

2. A file that listed each subject with all the defining issues test 

scores. The list included scores for stages 2, 3, 4, 5a, 5b, and 6, and 

scores for indices A, M, P. D, and U. 

3. Files that indicate whether the subject passed the internal 

reliability checks. These checks included the M score check, consistency 

check, non-discriminating check, and too-much-missing-data check. 

4. A file that listed each subject and all the Defining Issues Test 

scores for only the subjects who passed all of the consistency checks. 

The data were produced in both electronic and paper form. Data 

on the electronic copy were cross checked for accuracy, completeness, 

and consistency with data on the paper copy. The data were entered 

into a Statistical Package for the Social Sciences (SPSS) computer 

program and stored as a log file for subsequent analysis. 

A summarization of the characteristics of the population 

(institutional candidates) included the subgroups: institutional 

candidates not selected to participate in the fellowship program, and 

institutional candidates selected to participate as fellows in the fellowship 
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program. The summarization included a description of the demographic 

characteristics of the two subgroups. 

Analysis of the data included the following procedures: A 

correlation analysis was applied to the relevant demographic variables to 

determine which, if any, should be included as subgroups in the 

following multivariate analysis of variance (MANOVA). A MANOVA 

was applied as a multiple linear regression to determine if the 

institutional candidates selected for participation in the fellowship 

program had higher moral judgment scores than did the institutional 

candidates who were not selected. A MANOVA for repeated measures 

was applied to determine if the subjects had significantly different moral 

judgment scores as they progressed from institutional candidates to 

untrained fellows to trained fellows. 

Testing the Hypotheses 

Hypothesis 1: The institutional candidates who were selected for 

participation in the fellowship program will not have higher moral 

judgment scores than the institutional candidates who were not selected. 

(A difference between the two groups' moral judgment scores was 

considered significant if p £ .05.) A MANOVA applied as a multiple 

linear regression was used to test Hypothesis 1. Prior to the application 

of the MANOVA, potentially relevant demographic variables, which were 

collected, were analyzed using correlation analysis. Demographic 

variables showing a significant relation (p ^ .01) were included in the 

MANOVA as covariates. Thus, the demographic variables considered 
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were gender, age range, years of involvement in higher education 

administration, self-perception of the amount of academic administrative 

experience, self-rating of the importance of moral judgment to effective 

administration in higher education, and salary range. 

Hypothesis 2a: The fellows' moral judgment scores will be higher 

at the completion of the fellowship program when compared to their 

moral judgment scores as institutional candidates. (A difference between 

the two groups' moral judgment scores was considered significant if ££ 

.05.) 

Hypothesis 2b: The fellows' moral judgment scores will not be 

different at the opening seminar when compared to their moral judgment 

scores as institutional candidates. (A difference between the two groups' 

moral judgment scores was considered significant if .05.) 

Hypothesis 2c: The fellows' moral judgment scores will be higher 

at the closing seminar when compared to their moral judgment scores at 

the opening seminar. (A difference between the two groups' moral 

judgment scores was considered significant if .05.) 

A MANOVA for repeated measures was used to test Hypotheses 

2a, 2b, and 2c. 

Reporting of Data 

Hypothesis 1: The institutional candidates who were selected for 

participation in the fellowship program will not have higher moral 

judgment scores than the institutional candidates who were not selected. 
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Outcomes of the analysis are reported in two ways. 

1. A correlation matrix of demographic and research variables is 

presented. Significant relationships are identified («£ .01). Those 

demographic variables found to be significant are included as covariants 

in the subsequent MANOVA 

2. A MANOVA table is presented to identify significant 

differences (<*£ .05) between the groups and to identify the variables to 

which they can be attributed. 

Hypothesis 2a: The fellows' moral judgment scores will be higher 

at the completion of the fellowship program when compared to their 

moral judgment scores as institutional candidates. 

Hypothesis 2b: The fellows' moral judgment scores will not be 

different at the opening seminar when compared to their moral judgment 

scores as institutional candidates. 

Hypothesis 2c: The fellows' moral judgment scores will be higher 

at the closing seminar when compared to their moral judgment scores at 

the opening seminar. 

Outcomes from the repeated measures are presented in a 

MANOVA table which identifies significant differences between the 

groups («£ .05) and identifies the variables to which the differences can 

be attributed. If the results showed a significant change in moral 

development, a post hoc examination was conducted to determine if 

self-rating of dominant leadership style or nature of the administrative 

position held had any relationship to the results. 



CHAPTER 4 

PRESENTATION AND ANALYSIS OF DATA 

A second look at the statement of the problem provided the focus 

and structure necessary for analysis of the data. The problem statement, 

which concerns associations between moral judgment and leadership 

administration in higher education, was broken into the following four 

dimensions: 

1. The nature of moral reasoning and ethical decision making used 

by aspiring and potential leaders in higher education administration is 

not clearly understood. 

2. It is unclear whether or not a relationship exists between the 

moral reasoning used by individuals who aspire to enhance their career in 

higher education administration and those identified as showing the 

potential for assuming a broader career or more senior level in higher 

education leadership administration. 

3. The impact of educational and professional development 

programs on the level of moral reasoning and ethical decision making 

used by aspiring and potential leaders in higher education administration 

is not well understood. 

4. The relationship of moral reasoning to other characteristics of 

college and university administrators is complicated and has not been 

studied in-depth. 

127 
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Institutional Candidates 

In order to analyze the first dimension of the problem statement it 

was necessary to develop a clearer understanding of the nature of moral 

reasoning and ethical decision making used by aspiring and potential 

leaders in higher education administration. The population used to 

represent aspiring and potential leaders in higher education 

administration were the institutional candidates for the American 

Council on Education (ACE) 1988-89 and 1989-90 fellowship program. 

Demographic Characteristics 

Who are these aspiring and potential leaders in higher education 

administration? Of the 190 institutional candidates 147, or 77.4%, 

completed the Defining Issues Test. 145 provided information on five of 

the six demographic components but excluded age, and 142 provided 

information on all six demographic components. A more detailed look at 

the six demographic variables (Tables 5 through 10) reveals the following 

information. The institutional candidates' average age was 42 years; the 

youngest institutional candidate was 31 years of age and the oldest was 

55 years of age. Fifty-one percent of the candidates were females and 

49% were males. The candidates' years of involvement in higher 

education administration ranged from less than 1 year to more than 20 

years. Sixty-nine percent of the candidates had less than 5 years 

involvement, whereas only 30.3% of the candidates had more than 6 

years. In terms of the candidates' self-perceptions of their academic 

administrative experience, only 25% believed they had less than a 
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Table 5 

Age of Institutional Candidates 

Variable Mean 
Standard 
Deviation Minimum Maximum N 

Age 42.37 5.32 31 55 142 

Table 6 

Gender of Institutional Candidates 

Value Label Value Frequency 
Cumulative % % 

Female 1 74 51.0 51.0 

Male 2 71 49.0 100.0 

Total 145 100.0 

moderate amount and 73% believed they had more than a moderate 

amount of experience. The institutional candidates rated the importance 

of moral judgment in effective administration high; 91% rated it above 

neutral and 66% rated it very important. The salary for institutional 

candidates ranged from $25,000 or less for 4% of the candidates to less 
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Table 7 

Years of Involvement in Higher Education Administration 

Cumulative 
Value Label Value Frequency % % 

Less than 1 1 17 11.7 11.7 

1 to 3 2 31 21.4 33.1 

4 to 5 3 53 36.6 69.7 

6 to 10 4 24 16.6 86.2 

11 to 15 5 11 7.6 93.8 

16 to 20 6 8 5.5 99.3 

More than 20 7 1 .7 100.0 

Total 145 100.0 

to $70,000 or more for 3.4% of the candidates. The salary of 37.9% of 

the candidates ranged from $35,000 to $45,000. 

Institutional Candidates' Defining 
Issues Test 

The scoring of the Defining Issues Tests completed by the 147 

institutional candidates resulted in "purged" or usable scores for 128 

subjects. In the statistical analysis, four additional subjects left 

incomplete data fields which caused their scores to be deleted, leaving 
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Table 8 

Institutional Candidates' Self-Perceptions of the Amount of Academic 
Administration Experience 

Value Label Value Frequency % 
Cumulative 

None 

— 2 36 24.8 24.8 

Moderate 3 70 48.3 73.1 

— 4 33 22.8 95.9 

Substantial 5 6 4.1 100.0 

Total 145 100.0 

124 subjects in sections of the analysis which merged demographic and 

Defining Issues Test data. 

The Defining Issues Test descriptive statistics for the total sample 

of institutional candidates (Table 11) provide the mean and standard 

deviation for each stage and index score. The data in Table 11 provide 

information which is comparable to that of the data in Table 12. The 

data from Table 12 is comprised of scores from an early standardization 

sample developed by Davison (1979) and provides mean stage and index 

scores for a junior high group, senior high group, college group, and 

graduate school group. The last line of scores are for a group of moral 
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Table 9 

Institutional Candidates' Self-Rating of the Importance of Moral 
Tudgment to Effective Administration in Higher Education 

Value Label Value Frequency % 
Cumulative % 

Very unimportant 1 6 4.1 4.1 

- - 2 4 2.8 6.9 

Neutral 3 3 2.1 9.0 

— 4 36 24.8 33.8 

Very important 5 96 66.2 100.0 

Total 145 100.0 

philosophy graduate students and seminarians who were considered by-

Rest (1979a) and others to represent an "expert group." 

A comparison of the data in Tables 11 and 12 reveals that the 

institutional candidates' scores positioned them between the graduate 

students and the graduate philosophy and seminary students. The 

average principle reasoning score (54.69) for the institutional candidates, 

put them almost equidistance between the graduate students (44.85) and 

the philosophy and seminary students (65.10) (Figure 4). 

A comparison of the moral development stage scores for graduate 

students and institutional candidates (Figure 5) indicates that the stage 

scores reflect the same relative relationship found in the comparison of 
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Salary of Institutional Candidates 
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Cumulative 
Value Label Value Frequency % % 

Less than 25 1 6 4.1 4.1 

25 to 30 2 14 9.7 13.8 

30 to 35 3 20 13.8 27.6 

35 to 40 4 28 19.3 46.9 

40 to 45 5 27 18.6 65.5 

45 to 50 6 13 9.0 74.5 

50 to 55 7 8 5.5 80.0 

55 to 60 8 14 9.7 89.7 

60 to 65 9 8 5.5 95.2 

65 to 70 10 2 1.4 96.6 

More than 70 11 5 3.4 100.0 

Total 145 100.0 

the principled percentage scores (Figure 4). The institutional candidates' 

scores were less than the graduate students' scores in the lower stages~2, 

3, and 4-and higher than those of the graduate students in the higher 

stages~5a, 5b, and 6. Further comparison of the pattern of institutional 

candidates' principled percentage scores with that of the reference groups 
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Table 11 

Descriptive Statistics: Institutional Candidates 

Score Mean Standard Deviation 

Stage 2 1.922 2.142 

Stage 3 5.048 3.997 

Stage 4 17.251 7.310 

Stage 5a 18.688 6.316 

Stage 5b 6.339 3.485 

Stage 6 7.784 4.020 

Anti-establishment 0.995 1.526 

Meaningless items 1.902 2.106 

Principled percentage 54.686 13.804 

Davison 31.851 5.572 

Utilizer 0.187 0.133 

(Figure 6) confirms the age and education trends put forward by Rest 

(1986). Moral reasoning levels are positively related to the covariates 

age and education (Figure 6). 

Comparison of the utilizer scores in Tables 11 and 12 indicates 

that the scores for the institutional candidates (0.187) was not 

significantly different from those of the senior high school students' 

(0.195) reference group. The institutional candidates and senior high 
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Table 12 

Descriptive Statistics: Norm Groups 

Score Mean Standard Deviation 

Junior High 
(n = 270) 

Stage 2 6.300 3.100 
Stage 3 15.000 5.310 
Stage 4 20.240 5.740 
Stage 5a 8.010 4.610 
Stage 5b 2.580 2.490 
Stage 6 1.410 1.890 
Anti-establishment 3.760 2.890 
Meaningless items 2.680 2.210 
Principled percentage 20.000 9.040 
Davison 10.340 5.830 
Utilizer 0.103 0.039 

Senior High 
(n = 27 6) 

Stage 2 5.150 3.440 
Stage 3 11.840 5.630 
Stage 4 19.170 7.280 
Stage 5a 13.100 6.460 
Stage 5b 3.090 2.780 
Stage 6 2.420 2.450 
Anti-establishment 2.720 2.640 
Meaningless items 2.510 2.050 
Principled percentage 31.030 13.900 
Davison 19.480 7.230 
Utilizer 0.195 0.031 

(table continues^ 



136 

Score Mean Standard Deviation 

College 
(n = 270) 

Stage 2 
Stage 3 
Stage 4 
Stage 5a 
Stage 5b 
Stage 6 
Anti-establishment 
Meaningless items 
Principled percentage 
Davison 
Utilizer 

3.050 2.810 
8.600 5.140 

17.010 8.070 
15.810 6.310 
5.200 3.400 
4.890 3.340 
2.540 2.610 
2.890 2.240 

43.190 14.320 
25.410 7.800 

0.108 0.029 

Graduate Students 
(n = 270) 

Stage 2 
Stage 3 
Stage 4 
Stage 5a 
Stage 5b 
Stage 6 
Anti-establishment 
Meaningless items 
Principled percentage 
Davison 
Utilizer 

2.240 2.510 
7.960 5.660 

17.970 8.670 
15.090 6.110 
5.260 3.520 
6.560 3.350 
1.860 2.430 
3.040 2.350 

44.850 15.060 
28.260 8.030 
0.094 0.026 

Stage 2 
Stage 3 
Stage 4 

Philosophy and Seminary Students 
(n = 40) 

2.000 
7.800 

11.400 

2.700 
6.400 
4.700 

(table continues^ 
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Score Mean Standard Deviation 

Stage 5a 
Stage 5b 
Stage 6 
Anti-establishment 
Meaningless items 
Principled percentage 

0.000 
0.000 
0.000 
0.000 
0.000 

65.100 

0.000 
0.000 
0.000 
0.000 
0.000 

11.700 

Note: Missing data is indicated by 0.000. From PIT manual: Manual 
for the Defining Issues Test (3rd ed., p. 20) by J. R. Rest, 1993, 
Minneapolis: University of Minnesota, Center for the Study of Ethical 
Development. 

w 40 
•& 30-

Figure 4. Principled percentage scores of institutional candidates, 
graduate students, and philosophy and seminary students. 
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Figure 5. Moral development stage scores of graduate students and 
institutional candidates. 

students both put a much higher reliance on justice reasoning than did 

subjects in the college and graduate student reference groups (Figure 7). 

Institutional Candidates as Fellows 
and Non-Fellows 

The second dimension of the problem statement was addressed in 

an attempt to develop a clearer understanding of whether or not a 

relationship exists between the moral reasoning used by individuals who 

aspire to enhance their career in higher education administration and 
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Figure 6. Principled percentage scores of institutional candidates and 
reference groups. 

those identified as showing the potential for assuming a broader career or 

more senior level in higher education leadership administration. The 

institutional candidates, as a total sample, represented individuals who 

aspire to enhance their career in higher education administration. These 



140 

^ 0.10 

o> 0.06-
2 

0.04 • 

CO 
JC 
H 

2 *c 
=3 -D 

jgpjjjji 

:: 

iiilH::::::::: 
1111 

CO 
SZ 

1 Ik. 
2 "c ft 

(0 tf 1 * 
CO & « 

& 1 
f s 

T* I O O V g 
o § 

Figure 7. Utilizer scores of institutional candidates and reference groups. 

aspiring individuals completed the Defining Issues Test during the 

selection process for the ACE fellowship program, approximately 10 

months prior to the start of the fellowship program. The scoring of the 

Defining Issues Test resulted in purged scores (subjects' scores which 

satisfied all Defining Issues Test reliability and consistency checks, 

resulting in usable scores) for 128 subjects, and 124 subjects with usable 

scores for analysis when complete demographic data were merged with 
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the Defining Issues Test purged scores. The 128 subjects' Defining 

Issues Test scores were analyzed by dividing the subjects into two 

subgroups. Subgroup 1 (n = 37) subjects were institutional candidates 

who were selected as fellows to participate in the fellowship program. 

The fellows represented individuals who were identified as showing the 

potential for assuming a broader career or more senior level in higher 

education leadership administration. Subgroup 2 (n = 91) subjects were 

institutional candidates who were not selected as fellows to participate in 

the fellowship program (Table 13). Analysis of Table 13 reveals no 

significant difference between the "total" group of institutional candidate 

subjects and the institutional candidate subjects who were selected as 

fellows (subgroup 1) or between the moral reasoning scores of the fellows 

(subgroup 1) and the institutional candidates who were not selected as 

fellows (subgroup 2). 

A correlation analysis of the potentially relevant demographic 

variables was conducted and the results are presented (Table 14) in the 

correlation matrix which includes both the demographic and research 

variables. The correlation analysis revealed that four demographic 

variables showed a significant relationship (« £ .01) with seven 

individual stage and index scores, thus resulting in four significant 

correlations between the demographic and research variables. The four 

demographic variables-gender, age, self-rated amount of academic 

administrative experience, and salary-met the level of significance 

necessary to be included as subgroups (covariates) in the multiple 
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Table 13 

Descriptive Statistics for Total Sample: Institutional Candidates 

Score Mean Standard Deviation 

Subgroup 1 
(n = 37) 

Stage 2 1.903 2.132 
Stage 3 4.986 3.411 
Stage 4 18.454 7.941 
Stage 5a 18.230 7.108 
Stage 5b 6.276 3.014 
Stage 6 7.684 3.220 
Anti-establishment 0.843 1.394 
Meaningless items 1.624 53.651 
Principled percentage 53.651 13.013 
Davison 31.019 5.068 
Utilizer 0.184 0.101 

Subgroup 2 
(n = 91) 

Stage 2 1.930 2.158 
Stage 3 5.073 4.229 
Stage 4 16.762 7.024 
Stage 5a 18.875 5.997 
Stage 5b 6.365 3.674 
Stage 6 7.824 4.319 
Anti-establishment 1.057 1.580 
Meaningless 2.014 2.108 
Principled percentage 55.107 14.160 
Davison 32.189 5.756 
Utilizer 0.188 0.145 

(table continues^ 
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Score Mean Standard Deviation 

Total 
(n = 128) 

Stage 2 1.922 2.142 
Stage 3 5.048 3.997 
Stage 4 17.251 7.310 
Stage 5a 18.688 6.316 
Stage 5b 6.339 3.485 
Stage 6 7.784 4.020 
Anti-establishment 0.995 1.526 
Meaningless 1.902 2.106 
Principled percentage 54.686 13.804 
Davison 31.851 5.572 
Utilizer 0.187 0.133 

analysis of variance applied to determine if the institutional candidates 

who were selected as fellows had higher moral judgment scores than did 

those who were not selected. 

Further analysis of Table 14 reveals that the two demographic 

variables which most frequently showed a significant correlation with one 

of the research variables were age and salary. Salary had a significant 

positive correlation with stage 2 (r = .2870) and with stage 4 (r = .2600) 

and showed a significant negative correlation with stage 5a (r = -.2658) 

and principled percentage scores (r = -.2988). Age showed a negative 

correlation with stage 6 (r = -.2106), with principled percentage 

(l = -.2121), and with Davison scores (r = -.2111). This finding does 
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Table 14 

Correlation Analysis of Defining Issues Test Scores With Demographic 
Variables 

Correlations Gender Age Years ACADEXP IMPJUG Salary 

Stage 2 .1110 .0891 .0194 .0826 .0183 .2870** 

Stage 3 .0740 .1117 .0150 .2433* .0039 .0392 
Stage 4 .1863 .1403 .0462 -.0487 .1013 .2600* 
Stage 5a -.1926 -.0929 -.0941 -.1861 -.0123 -.2658* 
Stage 5b -.2041 -.0970 .0251 .1340 -.0865 -.1279 
Stage 6 .0567 -.2106* .0220 -.0283 -.0485 -.0970 
Anti-establishment -.0388 .1223 .0741 -.0048 -.0674 -.0933 
Meaningless -.0361 .0045 -.0957 .0511 -.0731 .0430 
Principled 

percentage -.2018 -.2121* -.0491 -.0958 -.0696 -.2988** 
Davison -.2280* -.2111* -.0017 -.1189 -.0264 -.1876 
Utilizer -.1568 .0342 -.1231 -.0702 .0948 .0190 

Note. N = 124, 1-tailed significance = *-.01 or **-.001. ACADEXP = academic 
administration experience. IMPJUG = importance of moral judgement. 

not coincide with the age and education correlations documented by Rest 

(1979a, 1986, 1993) which are shown in Table 12 and Figure 6. 

A multiple analysis of variance was applied as a multiple linear 

regression for each stage and index score by institutional candidate fellow 

status, and included covariates when indicated. The four demographic 

variables which demonstrated significant correlation (« £ .01) with the 

Defining Issues Test score were used as covariates. The multiple analysis 

of variance shown in Table 15 indicates the significant differences (« ^ 
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.05) between fellows' and non-fellows' scores and identifies the variables 

to which they can be attributed. 

Hypothesis 1: The institutional candidates who were selected for 

participation in the fellowship program will not have higher moral 

judgment scores than the institutional candidates who were not selected. 

(A difference between the two groups' moral judgment scores was 

considered significant if p ^ .05.) Analysis of Table 15 indicates that no 

significant relationship (« £ .05) was evident between any of the moral 

judgment scores and subjects' selection as a fellow. No significant 

difference (« £ .05) was found between the moral judgment scores of the 

institutional candidates who were selected as fellows and the institutional 

candidates who were not selected as fellows. Therefore, hypothesis 1 is 

accepted and the answer to research question 1 is negative. No 

significant relationship exists between institutional candidates' moral 

judgment scores and their selection into the American Council on 

Education Fellows Program. 

Further analysis of Table 15 confirms that several demographic 

covariates show a significant relationship (« £ .05) to subjects' selection 

as a fellow when separated from other covariables through an analysis of 

variance at each stage or index score by institutional candidate fellow 

status. Salary as a covariate shows a significant relationship at stage 2 (p 

= .002), at stage 4 (p = .020), at stage 5a (p = .029), and at principled 

percentage (p = .007). 
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Table 15 

Research Variables and Demographic Covariables as Determinants in 
Fellowship Selection 

Source of Variation Squares 
Sum of 

DF Square 
Mean 

F 
Significance 

of F 

Stage 2 
(by Fellow With Salary) 

Covariates 
Salary 

44.338 
44.338 

1 
1 

44.338 
44.338 

10.334 
10.334 

.002 

.002 

Main effects 
Fellow 

.029 

.029 
1 
1 

.029 

.029 
.007 
.007 

.934 

.934 

Explained 46.468 2 23.234 5.415 .006 

Residual 536.311 125 4.290 

Total 582.779 127 4.589 

Stage 3 
(by Fellow With ACADEXP) 

Covariates 
ACADEXP 

126.049 
126.049 

1 
1 

126.049 
126.049 

8.282 
8.282 

.005 

.005 

Main effects 
Fellow 

1.847 
1.847 

1 
1 

1.847 
1.847 

.121 

.121 
.728 
.728 

Explained 126.115 2 63.057 4.143 .018 

Residual 1,902.464 125 15.220 

Total 2,028.579 127 15.973 

(table continues^ 
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Source of Variation Squares 
Sum of 

DF Square 
Mean 

E 
Significance 

of F 

Stage 4 
(by Fellow With Salary) 

Covariates 282.706 1 282.706 5.516 .002 
Salary 282.706 1 282.706 5.516 .020 

Main effects 30.493 1 30.493 .595 .442 
Fellow 30.493 1 30.493 .595 .442 

Explained 379.060 2 189.530 3.698 .028 

Residual 6,406.840 125 51.255 

Total 6,785.900 127 53.432 

Stage 5a 
(by Fellow With Salary) 

Covariates 188.574 1 188.574 4.855 .029 
Salary 188.574 1 188.574 4.855 .029 

Main effects 1.911 1 1.911 .049 .825 
Fellow 1.911 1 1.911 .049 .825 

Explained 211.579 2 105.790 2.724 .070 

Residual 4,854.833 125 38.839 

Total 5,066.412 127 39.893 

(table continues^ 
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Sum of Mean Significance 
Source of Variation Squares DF Square F of F 

Stage 5b 
(by Fellow) 

Main effects 
Fellow 

.429 

.429 
1 
1 

.429 

.429 
.036 
.036 

.850 

.850 

Explained .429 1 .429 .036 .850 

Residual 1,497.098 125 11.977 

Total 1,497.527 126 11.885 

Stage 6 
(by Fellow with Age) 

Covariates 
Age 

84.768 
84.768 

1 
1 

84.768 
84.768 

5.496 
5.496 

.021 

.021 

Main effects 
Fellow 

12.011 
12.011 

1 
1 

12.011 
12.011 

.779 

.779 
.379 
.379 

Explained 98.034 2 49.017 3.178 .045 

Residual 1,881.587 122 15423 

Total 1,979.621 124 15.965 

Principled Percentage Score 
(by Fellow With Age and Salary) 

Covariates 

Salary 

2,212.287 
275.716 

1,330.194 

2 
1 
1 

1,106.143 
275.716 

1,330.194 

6.377 
1.590 
7.669 

.002 

.210 

.007 

(table continues^ 
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Source of Variation Squares 
Sum of 

DF Square 
Mean 

F 
Significance 

of F 

Main effects 
Fellow 

65.836 
65.836 

1 
1 

65.836 
65.836 

.380 

.380 
.539 
.539 

Explained 2,540.688 3 846.896 4.883 .003 

Residual 20,987.543 121 173.451 

Total 23,528.232 124 189.744 

Covariates 
Gender 
Age 

Davison Score 
(by Fellow With Gender and Age) 

352.355 2 176.178 6.253 .003 
178.866 1 178.866 6.348 .013 
168.907 1 168.907 5.995 .016 

Main effects 47.699 1 47.699 1.693 .196 
Fellow 47.699 1 47.699 1.693 .196 

Explained 424.576 3 141.525 5.023 .003 

Residual 3,409.201 121 28.175 

Total 3,833.777 124 30.918 

Utilizer Score 
(by Fellow) 

Main effects .011 1 .011 .611 .436 
Fellow .011 1 .011 .611 .436 

Explained .011 1 .011 .611 .436 

Residual 2.220 125 .018 

Total 2.231 126 .018 
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A subject's amount of academic administrative experience as a 

covariate shows a significant relationship at stage 3 (g = .005). Age as a 

covariate shows a significant relationship at stage 6 (g = .021) and at the 

Davison score (g = .013). Age shows a significant correlation (g = -

.2121) to principled percentage in the correlation matrix of Table 14, as 

does salary (g = -.2988). When age is separated from salary in the 

multiple analysis of variance (Table 15), ages does not have a significant 

relationship (g = .210) as a covariate at the principled percentage. 

Gender as a covariate shows a significant relationship (g = .013) to 

subjects' selection as a fellow at the Davison score. 

Additional analysis was performed to determine if any of the six 

demographic variables had a significant influence on subjects' selection or 

non-selection as a fellow. The intention for the additional analysis was 

to provide the initial basis for determining if variables other than the 

research variables influenced the fellowship selection. Analysis of Table 

16 reveals that the mean age of the institutional candidates as a group 

did not differ from the mean age of the fellows or non-fellows. 

A chi-square of each of the remaining demographic variables by 

fellow was performed to determine if any of the remaining variables 

showed a significant relationship ^ .05) to whether or not the 

institutional candidates were selected as fellows. Two demographic 

variables showed a significant relationship to the subjects' selection. 

Subjects' years of involvement in higher education administration 
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Table 16 

Summaries of Age by Levels of Fellow 

Variable Mean Standard Deviation Cases 

Entire population 42.3732 5.3204 142 

1. Fellow 42.4500 4.1507 40 

2. Not Fellow 42.3431 5.7325 102 

Note. Total cases = 145; missing cases = 3 or 2.1%. 

(g = .02138) and salary each showed a positive significant relationship 

(p = .00043). 

Impact of Fellowship Program on Fellows 

The third dimension of the problem statement is addressed in this 

portion of the analysis. The analysis provides a better understanding of 

the impact of educational and professional development programs on the 

level of moral reasoning and ethical decision making used by aspiring and 

potential leaders in higher education administration. The institutional 

candidates selected as fellows served as subjects for this portion of the 

study (Table 4). Of the 54 fellows at the candidacy stage, 42 completed 

the Defining Issues Test, thus yielding 37 usable sets of scores. Of the 

53 fellows participating in the opening seminar, 48 completed the 

Defining Issues Test, thus yielding 38 purged or usable sets of scores. Of 

the 53 fellows participating in the closing seminar, 46 completed the 
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Defining Issues Test, thus yielding 41 purged or usable scores. The data 

in Table 4 reveal that while the number of participating fellows remained 

constant, the number of fellows completing the Defining Issues Test 

increased during participation in the fellowship program. A similar but 

more consistent increase was observed in the number of fellows who 

produced usable scores (Figure 8). 

£ 40 
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o 5- o 

Participating Completing DIT Producing 
Usable Results 

Figure 8. Summary of sample size: Fellows' involvement at each stage. 
DIT = Defining Issues Test. 

The Defining Issues Test descriptive statistics for the fellows' 

scores over time (Table 17) provides the mean and standard deviation for 

each stage and index score. The fellows' scores in the three different 

testing times are displayed in Table 17. Subgroup 1 (n = 37) scores 
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Descriptive Statistics for Fellows Over Time 
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Score Mean Standard Deviation 

SubgroujD 1 

Stage 2 
Stage 3 
Stage 4 
Stage 5a 
Stage 5b 
Stage 6 
Anti-establishment 
Meaningless 
Principled percentage 
Davison 
Utilizer 

1.903 2.132 
4.986 3.411 

18.454 7.941 
18.230 7.108 
6.276 3.014 
7.684 3.220 
0.843 1.394 
1.624 2.103 

53.651 13.013 
31.019 5.068 

0.184 0.101 

Subgroup 2 
(n = 38) 

Stage 2 
Stage 3 
Stage 4 
Stage 5a 
Stage 5b 
Stage 6 
Anti-establishment 
Meaningless 
Principled percentage 
Davison 
Utilizer 

2.016 2.403 
4.374 2.708 

17.982 7.865 
17.945 7.142 
6.763 3.535 
7.761 3.624 
1.089 1.523 
2.071 2.153 

54.126 13.535 
30.209 5.411 

0.160 0.122 

(table continues) 
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Score Mean Standard Deviation 

Subgroup 3 
(n = 41) 

Stage 2 1.739 1.965 
Stage 3 6.124 5.274 
Stage 4 16.407 7.983 
Stage 5a 18.088 6.832 
Stage 5b 6.163 3.927 
Stage 6 7.810 3.621 
Anti-establishment 1.059 1.584 
Meaningless 2.366 2.542 
Principled percentage 53.437 17.627 
Davison 31.262 6.365 
Utilizer 0.147 0.131 

were for the fellows who were in the candidacy phase. Subgroup 2 (n = 

38) scores were for the fellows who were in the opening seminar phase. 

Subgroup 3 (n = 41) scores were for the fellows who were in the closing 

seminar phase. 

A one-way analysis of variance was completed in order to test the 

significance of differences between the means of the fellows' scores at the 

candidacy phase (subgroup 1), opening seminar phase (subgroup 2), and 

closing seminar phase (subgroup 3). An analysis of variance was run for 

each of the stages and index scores between the three groups: subgroup 

1, subgroup 2, and subgroup 3. No two groups yielded a significant 

difference at the .05 level on any of the stages or index scores. The 

utilizer score came closest, with an analysis of variance at g = .2358 
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(Table 18). The plotting of the utilizer scores in Figure 9 provides a 

pattern of the fellows' scores, over time, and the progress through the 

three phases. The scores decreased slightly at each phase of the program. 

Table 18 

One-Wav Analysis of Variance Between Subgroup 1. Subgroup 2. and 
Subgroup 3 

Source 
Sum of Mean F 

DF Squares Squares Ratio Probability 

Between groups 2 .0452 .0226 

Within groups 109 1.6820 .0154 

Total 

1.4639 .2358 

111 1.7271 

A multiple analysis of variance for repeated measures was run to 

test for a significant difference between the individual subjects' scores at 

the candidacy phase, the opening seminar phase, and the closing seminar 

phase. Scores for 37 subjects were included in the analysis; the scores for 

4 subjects were dropped from this analysis because of missing data. A 

multiple analysis of variance was run on each of the subjects' stage and 

index scores at each of the three phases. Several multivariate tests of 

significance were then run. The tests of significance used unique sum of 

squares. The outcome from the multiple analysis of variance of the 

repeated measures are reported in Table 19. Analysis of the data in 
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Candidacy Opening Seminar Closing Seminar 

Figure 9. Utilizer scores of fellows at each phase. 

Table 19 reveals that no subjects' scores showed a significant difference 

(« £ .05) between any of the three phases. 

Hypothesis 2a: The fellows' moral judgment scores will be higher 

at the completion of the fellowship program when compared to their 

moral judgment scores as institutional candidates. (A difference between 

the two groups' moral judgment scores was considered significant if 

p ^ .05.) No significant difference (« £ .05) was found between the 
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Table 19 

Multiple Analysis of Variance: Averaged Test of Significance for Subject 
Scores at Three Phases Over Time 

Source of Variation 
Sum of Mean 
Squares DF Score 

Significance 
of F 

Within cells 
Time 

Averaged Tests of Significance for Stage 2 
Using Unique Sums of Squares 

360.50 
4.34 

72 
2 

5.01 
2.17 .43 .650 

Within cells 
Time 

Averaged Tests of Significance for Stage 3 
Using Unique Sums of Squares 

1,250.81 
27.85 

72 
2 

17.37 
13.92 .80 .453 

Within cells 
Time 

Averaged Tests of Significance for Stage 4 
Using Unique Sums of Squares 

4,976.80 72 69.12 
204.34 2 102.17 1.48 .235 

Within cells 
Time 

Averaged Tests of Significance for Stage 5a 
Using Unique Sums of Squares 

4,027.10 72 55.93 
22.85 2 11.42 .20 .816 

Within cells 
Time 

Averaged Tests of Significance for Stage 5b 
Using Unique Sums of Squares 

931.67 
5.52 

72 
2 

12.94 
2.76 .21 .809 

(table continues! 
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Sum of Mean 
Source of Variation Squares DF Score F 

Significance 
ofF 

Averaged Tests of Significance for Stage 6 
Using Unique Sums of Squares 

Within cells 
Time 

717.99 72 9.97 
6.70 2 3.35 .34 .716 

Averaged Tests of Significance for Principled Percentage 
Using Unique Sums of Squares 

Within cells 
Time 

16,489.84 72 229.03 
180.03 2 90.02 .39 .676 

Averaged Tests of Significance for Davison 
Using Unique Sums of Squares 

Within cells 
Time 

2,188.60 72 30.40 
43.61 2 21.81 .72 .491 

Averaged Tests of Significance for Utilizer 
Using Unique Sums of Squares 

Within cells 
Time 

.99 64 .02 

.06 2 .03 1.86 .165 

Note. Tests involved "time" within subject effect. 

fellows' moral judgment scores at the completion of the fellowship 

program and their moral judgment scores as institutional candidates. 

Therefore, hypothesis 2a is not accepted. 

Hypothesis 2b: The fellows' moral judgment scores will not be 

different at the opening seminar when compared to their moral judgment 
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scores as institutional candidates. (A difference between the two groups' 

moral judgment scores was considered significant if j> £ .05.) No 

significant difference (« £ .05) was found between the fellows' moral 

judgment scores at the opening seminar and their moral judgment scores 

as institutional candidates. Therefore hypothesis 2b is accepted. 

Hypothesis 2c: The fellows' moral judgment scores will be higher at 

the closing seminar when compared to their moral judgment scores at the 

opening seminar. (A difference between the two groups' moral judgment 

scores was considered significant if .05.) No significant 

difference (« £ .05) was found between the fellows' moral judgment 

scores at the closing seminar and at the opening seminar. Therefore 

hypothesis 2c is not accepted. 

The rejection of hypotheses 2a and 2c and the acceptance of 

hypothesis 2b indicates that the answer to research question 2 is 

negative. No significant relationship was evident between the fellows' 

moral judgment scores and their participation in the fellowship program. 

Additional analysis was conducted by comparing the fellows' 

principled reasoning scores at the candidacy phase, the opening seminar 

phase, and the closing seminar phase. This additional analysis involved 

dividing the sample population into three subgroups based on the 

principled percentage scores. The principled percentage subgroup 1 

scores were 0 through 49.299 (low). The principled percentage 

subgroup 2 scores were 49.3 through 61.299 (middle). The principled 

percentage Group 3 scores were 61.3 through 100.0 (high). The division 
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of the fellows into thirds by level of principled reasoning is shown in 

Table 20. 

Table 20 

Summaries of Principled Percentage Score Means by Levels of Principled 
Percentage Group: Low. Middle, and High 

Variable Value Mean 
Standard 
Deviation Cases 

For entire population 53.2974 14.7194 116 

Candidacy 1.00 52.2919 12.5224 37 
Low 1.00 40.0933 7.4973 15 
Middle 2.00 55.2000 3.8386 12 
High 3.00 67.1000 4.3441 10 

Opening seminar 2.00 54.1263 13.5345 38 
Low 1.00 38.7583 8.7413 12 
Middle 2.00 53.4333 3.15090 12 
High 3.00 67.8929 5.0760 14 

Closing seminar 3.00 53.4366 17.6271 41 
Low LOO 35.9059 9.8280 17 
Middle 2.00 53.8000 3.6672 6 
High 3.00 69.8722 6.5454 18 

Note. Total cases =116. 

Analysis of the data in Table 20 reveals that the principled 

percentage score for all subjects showed a slight increase between the 

candidacy phase and the opening seminar and dropped back at the 

closing seminar. The mean score for the low principled percentage group 

decreased slightly over time as the subjects were tested at each of the 
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three phases. The middle principled percentage group remained constant 

between the candidacy phase and the opening seminar but showed a 

slight increase at the closing seminar. A visual representation of these 

data is provided in Figure 10. 
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Analysis of the data in Table 20 comparing the difference at each 

phase between the lower third and the higher third revealed that the 

difference increased at each phase (Figure 11). The lower third showed a 

decrease and the higher third shows an increase in principled percentage 

scores, with the greatest change occurring between the opening seminar 

and the closing seminar. 
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and higher third at each phase. 
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Relationship of Moral Reasoning to Other Characteristics 
of Institutional Candidates 

The fourth dimension of the problem statement, which dealt with 

the relationship of moral reasoning to other characteristics of higher 

education administrators, was analyzed in the same section as the second 

dimension of the problem statement, "Institutional Candidates as Fellows 

and Non-Fellows." The correlational analysis between the institutional 

candidates' demographic variables and the Defining Issues Test scores 

provided data for this review. 

Summary of Major Findings 

Institutional Candidates 

Analysis of the institutional candidates' demographic 

characteristics and moral reasoning revealed richer details of who they 

were and a better understanding of the nature of moral reasoning and 

ethical decision-making used by the sample of aspiring and potential 

leaders in higher education administration. The demographic 

characteristics of the sample were limited to characteristics thought to 

have potential correlation to moral reasoning. The six characteristics 

revealed a group made up of an almost equal gender ratio with slightly 

more females, and an average age of 42 years. It was a relatively young 

middle-age group, almost 70% of the group reported only 1 to 5 years 

of involvement in higher education administration. The group members' 
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self-perceptions of their amount of experience differed from the actual 

reported years, however. Three-fourths of the group reported they had 

more than a moderate amount of experience. The group rated moral 

judgment in higher education administration as being very significant; 

more than 90% of the candidates rated the importance above neutral or 

very important. The salary distribution for the group represented a 

normative distribution between the less than $25,000 category and the 

over $70,000 category. 

The group members were vigorous in their willingness to 

participate in the study. Over three-fourths, or 77.4%, of the total 

population chose to participate. The level of participation appeared to 

be consistent with the group members' perception that moral judgment is 

veiy important in effective administration. 

The institutional candidates' Defining Issues Test scores indicated 

that, as a group, they were functioning at levels of moral reasoning just 

below that of the expert group which was made up of moral philosophy 

and seminary students. The groups' average principled reasoning score of 

54.63 coincides with the expected pattern of scores based on the 

covariates of age and education. Institutional candidates' average utilizer 

score was similar to the norm reference group of senior high school 

students. This similarity suggests that the two groups used concepts of 

justice to a greater degree than did other reference groups, in making 

moral judgments. 
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Institutional Candidates as Fellows and Non-Fellows 

The analysis of the fellows' and non-fellows' Defining Issues Test 

mean scores at the institutional candidacy stage revealed no significant 

difference between the candidate group selected as fellows and the 

candidate group not selected as fellows. The correlational analysis 

between demographic variables and stage and index scores indicated that 

four demographic variables had a correlation significant enough to 

warrant their inclusion as covariates in the multiple analysis of variance 

which was run to determine if the fellows had significantly different 

moral judgment scores than did those not selected. The multiple analysis 

of variance revealed no significant difference between the fellows' and 

non-fellows' moral judgment scores at the candidacy phase and no 

significant relationship between institutional candidates' moral judgment 

scores and their selection into the American Council on Education 

Fellowship Program. The multiple analysis of variance indicated that 

salary showed a significant relationship to selection at more stage and 

index score levels than did any of the other demographic variables 

analyzed. The analysis also revealed that salary accounted for a 

predominant portion of the significant relationship between age and 

selection at the principled reasoning score level. A chi-square of each of 

the demographic variables by fellow status indicated that subjects' years 

of involvement in higher education administration (academic 

administrative experience) and salary showed a positive significant 

relationship to their selection as a fellow. 
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Impact of Fellowship Program on Fellows 

The analysis of the fellows Defining Issues Test scores at the three 

phases of the American Council on Education Fellowship Program 

revealed no difference between their scores at any of the three phases. 

The one-way analysis of variance indicated that the fellows' mean scores 

showed no significant difference when the scores were compared at any 

of the three phases. The utilizer mean score did show a downward trend 

at each of the three phases. The multiple analysis of variance for 

repeated measures indicated that no fellows' scores showed a significant 

difference between any of the three phases of the program. The multiple 

analysis of variance for the utilizer score most closely approached the 

required level of significance and supported consideration of the 

downward trend previously noted in the one-way analysis of variance. 

The analyses suggest that no significant relationship exists between the 

fellows' moral judgment scores and their participation in the fellowship 

program. 

Subgroup analysis of the fellows' principled reasoning scores 

through the three phases of the program revealed that the mean 

principled percentage score of the lower third of the fellows consistently 

decreased and that the higher third consistently increased. At the closing 

seminar, the mean score of the higher third (69.87) had moved further 

above the mean score (65.10) of the expert group of moral philosophy 

and seminary students, whereas the mean score of the lower third 
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(35.90) had moved below that (43.19) of college students (Figures 6 

and 11). 

Relationship of Moral Reasoning to Other Characteristics of 
Institutional Candidates 

Additional analysis of the correlation between demographic 

variables and the Defining Issues Test scores provided insight regarding 

relationships between selected demographic characteristics of 

institutional candidates and their moral reasoning. The correlation 

analysis (Table 14) revealed that the four demographic variables-gender, 

age, self-rated amount of academic administrative experience, and 

salary-showed a significant correlation to the moral judgment scores of 

the institutional candidates. The correlational analysis further revealed 

that salary had a significant positive correlation with the lower stage 

scores (2 and 4), and a significant negative correlation with higher stage 

scores represented by stage 5a and principled reasoning percentage 

scores. Institutional candidates with higher salaries scored lower on high 

level stages and those with low salaries scored higher on high level stages. 

The lower the salaries, the higher the percentage scored on principled 

moral reasoning and the lower the salary, the higher the use of principled 

moral reasoning. 

In the same correlational analysis, age showed a negative 

correlation with the Davison score and the high level stage scores 

represented by stage 6 and the principled moral reasoning percentage 

score. This finding does not coincide with the institutional candidates' 
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stage 6, principled moral reasoning percentage and Davison scores when 

compared in relative terms to the reference group of college students who 

scored below the candidates and to the moral philosophy seminary 

students who scored above them (Figure 6). 



CHAPTER 5 

OVERVIEW, DISCUSSION, CONCLUSIONS, AND 

IMPLICATIONS 

A brief overview of the study is provided in this chapter. In 

addition, the analysis and major findings are discussed, conclusions are 

drawn, and implications are considered. 

Overview 

This study was developed in response to an increasing level of 

controversy regarding ethics in higher education and increasing scrutiny 

of the integrity of institutions of higher education and, especially, the 

administrators who manage and lead them. The purpose of this study 

was to determine whether patterns of moral judgment are exhibited by 

institutional candidates and fellows in the American Council on 

Education Fellows Program in Leadership for Higher Education. Possible 

relationships between moral judgment and the selection of fellows from 

the pool of institutional candidates and between participation in the 

fellowship program and the moral judgment used by fellows were also 

explored. 

The institutional candidates completed the Defining Issues Test 

and several forms containing demographic information during the 

169 
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candidacy phase of the program. Approximately 10 months after the 

initial screening, in the candidacy phase, the selected fellows completed 

the Defining Issues Test for the second time, during the fellowship 

program opening seminar. During the fellowship program closing 

seminar, approximately 10 months later, the fellows completed the 

Defining Issues Test for the third time. Between their selection in the 

candidacy phase and the opening seminar, the fellows' professional lives 

continued as usual with the only evident difference being their selection 

as a fellow. Between the opening seminar and the closing seminar the 

fellows participated in all aspects of the fellowship program, which 

included being mentored with the president or chief executive officer of 

an institution of higher education. 

The demographic information and the Defining Issues Test scores 

of the institutional candidates were analyzed to provide a clearer 

understanding of the groups' characteristics and the levels of moral 

judgment used by the aspiring and potential leaders in higher education 

administration. Institutional candidates were then divided into two 

groups: those selected as fellows and those not selected as fellows. The 

fellows and non-fellows' test scores and demographic characteristics were 

analyzed to determine if the two groups were different and whether these 

variables had any relation to the subjects being selected or not selected as 

fellows. The difference between the fellows' test scores at the candidacy 

phase, opening seminar phase, and closing seminar phase were then 
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analyzed to determine if changes occurred and whether or not such 

changes could be related to the subjects' participation in the fellowship 

program. 

Discussion of Analysis and Major Findings 

Institutional Candidates 

The local review process at colleges and universities across the 

country resulted in the nomination of 190 institutional candidates for 

the 1988-89 and 1989-90 American Council on Education Fellows 

Program in Leadership for Higher Education. The candidates' average 

age was 42 years. An equal number of males and females were included. 

The candidates, as a group, had limited involvement in higher education 

administration; approximately 70% of the candidates had 5 years of 

administrative experience or less, however, the majority of the 

candidates (75%) reported that they had more than a moderate amount 

of experience. The findings suggest that the institutional candidates were 

a relatively young group of administrators with limited experience who 

viewed themselves as deeply involved in and committed to higher 

education administration. This finding is consistent with the fact that 

they had pursued the nomination as candidates, been identified by their 

home institutions as having the potential to assume a broader career or 

more senior level in higher education administration, and aspired to 
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enhance their careers in higher education administration through 

involvement in the fellowship program. 

It was unclear whether the high participation (77.4%) of the 

institutional candidates was due to their desire to be selected for the 

fellowship program or the fact that they rated moral judgment as carrying 

some degree of importance in higher education administration. It is 

likely that these two factors had a joint effect. The recognition of the 

importance of moral judgment in higher education administration is 

consistent with Pastin's (1986) suggestion that moral reasoning at senior 

levels of management is critical to success and with Burns' (1978) and 

Covey's (1992) suggestion that moral judgment and moral leadership are 

critical parts of successful transformational leadership. 

The Defining Issues Test scores for the institutional candidates 

suggest that the candidates' moral judgment scores represent 

well-developed moral judgment and are consistent with the scores 

expected of this group of aspiring potential leaders in higher education 

administration. The candidates' averaged principle reasoning score 

(54.63) indicates that as a group their use of the higher stages of moral 

reasoning was between that of the graduate student reference group and 

the expert reference group of moral philosophy and seminar students. 

This finding suggests that the institutional candidates were capable of 

using the higher levels of moral reasoning that Kohlberg (1984) 

contended professionals need when faced with complex decisions 
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involving multiple stakeholders. Because individuals are capable of 

comprehending one stage of moral development above and all stages 

below their predominant stage, the candidates, as potential leaders, could 

more easily grasp the perspective of their followers and be more capable 

of building strong relationships with them, as postulated by Selman 

(1980). 

The institutional candidates' high average utilizer score indicates 

that they, more than any other available reference group, used concepts 

of justice in making moral judgments and were not significantly different 

from the highest scoring available reference group. The high degree to 

which the group used concepts of justice may be linked to the 

multi-dimensional, complex nature of higher education administration, 

and to their limited years of experience. 

Formal education and chronological age, in that order, are the 

most strongly related variables to moral development (Rest, 1986). The 

candidates were, therefore, expected to have reached the higher levels of 

moral reasoning previously noted. Two questions remain: Why did the 

candidates have such high utilizer scores? and What do their high scores 

mean? Their high scores may be due to a combination of factors. The 

candidates' limited experience in higher education administration, and 

especially at senior levels with broader areas of responsibility, may have 

left the group less comfortable in using other dimensions, such as 

political or financial concepts. The candidates may, therefore, turn to 
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concepts of justice when confronted by multi-dimensional, complex 

social issues. The high scores may, however, simply be indicative of a 

group that, as Rest (1986) suggested, has consolidated their concepts of 

fairness and recognized the usefulness and implication for decision 

making. Rest (1986) and Rest and Narvaez (1994) suggested that a high 

score indicates that the concepts of justice imbedded in the Defining 

Issues Test are used to a high degree in decision making in specific 

situations. It appears that, as a group, the institutional candidates used, 

to a high degree, a concept described by Pastin (1986) as critical for the 

success of managers in the transitional organizations of today. Pastin 

noted that institutions are becoming organizations of agreement and that 

their success is built on the establishment of just and fair agreements 

which are developed through effective moral reasoning that is built on 

concepts of justice and a broad based understanding of the multiple 

perspectives of numerous stakeholders. 

Institutional Candidates as Fellows and Non-Fellows 

The findings of this study supported the acceptance of hypothesis 

1 and confirmed that the institutional candidates who were selected for 

participation in the fellowship program did not have significantly higher 

moral judgment scores than the institutional candidates who were not 

selected. The findings also confirmed that no significant relationship 

exists between institutional candidates' moral judgment scores and their 
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selection into the American Council on Education, Fellows Programs: 

Leadership for Higher Education 1988-89 and 1989-90. 

This outcome is consistent with the findings of previous research 

by Bakken (1983), Rest (1979a), and Rest and Narvaez (1994), which 

revealed that high levels of moral reasoning are correlated to higher levels 

of formal education and previous work experience in professions which 

require complex decision making. The nomination requirements and 

selection process for becoming an institutional candidate produce a 

somewhat homogeneous group in terms of formal education, maturation, 

and experience. The candidates, as a group, also scored high on the 

Defining Issues Test higher stage scores and principled reasoning score, 

thus diminishing the test's ability to distinguish between fellows and 

non-fellows. 

The multiple analysis of variance for each score by fellow status, 

including the four significantly correlated demographic variables as 

covariates, revealed a significant relationship between a number of 

demographic variables and selection as a fellow at numerous stage and 

index score levels. The most predominant demographic variable 

influencing candidates' selection was salary. At the most highly used 

principled reasoning score level, only salary showed a significant 

relationship to selection. Salary and years of involvement in higher 

education administration showed a positive significant relationship to 

selection again when a chi-square was run on each of the demographic 



176 

variables by fellow status. Although age appears to play a role in 

selection, the findings indicate that salary and years of involvement were 

significantly related to participants' selection as fellows in the American 

Council on Education Fellowship Programs, 1988-89 and 1989-90. 

Impact of the Fellowship Program on Fellows 

Hypothesis 2b was accepted and hypotheses 2a and 2c were 

rejected, thereby confirming that the fellows' participation in the 

fellowship program had no significant effect on their moral judgment 

scores. The one-way analysis of variance and the multiple analysis of 

variance both revealed a downward trend in the fellows' utilizer mean 

score (Figure 9). The higher utilizer score at the candidacy stage, and 

subsequent decrease at each workshop phase, indicates that the fellows 

used concepts of justice and fairness to a lesser degree as they progressed 

through the phases in the fellowship program. From their research, 

Thoma, Rest, and Barnett (1986) suggested that if fellows use concepts 

of justice and fairness less to determine what is morally right, they use 

other criteria or concepts which the Defining Issues Test is not designed 

to measure. This finding reveals an area which warrants future study. 

The reason for this apparent change indicates a need for further review 

and may also warrant additional study. The fact that, as referred to 

earlier, the fellows were, as a group, relatively young and had limited 

experience may have predisposed them to use basic concepts of justice at 



177 

the early candidacy phase. Their involvement in the program selection 

process, their recognition and treatment as fellows, and their preparation 

prior to the opening seminar may all be factors which influenced their 

utilizer scores. Barnett and Volker (1985) and Deemer (1987) suggested 

that development in moral judgment is not as strongly related to specific 

moral experiences as it is to developing an awareness and broader 

perspective of the social world and one's place in this expanded milieu. If 

this is true, the fellows' experience between the candidacy phase and the 

opening seminar may have been a highly focused experience with a 

narrowing effect. It may have been an experience which, rather than 

broadening their perspective, tended to narrow their perspective as they 

focused more intensely on higher education administration, their present 

role and future aspirations, what they need to learn, and how others treat 

them as fellows. This highly focused experience continued with the 

opening seminar, the fellows' mentoring by college presidents, and their 

participation in the remaining workshops. It may be that the continued 

decline in the utilizer score at the closing seminar reflects this highly 

focused program experience. It could, however, simply reflect their 

exposure to, or pressure to use, concepts other than justice and fairness 

as measured by the Defining Issues Test. Regardless of the utilizer score 

trend, the fellows' mean utilizer score remained high (Figure 9) and 

indicates that they use concepts of justice and fairness to a higher degree 

than all but the highest available reference groups. 
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The additional analysis of the fellows' principled reasoning scores 

as they progressed through the program provided further insight 

regarding the trends revealed from analysis of the utilizer scores. The 

analysis segmenting the fellows into low, middle, and high subgroups 

based on their principled percentage scores revealed that the lower third 

showed a downward trend similar to the fellows' utilizer score trend, 

whereas the upper third showed an increasing principled percentage score 

trend (Figure 10). Rest (1993), in the guide for the Defining Issues Test, 

treated the principled percentage score as a useful general index of moral 

judgment development. This is based on the reasoning that development 

is reflected by an increase in the higher stages and that the principled 

percentage score is simply a sum of the scores from the three highest 

stages--5a, 5b, and 6~converted to a percentage. All three scores reflect 

versions of principled moral thinking. A more meaningful interpretation 

results when Rest's construct principled percentage score is used to 

interpret the trends exhibited by the lower and upper third of the fellows. 

The trend for the lower third can be interpreted as indicating that the 

fellows within this subgroup showed a decrease in general moral 

judgment development, whereas the fellows in the upper third showed an 

increase in general moral judgment development as they participated in 

the various aspects of the fellowship program occurring between the 

candidacy opening seminar and the closing seminar phases. 
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The upper-third of the fellows appeared, based on principled 

percentage score standards, to be an exemplary group and to be entering 

the candidacy phase with highly developed moral judgment that 

exceeded the expert reference group of moral philosophy and seminary 

students. This upper-third subgroup of fellows showed a trend of 

improvement with higher principled percentage scores at each phase of 

the fellowship program. This upper-third subgroup within the highly 

educated, highly screened group of selected fellows may represent those 

candidates most capable of moral development, who Rest (1986) 

described as 

those who love to learn; who seek new challenges; who enjoy 
intellectually stimulating environments; who are reflective; who 
make plans and set goals; who take risks; who see themselves in the 
larger social context of history and institutions, and broad cultural 
trends; who take responsibility for themselves and their 
environments, (p. 57) 

The middle-third subgroup of fellows appeared, based on 

principled percentage score standards, to be comparable to the 

institutional candidates as a group (Figures 6 and 10). The subgroup's 

principled percentage scores remained relatively constant, showing a 

negligible change between all three phases. The upper- and middle-third 

subgroups both reached or exceeded the higher levels of general moral 

development which Kohlberg (1984) described as necessary for 

professionals when successfully dealing with the complex 
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multi-dimensional aspects of managing the multiple stakeholders who 

comprise higher education. 

Bernstein (1976), Katzenbach and Smith (1993), and Neumann 

and Bensimon's (1993) concurred that the capacity of leaders to assume 

the roles of those affected, by leadership decisions, is critical for success. 

The upper- and middle-third subgroups' principled percentage scores 

reflect a group of fellows who, as suggested by Bernstein, would be 

characterized by advanced social cognition and role-taking ability which 

makes them best able to understand and facilitate the communication 

and interaction between numerous stakeholders. 

The lower third of the fellows appear, based on principled 

reasoning score standards, to warrant further consideration. This 

subgroup of fellows entered the candidacy phase with a mean principled 

reasoning score of 40.09, which is considerably different (-27.01) from 

the upper-third subgroup's mean principled reasoning score of 67.10 

(Figure 11). Further consideration of Figures 6 and 10 reveals that the 

lower-third subgroup's mean principled reasoning score (40.09) was 

slightly below the mean principled reasoning score (43.19) for the college 

student reference group. While considerable difference was evident 

between the upper- and lower-third subgroups, negligible difference was 

apparent between the lower-third subgroup and the college students. 

The lower-third subgroup of fellows showed a trend of decreased 

scores at each of the opening seminar and closing seminar phases of the 
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fellowship program. At the closing seminar, the lower-third subgroup's 

mean principled reasoning score was 35.9 points, or 33.99%, below the 

upper-third subgroup's mean principled reasoning score of 69.87 at the 

same phase (Figure 11). At the closing seminar phase, the lower-third 

subgroup's mean principled reasoning score had moved closer to the 

senior high school students' mean principled reasoning score of 31.03 

(Figure 6). 

The actual mean principled reasoning scores of the lower third, the 

considerable difference between the upper and lower subgroups' mean 

principled reasoning scores, and the mean principled reasoning score 

trends for the two groups moving in opposite directions give cause for 

consideration. The inevitable issue regarding the actual principle 

percentage scores is whether or not the lower-third subgroup had reached 

a level of moral judgment development necessary to deal effectively with 

the complex, multi-dimensional nature of higher education 

administration and its numerous stakeholders. Differences between the 

upper-third and lower-third subgroups suggest that at least two 

subgroups within the fellows' program have reached very different general 

levels of moral judgment development. The mean principled percentage 

score trends for the two subgroups suggest that the difference in their 

level of development may cause them to experience the fellowship 

program quite differently. The upper third appear to experience the 

program in a manner which is congruent with Kohlberg (1984) and 
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Rest's (1986) findings related to those most capable of moral 

development. Kohlberg and Rest's findings suggest that this subgroup 

was made up of fellows who viewed the fellowship program as an 

opportunity to learn, seek new challenges, take risks, take responsibility 

for themselves, be reflective, and appreciate the larger social context and 

social trends. These characteristics bear a striking resemblance to the 

characteristics required of candidates by the American Council on 

Education Fellows Program (American Council on Education, 1989-90b). 

It appears that the lower-third subgroup of fellows may not have viewed 

or experienced the fellowship program in the same way. 

Walker's (1986a) findings confirmed previous research (Rest, 

1979a) indicating that opportunities, approaches, and exposure which 

influence an individual's openness to experiences or ideas, in turn, 

influence his or her moral judgment. The fellowship program and its 

related involvement may not have influenced the openness of fellows in 

the lower-third subgroup. The divergent trends may be further clarified 

by considering the research of Higgins (1984), Rest (1986), and Rest and 

Thoma (1985). These researchers confirmed that moral development 

continues to change well into adulthood in terms of the basic strategies 

used by adults for moral problem solving. The change tends to be in the 

direction postulated by the developmental theory but, as Hultsch and 

Deutsch (1981) suggested, is now more influenced by particular 

problems and the person's experiences relating to these problems. By 
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considering this perspective along with Rest (1979a) and Kohlberg's 

(1976) position that individuals cannot comprehend more than one stage 

above their functional stage of moral development, a clearer 

understanding may emerge. The upper-third subgroup of fellows, 

because of their level of development, would comprehend all stages and 

the perspectives built on these stages. Thus, the fellowship program, 

including the seminars and mentors, may reflect collectively positions 

and perspectives based on concepts inherent in the higher stages of moral 

development. This assumption seems reasonable based on the criteria 

for entry into the fellowship program, program goals, and the highly 

educated, highly experienced mentors and seminar leaders. 

The development theory suggests that individuals are attracted to 

levels of moral reasoning above their own that are comprehended. This 

appears to have been the situation for the upper-third fellows in this 

study. The slight increase in principle reasoning scores may have been 

due to the high degree of development with which the subgroup entered 

the program leaving little room for further development. Similar 

reasoning may be applicable in explaining the downward trend of the 

lower-third subgroup of fellows. The considerable difference between the 

lower third and the upper third may represent two levels of moral 

judgment development which are so different that the lower-third 

subgroup fellows did not comprehend nor appreciate the perspectives of 

the upper-third subgroup fellows nor the previously noted components of 
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the fellowship program. The lower-third fellows' level may also be 

different enough from the middle-third subgroup that they also do not 

relate to their perspectives. The differences described suggest that the 

fellowship experience for the lower-third fellows' subgroup did not 

predispose them to go through the fellowship program as a 

developmental experience. The differences may have been great enough 

to challenge or threaten the lower-third fellows in such a way that they 

tended to avoid the concepts involved in the higher levels of moral 

judgment development. The fellows may have then reaffirmed concepts 

with which they were more comfortable at the lower stages of moral 

judgment development, as measured by the principled percentage scores. 

Further explanations of these differences and trends could involve 

additional study of the levels of moral judgment used by the mentors and 

seminar leaders involved in the American Council on Education Fellows 

Program. 

Regardless of the trends and differences in directions, it is clear 

from the findings that the upper-third and middle-third subgroup fellows 

had attained levels of moral judgment development that predisposed 

them to meet or exceed the criteria and expectations of the fellowship 

program. The lower-third subgroup of fellows apparently needed 

additional developmental experiences in order to meet the expectations 

of the American Council on Education Fellows Program and successfully 
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pursue a career leading to a broader or major senior leadership role in 

higher education administration. 

Relationship of Moral Reasoning to Other Characteristics 
of Institutional Candidates 

Due to the structure of this study, a limited amount of information 

was available regarding the relationship of moral reasoning and judgment 

to other characteristics of the institutional candidates. Only six 

demographic characteristics were included in this study. Hypothesis 1 

was accepted, confirming that there was no significant relationship 

between institutional candidates' moral judgment scores and their 

selection into the fellowship program. Additional characteristics, 

therefore, were not included in further analysis, as they would have been, 

had a significant relationship been identified. The correlation analysis 

(Table 14) revealed that only 4 of the 6 demographic variables showed a 

significant correlation to the institutional candidates' moral judgment 

scores. The four demographic variables-gender, age, academic 

administration experience, and salary-showed significant relationships to 

several stage and index scores. The patterns revealed in these 

relationships is worthy of consideration. Salary showed a significant 

positive correlation to stage 5a and principled reasoning scores. 

Considering that the principled reasoning score is a sum of the three 

highest stage scores (5a, 5b, and 6), the correlation indicates that the 

institutional candidates with higher salaries tended to score lower on 
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principled reasoning and general moral judgment development. This 

finding may represent a unique set of circumstances or it may reflect the 

limited number of studies which have been conducted with highly 

educated adult groups of experienced professionals. Further study may 

or may not confirm this relationship. 

Consideration of the demographic variable age and its possible 

relationship to salary provides further insight. The correlational analysis 

(Table 14) revealed that age demonstrates a negative correlation similar 

to that of salary, to the level of moral judgment development. The 

negative correlation between age and stage 6 scores as well as both 

indexes, Davison scores, and principled reasoning scores, appears to 

indicate that the older the institutional candidates the more likely they 

were to score lower on principled reasoning. This finding does not agree 

with the findings of numerous researchers including Rest (1979a) and 

Thoma (1984), who have suggested that moral judgment development is 

positively related to age and formal education. This lack of agreement 

may, again, indicate that previous research involved few highly educated 

adult groups of experienced professionals. It should be noted, however, 

that a secondary analysis of demographic correlations of the Defining 

Issues Test (Rest, 1979a) and a 10 year longitudinal study (Rest, 1986) 

confirmed that formal education had the strongest correlation to the 

development of moral judgment. Further study is necessary to determine 

the nature and the significance of the relationship of salary and age to 
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the level of moral judgment development in highly educated, adult 

groups of experienced professionals similar to the institutional 

candidates. 

A comparison of the analysis findings from different dimensions of 

the four problems reveals additional relationships that warrant further 

study. As indicated by the multiple analysis of variance, salary had the 

most predominant significant relationship to selection at score levels and 

superseded age at the principled reasoning score level. The chi-square 

analysis of each of the demographic variables by fellow status indicated 

that academic administrative experience in higher education and salary 

showed a positive significant relationship to candidates' selection as a 

fellow. Comparison of the multiple analysis of variance and the 

chi-square findings to the correlation analysis (Table 14), suggests that 

consideration should be given to the interpretation that the institutional 

candidates with higher salaries and more academic administration 

experience were more often selected as fellows and were less likely to 

have reached higher levels of moral judgment development. Further 

research is required to determine if this interpretation is valid. It is clear 

that further research should include additional demographic variables not 

included in this study. 

Conclusions 

The conclusions of this study relate to the four dimensions of the 

problem statement and the hypotheses. The discussion of the analysis 
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and major findings led to the inevitable consideration of what the major 

findings mean and why they are of importance. The analysis and major 

findings appear to warrant the following conclusions: 

The American Council on Education Fellowship Program: 

Leadership for Higher Education, 1988-89 and 1989-90 produced, 

through its national nomination and selection process, an exemplary 

group of institutional candidates who reflect the qualities and 

characteristics referred to in the fellowship's program eligibility criteria. 

Although moral development judgment was not a significant factor 

in the selection of fellows, the institutional candidates as a group 

demonstrated a high level of moral judgment development. It appears 

reasonable to conclude that the group of candidates studied had the 

capability of grasping the perspective of those they manage and lead and 

the ability to build strong relationships with these same individuals. It 

also appears that this group of candidates used, to a high degree, 

concepts of justice in moral reasoning and judgment. This is a quality 

that the writers and researchers previously noted consider to be critical in 

managing interactions and agreement between the multiple stakeholders 

which permeate the transitional nature of higher education today. 

The acceptance of hypothesis 1 confirmed that there was no 

significant difference between the moral judgment development level of 

the institutional candidates who were selected as fellows and those 

candidates who were not selected as fellows. This leads to the conclusion 
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that level of moral judgment development was not a factor in being 

selected as a fellow into these fellowship programs. This research 

revealed that there are variables which are factors in the selection of the 

fellows and that these variables probably should be identified and their 

relationship to selection studied in order to determine if they support the 

purpose and goals of the fellowship programs. 

The acceptance of hypothesis 2b and rejection of hypotheses 2a 

and 2c prompts the conclusion that the fellows' level of moral judgment 

development as a group was not affected by their participation in the 

fellowship program. A trend throughout the phases of the program 

indicated that the fellows decreased in the degree to which they used 

concepts of justice in moral reasoning and ethical decision making. The 

decrease in the use of these concepts, although only a trend, warrants 

further study due to the important role that concepts of justice play in 

successful leadership and management. 

Conclusions regarding the relationship or moral reasoning to other 

characteristics of the institutional candidates are limited. The candidates 

with higher salaries were more likely to be selected as fellows and less 

likely to have reached higher levels of general moral judgment 

development. In order to reach any firm conclusions, further study 

involving the relationship of moral reasoning to additional demographic 

characteristics of institutional candidates is required. It appears 

reasonable to conclude that these initial findings may partially account 
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for the level of moral judgment development reported for the lower-third 

subgroups of fellows. Further study is again needed to determine the 

institutional candidate characteristics which may be related to the level 

of moral judgment development reported for the lower-third subgroup. 

Implications 

The analyses and conclusions derived from the four dimensions of 

the formal problem statement revealed a number of implications for the 

American Council on Education Fellowship Program, Leadership for 

Higher Education and for future study. These implications are 

interrelated and, therefore, are presented in a format following the 

dimensions of the problem statement. 

Institutional Candidates 

The fellowship program nomination and selection process produces 

a group of institutional candidates who, in terms of moral judgment 

development, have distinguished themselves by reaching the levels of 

development which are recognized as being necessary for becoming a 

successful leader in higher education administration. The processes 

appear to work well and to produce groups of institutional candidates 

who, by the parameters of this study, exhibit the potential for assuming a 

broader or senior leadership role in higher levels of administration. 
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Fellowship Program 

The goals of the fellowship program can be best served by minor 

nomination and selection improvements which will enhance an already 

sound process. 

Future Study 

1. Implications from the conclusions regarding the relationship 

of moral reasoning and demographic characteristics of the institutional 

candidates indicate a need for additional research. Additional 

characteristics and potential variables need to be identified and their 

relationship to moral judgment development studied. 

2. Further study is necessary to determine the nature and the 

significance of the relationship of salary and age to the level of moral 

judgment development in highly educated, adult groups of experienced 

professionals similar to the institutional candidates. 

Institutional Candidates as Fellows and Non-Fellows 

Implications from the analysis and conclusions related to the 

differences between the levels of moral reasoning used by institutional 

candidates as fellows and non-fellows were limited. 

Future Study 

1. The conclusion that salary and years of administration 

experience in higher education were related to candidates' selection as 



192 

fellows indicates that future research should be conducted to confirm this 

finding and to identify other variables that may be factors in the 

selection. 

2. Further study is also required to determine if the variables 

affecting selection contribute to the purpose and goals of the fellowship 

program. 

Impact of Fellowship Program on Fellows 

The impact of the fellowship program revealed implications related 

to the fellows' decreased use of justice concepts and the different 

development patterns between the upper- and lower-third subgroups of 

fellows. If the level of moral judgment development and, in particular, 

the use of justice concepts have the impact on management and 

leadership suggested by previous research (Burns, 1978; Corey, 1992; 

Pastin, 1986), the downward trend of the fellows' utilizer score as they 

moved through the program phases has important implications. Moral 

judgment development and, in particular, the higher use of justice and 

fairness concepts in moral judgment is enhanced by developing an 

increased awareness and broader perspective of the social world and one's 

role in this broader milieu. Implications from the literature indicate that 

an attempt to focus directly on moral judgment and ethical decision 

making by the use of, for example, ethical case studies in higher 

education alone will not have the desired developmental effect. 
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Fellowship Program 

Consideration should, therefore, be given to structuring the 

fellowship experience in the seminars and with the mentors in such a 

manner that the fellows develop an increased awareness and broader 

perspective. 

Future Study 

1. The fellows' decreased use of justice concepts in moral 

judgment suggests that these concepts are replaced by other concepts. 

Therefore, further study is indicated to determine which concepts are 

replacing the concepts of justice and fairness, what the cause may be, 

whether or not this is a beneficial change, and whether these factors can 

be influenced to enhance fellows' development during their participation 

in the program. 

The analysis and conclusions regarding the three subgroups of 

fellows as they progressed through the phases of the fellowship program 

provide important implications for future research and applications 

related to the fellowship program. The program's positive impact on the 

moral judgment development of the upper-third subgroup of fellows 

indicates that the fellowship program requires little, if any, attention. 

This study showed an improvement trend for this subgroup which had 

already demonstrated an exemplary level of moral judgment 

development. The implication is that this subgroup is highly equipped to 
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make an exceptional contribution to leadership and administration in 

higher education and may go on to do so. 

The fellowship program's impact on the middle-third subgroup 

indicates that previously noted minor program adjustments designed to 

enhance the fellows' awareness and broader perspective of the social 

milieu, within which higher education functions may have a positive 

effect on their development. This subgroup appeared to be in a position 

to benefit significantly from such adjustments. The implication is that 

this subgroup is well equipped to make a sound contribution to 

leadership and administration in higher education and may go on to do 

so. The fellowship program's impact on the lower-third subgroup of 

fellows indicates that the program and selection process need attention. 

Fellowship Program 

1. Consideration should be given to whether or not enhancing the 

fellows' level of moral judgment development is a desired objective for 

the fellowship program. 

2. Consideration should be given to a review of the program and 

the selection structure and process in light of the lower-third subgroup's 

performance. 

3. Consideration should also be given to studying how the 

program itself can be adjusted to address and enhance the developmental 

impact of the fellowship experience for the lower-third subgroup. 
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Future Study 

1. Future study dealing with the moral judgment trends of the 

upper- and lower-third subgroups of fellows could provide additional 

information which might be of value in dealing with program redesign 

efforts. 

2. Further research is suggested to determine if other 

characteristics or variables separate the three subgroups of fellows. 

3. A longitudinal study is suggested to determine if candidates in 

the three subgroups went on to make the contributions which this study 

implied they were equipped to make. 



APPENDIX A 

RESUME OF INSTITUTIONAL CANDIDATE 

196 



197 

FORM #2 Return fey Noi-emt*" ;3 ro 
AFP Office 
American Council on Education 
One Dupont Circle 
Washington. D C 20036 

Resume of Institutional Candidate 
1988-89 ACE FELLOWS PROGRAM (AFP) 

AMERICAN COUNCIL ON EDUCATION 
CENTER FOR LEADERSHIP DEVELOPMENT 

<Thts resume and four references (tee Form No. 31 will be the basis for the designation of finalists to be interne wed 
in the selection of ACE Fellows. Please append additional sheets to this resume as required I 

Name of Candidate Age 

Present Title 

Name of Institution 

Office Address 

Telephone ( U 
(Zip Codel 

Home Address Telephone I ) 
(Zip Code) 

raOFBMIOKAL HISTORY: 
(List all your professional positions, beginning with your present position and working back, but for your last 
two positions describe the nature of your responsibilities and list three to five major accomplishments in those 
positions. Use additional paper if necessary.) 

Date of tenure and current academic rank (if applicable) 



198 

PROFESSIONAL HONORS. LISTINGS, AWARDS. AND RESEARCH SUPPORT: 
(List with dates.) 

civic AND COMMUNITY Acnvrrns: 
(List with dates and location, the names of organizations, and leadership posts, if any. 

BACKGROUND: 
(include a brief summary of your background. Information about your family, early education, employment, 
and personal interests may be included.) 
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Please respond to the following items on a separate page attached to your application. Each response should be 
no longer than 500 words; your name should appear on each page. 

1. Explain why you are Interested in the Fellows Program, including a statement on your career aspirations and 
the strengths and weaknesses you win bring to the Program. 

2. Write a response to the mini-case below, indicating: how you would characterize the problem! s} it contains, 
and the response! s) you would suggest. 

You are the Academic Dean of a major private college located in the suburbs of a large city. Your coun-
terpart at a nearby recently-established community college conies to your with a proposal: a number 
of students who are enrolled in his "College Transfer Program" want to take some liberal arts courses, 
and you are better prepared to serve their needs than he la: at the same time, there are students at 
your own college who have expressed interest in taking some vocationally-oriented, career-type courses 
that his institution is already offering. Coukl a cooperative student-exchange program be worked out? 
You are impressed with the notion and after affirmation from your President, propose it to your faculty 
senate. However, they overwhelmingly refect the idea, claiming that such an arrangement would "lower 
the College s academic standards" and impose "remedial" responsibilities upon the faculty. What do you 
say in response to this? Do you have a convincing argument? 
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Personal DftU 

Name 

Tide 
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fieri.-! fry Soiitmbe* 15 to 
AFP OfTicr 
Amencan Counoi on Educanon 
One Dupont CirtJe 
Washington 0 C 20036 

Candidate and Institutional Profile Form 
1988-89 ACE FELLOWS PROGRAM (AFP) 

AMERICAN COUNCIL ON EDUCATION 

. Business Phone 

Institution 

Address 

Home Address 

Social Security No 

Race/£thnlcirv 

. Home Phone 

— Age Sex 

Caucasian Black Hispanic Asian Native American 

Member of the military Ordained clergy 

Highest degree earned and discipline 

Current discipline If other than highest degree earned — -

How did you learn about the Fellows Program? — 

lnsrtfnttonal 1 Control of institution . Public . Private 

Type of institution (please check appropriate category): 
2-year—offers primarily associate degrees and occupational programs. 
Baccalaureate—offers primarily undergraduate degrees. 
Comprehensive—offers baccalaureate degrees and some master's and professional degrees, but lacks doctoral 
programs or offers very few. 
Doctoral/Research—offers doctoral level degrees as well as others: conducts substantial federally-funded 
research. 
Military—Institutions sponsored by the military service. 
Professional—institutions offering specialized degrees only (e.g.. schools of theology, medicine, law. 
engineering). 
Other 

Is your institution a member of the American Council on Education? Yes No 

Is your institution applying for grant support? Yes No 
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AMERICAN COUNCIL ON EDUCATION 

FELLOWS PROGRAM 1988.1989 

Additional Candidate and Institutional Information 

In your completion of the "Candidate and Institutional Profile" form and the "Resume 
of Institutional Nominee" form, you have provided a great deal of information. The 
following will provide additional information valuable to the research being 
conducted. Thank you for your assistance. 

Candidate # Desire personal data and analysis at end of study. 

Name: Business Phone: 

Title: 

Insti tution: 

Address: 

Home Address: 

1. How long have you been involved in higher education administration? 

Less than 1 year 

1 to 3 yean 

4 to 7 years 

8 to 10 yean 

U to 15 yean 

16 to 20 years 

More than 20 years 
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The institution of higher education in which you are presently working has 
an enrollment of _ _ _ _ _ _ _ _ students. 

The institution of higher education in which you last worked had an 
enrollment of students. 

My marital status is: 

Single 

Married 

Separated, Widowed or Divorced 

I have: 

No children 

One child 

Two children 

Three or more children 

My present salary range is: 

Less than $25,000 _ 
25,00! 
30,001 
35,001 
40,001 
45,001 
50,001 
55,001 
60,001 
65,001 

30,000 
35,000 
40,000 
45,000 
50,000 
55,000 
60,000 
65,000 
70,000 

More than $70,000 

How important is sound moral judgment to effective administration in higher 
education? (Please circle one choice only) 

Very 
Unimportant 

1 

Neutral 

3 

Very 
Impor tant 
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On the following scale, how do you rate your dominant leadership style? 
(Please circle one choice only) 

1 2 3 4 5 

Autocratic Consultative Participative Democratic Laissez-faire 

Autocratic: makes decisions and announces decisions 
Consultative: seeks ideas before deciding 
Participative: asks for recommendations when making a decision 
Democratic: group makes decisions - 1 person, 1 vote 
Laissez-faire: abdicates role - lets others make the decisions 

8. Nature of your present position: 

Full-time faculty, no administration 

Full-time faculty and department chair 

Part-time faculty/part-time administration (e.g. Major Division 
Head, AsstVAssoc. Dean or Department Chair/Division Head 
with teaching responsibilities) 

Full-time administration (including full-time acting position) 
(If your administrative appointment is considered full-time and 
you also have a small teaching component, please check here) 

Other (e.g. Research Associate, Graduate Student, etc.) 

9. Your perception of the amount of academic administrative experience you 
have had is: (Please circle one choice only) 

None A Moderate Amount A Substantial Amount 

1 2 3 '4 5 
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IMSTBDCTION BOOKLET 

DIT 
DEFIKING ISSUES TEST 
Univers i ty of Minnesota 
Copyright, James Rest 
All Rights Reserved, 1979 

Opinions about Socia l Problems 

The purpose of t h i s ques t ionna i re i s to help us understand how people 
think about soc ia l problems* D i f f e r e n t people have d i f f e r e n t opinions about 
ques t ions of r i g h t and wrong* There a re no " r i g h t " answers to such problems 
in the way tha t math problems have r i g h t answers* We would l ike you to t e l l 
us what you think about severa l problem s t o r i e s . 

You w i l l be asked to read a s to ry from th i s booklet . Then you w i l l be 
asked to mark your answers on a separa te answer sheet . More d e t a i l s about 
how to do t h i s w i l l follow* But i t i s impor tan t tha t you f i l l in your 
answers on the answer sheet with a #2 penc i l . Please make sure tha t your 
mark completely f i l l s the l i t t l e c l r c l e y t h a t the mark i s dark, and tha t any 
e r a su re s t h a t you make are cos^ l e t e ly c l ean . 

The I d e n t i f i c a t i o n Number a t the top of the answer sheet may a l ready 
be f i l l e d in when you receive your m a t e r i a l s . If not , you w i l l rece ive 
s p e c i a l i n s t r u c t i o n s about how to f i l l in t h a t number. 

In t h i s ques t ionnai re you w i l l be aaked to read a s tory and then to 
p lace marks on the answer sheet . In order to i l l u s t r a t e how we would l ike 
you to do t h i s , consider the fo l lowing s t o r y : 

VKAK M M D t n c a 

Fremk JOMI has toes thlmklmf mbomt fcmyiag a car . He i s 
• t r r l t i i hms two small e U M t e s t a d mares mm average lacoet* 
The c a r he toys w i l l be h i s f a m i l y ' s amiy c a r . I t w i l l be used 
most ly to gmt to work sad i r i v t a r e a d tore, bmt sometimes f o r 
•meatiam t r i p s a l s o , Im t ry ing to decide what ea r to bay, f r e a k 
J mams rmalisad t h a t there ware a l o t of ques t ions to e o a s i t a r . 
For i a s t a a c e , shorn id he bay m l a r g e r meed ca r or s s s w l l e r amv 
e a r f a r mfeaat the aaae mammat of amamy? Other qses t ioa i 
t o h la« 

Ue note tha t th i s i s not r e a l l y a soc i a l problem, but i t w i l l 
i l l u s t r a t e our ins t ruc t ions* Af t e r you read a s tory you w i l l then turn to 
the answer sheet to f ind the sec t ion tha t corresponds to the s tory . But in 
t h i s sample s to ry , we presen t the ques t ions below (along with some sample 
answers) . Note that a l l your answers w i l l be marked on the separa te answer 
shee t . 
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F i r s t , on the answer sheet f o r each s to ry you w i l l be asked to Ind ica te 
your recoaaenda t ion for what a person should do. If you tend to favor one 
a c t i o n or another (even If you a re not c o a p l e t e l y sure) , Ind ica te which one. 
If you do not favor e i t h e r a c t i o n , aark the c i r c l e by "can ' t decide." 

Second, read each of the l t e a s numbered I to 12. Think of the Issue 
t h a t the l t e a la r a i s i n g . If t h a t Issue I s l a p o r t a n t in asking a dec i s ion , 
one way or the o the r , then aark the c i r c l e by "great ." If t h a t i ssue i s 
no t l a p o r t a n t or doesn' t aake sense to you, aa rk "no." if the i ssue i s 
r e l e v a n t but not c r i t i c a l , aa rk "auch," " soae , " or " l i t t l e " --depending on 
how auch l apor tance tha t Issue has in your opinion. You aay aa rk severa l 
l t e a s a s "grea t" (or any other l eve l of l apor tance) - • there Is no f ixed 
nunber of l t e a s tha t a u s t be aarked a t any oae l eve l . 

Thi rd , a f t e r you have aade your aa rks along the l e f t hand s ide of each 
of the 12 l t a a s , then a t the b o t t o a you w i l l be asked to choose the l t e a 
t ha t i s the a o s t l a p o r t a n t cons ide ra t ion out of a l l the l t e a s p r in t ed 
there . Pick f r o a aaoag the l t e a s provided even i f you think t h a t none of 
the l t e a s are of "grea t" l apo r t ance . Of the l t e a s tha t a re presented there , 
pick oae as the a o s t l a p o r t a n t ( r e l a t i v e to the o the r s ) , then the second 
a o s t l a p o r t a n t , t h i r d , and f o u r t h a o s t l a p o r t a n t . 

t 

FRANK AND THE CAR: # buy new car 0 c a n ' t decide 0 buy used car 

Grea t Soae Mo 
Much L i t t l e 

0 0 0 0 9 1. Whether the ea r dea l e r was In the saae block as where 
Prank l i v e s . 

• 0 0 0 0 2. Would a used car be aore econoaica l in the long run 
than a new c a r . 

0 0 # 0 0 3 . Whether the co lo r was groan, Frank ' s f a v o r i t e c o l o r . 
0 0 0 0 £ 4 . Whether the cubic inch d l sp laceaen t was a t l e a s t 200. 
# 0 0 0 0 5 . Would a l a r g e , rooay car be be t t e r than a coapact c a r . 
0 0 0 0 9 6 . Whether the f r o a t c o n n i b i l l e a were d i f f e r e n t i a l . 

Most l a p o r t a n t l t e a 
Second a o s t l a p o r t a n t 
Third a o s t l a p o r t a n t 
Fourth a o s t l a p o r t a n t 

1 2 3 4 5 6 7 8 9 10 11 12 

0 0 0 0 • 0 0 0 0 0 0 0 
0 • 0 0 0 0 0 0 0 0 0 0 
0 0 • 0 0 0 0 0 0 0 0 0 
• 0 6 0 0 0 0 0 0 0 0 0 

Note t ha t in our saap le responses , the f i r s t l t e a was considered 
i r r e l e v a n t ; the second l t e a was considered as a c r i t i c a l Issue in asking a 
dec i s ion ; the th i rd i t e a was considered of only aodera te l apo r t ance ; the 
f o u r t h i t e a was not c l ea r to the person responding whether 200 was good or 
no t , so i t was aarked "no"; the f i f t h l t * a was a l s o of c r i t i c a l l apo r t ance ; 
and the s i x t h item d i d n ' t make any sense , so i t was aarked "no". 

Note t ha t the a o s t impor tan t l t e a coaes f r o a one of the l t e a s marked on 
the f a r l e f t hand side. In deciding between item 02 and #5, a person should 
reread these l t e a s , then put one of then as the a o s t l a p o r t a n t , and the 
o the r item as second, e t c . 
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Here la tha f l r a t atory for your conaide ration. Raad tha atory and 
than t u n to tha aaparata anawer abaat to nark your raapooaaa. Aftar 
f i l l i n g in tha four aost Important l t ea s for the atory, ratura to thia 
booklet to raad tba aaxt atory. Plaaae raaaabar to f i l l io tba e l re la 
coapletely, aaka dark aarka, and coaplataly araaa a l l corraetioaa. 

la Europa a woaaa waa naar daatb f roa a apaeial kind of caacar. Thara 
waa ooa drug that doctor* thought Bight aava bar. It waa a for a of radlua 
that a drugglat la tba aaaa town had racaatly dlacovered. Tha drug waa 
expensive to aaka, but tba drugglat waa charging tan tia*a what tha drug 
coat to aaka. Ha paid $200 for tha radlua and chargad $2,000 for a aaa l l 
doaa of tba drug. Tha alek woaaa'a huabaad, Heinz, want to everyone ha kaaw 
to borrow tba aoaay, but ha could oaly gat togathar about $1,000, which la 
half of what I t coat. Ha told tba drugglat that hla wlfa waa dying, and 
aakad hla to aol l I t chaapar or l a t hla pay la tar. But tba drugglat aald, 
"No, I dlaeovarad tba drug aad I ' a going to aaka aoaoy f roa i t . " So Main* 
got daaparata aad bagaa to think about braaklng into tba aaa'a atora to 
ataal tba drug for hla wlfa. Should Halas ataal tha drug? 

A aaa had baan aantaacad to prlaoa for 10 yaara. Aftar ona yaar, 
howavar, ha aacapad f roa prison, aovad to a aaw araa of tba country, and 
took on tba naaa of Tboapaoa. For aight yaara ha workad bard, and 
gradually ha aavad aaough aoaay to buy his own buainaaa. Ha waa f a i r to hla 
eustoaars, gave hla aaployaaa top wagaa, and gara aoat of hla own prof l t a 
to charity. Than ona day, Hra. Joaaa, aa old aalghbor, racognlsad hla aa 
tha aaa who bad aacapad froa prlaoa aight yaara bafora, aad whoa tba polica 
bad baan looking for . Should Hra. Joaaa rnport Hr. Tboapaoa to tba polica 
aad hava hla aaat back to prlaon? 

Ha 
Frad, a aanlor in high achool, wantod to publlah a aiaaograpbad 

nawapapar for atudaata ao that ba could axpraaa aaay of hla opinlona. 
wan tad to apaak out agalnat tha uaa of tba a i l l t a r y in international 
diaputaa and to apaak out agalnat aoaa of tba achool'a rulaa, lika tba rula 
forblddiag boys to waar loag hair. 

Vban Frad s t a r tad his aawapapar, ha aakad hla prlaclpal for peralaaioa. 
Tha prlaclpal aald i t would ba a l l r ight If bafora ovary publication Frad 
would turn in a l l hla a r t l c laa for tha prlncipal 'a approval. Frad agraad 
and turoad in aavaral a r t l c laa for approval. Tha principal approvad a l l of 
thaa aad Frad publlahad two laauaa of tha papar In tha next two waaka. 

But tha principal had not expected that Frad'a nawapapar would racalva 
ao auch at tent ion. Studaats wara so axel tad by tba papar that they began 
to organise pro tes t ! agalnat tha hair regulation and other achool rulaa. 
Angry paranta objected to Frad'a opinlona. Thay phoned the principal 
te l l ing hla that tha newapapar was unpatr iot ic and ahould not ba publlahad. 
As a raaul t of tha r is ing axelteaent, the principal ordered Fred to stop 
publishing. He gave as a reason that Frad'a ac t i v l t i e a ware disruptive to 
the operation of tha aehool. Should tha principal atop the newapaper7 
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DOCTOR'S 01 
A Lady was dying of cancer which coald not ba cured aod aha had only 

about s ix ratki to U n . Sha waa la t e r r i b l e pela, but aha was ao weak 
that a good doaa of pa in -k i l l e r Ilka norphlna would Bake bar dla aooner. 
Sha waa dal l r loua aad e l aoa t erasy with pala, and la hat eala periods, aha 
would aak tha doctor to give bar aaough aorphlaa to kill har. Sha aald 
aha couldn't ataod tha pals aad that aha waa golag to dla In a faw aontha 
anyway. Should tha doctor glva har an overdose of aorphlaa that would 
aaka har dla? 

Mr. Webster waa tha owaar aad aaaagar of a gaa s ta t ion. Ha waatad to 
hlra anothar aachaalc to balp h la , but good aochaalca wara hard to f iad . 
Tha only paraon ha found who aaaaod to ba a good aoehanle waa Mr. Laa, but 
ha waa Chinaaa. Whlla Mr. Uabatar h iaaalf d lda ' t have aaything agalaat 
Orientals , to was a f r a i d to hlra Mr. Laa baeauaa aany of hla cuatoaara 
dlda ' t l ika Orlaatala . Hla cuatoaara a igh t taka t t a l r bualaaaa alaawhara If 
Nr. Laa waa work&ag la tha gaa a t a t l o a . 

Vban Mr. Laa aakad Mr. Uabatar If ha could heve tha job, Mr. Wabatar 
aald tha t ha had already hlrad aoaabody e lse . But Mr. Uabatar r aa l ly had 
aot hlrad anybody, baeauaa ha could a c t f iad anybody who waa a good aachaalc 
baaldaa Mr. Laa. Should Mr. Uabatar hava hlrad Nr. Laa? 

Back la tha 1960a a t Harvard Oalveralty there waa a atudeat group 
cal led Stndenta f a r a Deaocratic Society (SDS). SOS students were ega iaa t 
the war la Viet Man, aad were agalaat tha a ray t ra la lag prograa (BOTC) tha t 
helped to aaad aea to f i g h t l a ? l a t Maa. Uhlle the war waa a t l l l golag aa, 
the SOS atudenta deaaaded that Harvard aad the a ray ROTC prograa aa a 
ualvara l ty coarse. This would aeaa tha t Harvard atadeat t could aot get aray 
t r a l a l ag aa pa r t of the i r regular courae work ead aot get c r ed i t for I t 
towarda the i r degree. 

Harvard profeaeora agreed with the SDS atadeata. Tha profeaaora voted 
to ead tha BOTC prograa aa a ualvaral ty coarse. But tha Prealdeat of the 
Oalveralty took a d l f f e r e a t view. He atated that the eray prograa ehould 
atay oa caapua aa a coarse. 

The SDS atadeata f e l t that the Prealdeat of tha Oalveralty was aot 
golag to pay a t t a a t l o a to the vote o f the profeeeora, aad waa golag to keep 
the BOTC prograa as a courae ea caapua. The SDS atudeata then aarchad to 
tha ualvera l ty 'e e d a l a l a t r a t l e a building aad told everyoae elae to got out. 
They eald they were taklag ever the building to force Harvard's Prealdent to 
get rid of the aray BOTC prograa oa caapua for c red i t as a courae. 

Uere the atudeata r igh t to take over the ada l a l a t r a t l oa building? 

Plaaaa aaka aura that a l l your aarka are dark, f i l l tha c l rc lea , and that 
a l l eraaurea are clean. 

TOO. 
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DEFINING ISSUES TEST 
University of Minnesota 
Copyright, James Rest 
All Rights Reserved, 1979 

IDENTIFICATION NUMBER 

0 © © © ® ® © © © ©®©®©0©®® 
o©©®©®©©© 
©©©©©©©©© 

///. /*° HEINZ AND THE DRUG: O Should Steal O Can't Decide O Should not steal 

0 0 0 0 0 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 

1. Whether a community'* tow* are going to be upheld. 
2. Isn't it only natural for a loving husband to car* so much for his wife that he'd steal? 
3. la Heinz willing to risk getting shot as a burglar or going to jail for the chance that stealing 

the drug might help? 
4. Whether Heinz is a professional wrestler, or has considerable influence with professional 

wrestlers. 
5. Whether Heinz is stealing for himaetf or doing this aolaly to help someone else. 
6. Whether the druggist's rights to hie invention have to be reapected. 
7. Whether the essence of living is more encompassing than the termination of dying, socially 

and individually. 
8. What values are going to be the basis for governing how people act towards each other. 
9. Whether the druggist is going to be allowed to hide behind a worthless law which only 

protects the rich anyhow. 
10. Whether the law in this case is getting in the way of the most basic daim of any member 

of society. 
11. Whether the druggist deserves to be robbed for being so grsedy and cruel. 
12. Would stealing in such a case bring about more total good for the whole society or not. 

Most important Hem © ® ® ® © ® 0 ® ® ® ® ® 
Second most important © ® ® ® ® © © © ® ® © © 
Third most important © ® ® ® © © © ® ® ® ® @ 
Fourth most important © ® ® ® © ® © ® ® ® ® ® 

///. if ESCAPED PRISONER: O Should report him O Can't decide O Should not report him • • 

OOOOO 1. Hasn't Mr. Thompson been good enough for such a long time to prove he isn't a bad person? 
OOOOO 2. Everytime someone escapes punishment for a crime, doesn't that just encourage more crime? 
OOOOO 3. Wouldn't we be better off without prisons and the oppression of our legal system? 
OOOOO 4. Has Mr. Thompson really paid his debt to society? 
OOOOO 5. Would society be failing what Mr. Thompson should fairly expect? 
O O O O O 6. What benefits would prisons be apart from society, especially for a charitable man? 
OOOOO 7. How could anyone be so cruel and heartless as to send Mr. Thompson to prison? 
OOOOO 8. Would it be fair to all the prisoners who hed to serve out their full sentences if Mr. Thompson 

was let off? 
OOOOO 9. Was Mrs. Jones a good friend off Mr. Thompson? 
OOOOO 10. Wouldn't it be a citizen's duty to report an escaped criminal, regardless of the 

circumstances? 
OOOOO 11. How would the will of the people and the public good best be served? 
OOOOO 12. Would going to prison do any good for Mr. Thompson or protect anybody? 

Most important item ® ® © ® ® ® © © ® © © © 
Second most important © ® ® ® ® ® © ® © @ © © 
Third most important © ® © © ® ® ® © ® ® © @ 
Fourth most important © ® ® ® ® ® © © © © © © 

IOBORIOOOI 
I U A S C D O N O T W O T F M V M S B O X 

IBOBOOBOOOOOO 154731 

r̂inteo If I S* *CS T ram-OCT H: M*1FC "MS* 1C 
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////# 
• • O O O O O 1. 
ooooo 2. 

— ooooo 3. 
ooooo 4. 

I ooooo s. 
" • ooooo 6. 

I ooooo 7. 
Mi ooooo 8. 
ooooo 9. 

I ooooo 10. 
" * ooooo 11. 

I ooooo 12. 

NEWSPAPER: O Should stop it O Can't decide O Should not stop it 

Is the principal more responsible to students or to parents? 
Did the principal give his word that the newspaper could be published for a long time, or did 
he just promise to approve the newspaper one issue at a time? 
Would the students start protesting even more if the principal stopped the newspaper? 
When the.wetfare of the school is threatened, does the principal have the right to give 
orders to students? 
Does the principal have the freedom of speech to say "no" in this case? 
If the principal stopped the newspaper would he be preventing full discussion of important 

Whether the principal's order would make Fred lose faith in the principal. 
Whether Fred was really loyal to his school and patriotic to his country. 
What effect would stopping the paper have on the student's education in critical thinking 
and judgment? 
Whether Fred was in any way violating the rights of others in publishing his own opinions. 
Whether the principal should be influenced by some angry parents when it is the principal 
that knows best what is going on in the school. 
Whether Fred was using the newspaper to stir up hetred and discontent 

•Third most 
•Fourth most 

®®®®®®®®®®®@ 
®®®®®®®®®®@® 
®®®®®®®®®®@® 
®®®®®®®®®®@® 

////* 
o o o o o 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 
ooooo 

DOCTOR'S DILEMMA: OHe should give the lady an 
overdose tnat will make her die 

O Can't decide O Should not give 
the overdose 

1. Whether the woman's family is in favor of giving her the overdose or not 
2. Is the doctor obligated by the same laws as everybody else If giving an overdose would be 

the same as killing her. 
3. Whether people would be much better off without society regimenting their lives and even 

their deaths. 
4. Whether the doctor could make it appear like an accident 
5. Does the state have the right to force continued existence on those who don't want to live. 
6. What is the value of death prior to society's perspective on personal values. 
7. Whether the doctor has sympathy for the woman's suffering or cares more about what 

society might think. 
8. Is helping to end another's life ever a responsible act of cooperation. 
9. Whether only God should decide when a person's life should end. 

10. What values the doctor has set for himself in his own personal code of behavior. 
11. Can society afford to let everybody end their lives when they want to. 
12. Can society allow suicides or mercy killing and still protect the lives of individuals who want 

want to live. 

o®®®®®®®®®@® 
• Second most important © ® ® ® ® ® ® ® ® ® @ ® 
• Third most important O ® ® ® ® ® ® ® ® ® ® ® 
• fourth most important Q ® ® ® ® ® ® ® ® @ ® @ 

W H I W O - T H I S A R E A 
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% 

^ £ 
0 0 0 0 0 ooooo ooooo 

WEBSTER: O Should have hired Mr. Lee O Can't decide O Should not have hired him 

1. Does the owner of a business have the right to make his own business decisions or not? 
2. Whether there is a law that forbids racial discrimination in hiring for jobs. 
3. Whether Mr. Webster is prejudiced against orientals himself or whether he means nothing 

personal in refusing the job. 
O O O O O 4. Whether hiring a good mechanic or paying attention to his customers' wishes would be best 

for his business. 
O O O O O 5. What individual differences ought to be relevant in deciding how society's rules are filled? 
O O O O O 6. Whether the greedy and competitive capitalistic system ought to be completely abandoned. 
O O O O O 7. Do a majority of people in Mr. Webster's society feel like his customers or are a majority 

against prejudice? 
O O O O O 8. Whether hiring capable men like Mr. Lee would use talents that would otherwise be lost to 

OOOOO 
OOOOO 

OOOOO 
OOOOO 

9. 
10. 

11. 
12. 

Would refusing the job to Mr. Lee be consistent with Mr. Webster's own moral beliefs? 
Could Mr. Webster be so hard-hearted as to refuse the job, knowing how much it means to 
Mr. Lee? 
Whether the Christian commandment to love your fellow man applies to this case. 
If someone's in need, shouldn't he be helped regardless of what you get back from him? 

Most important hem © ® ® © ® ® © © ® ® © @ 
Second moat important © ® ® © © © © ® ® ® ® ® 
Third most important 0 ® ® ® ® ® ® ® ® ® ® ® 
Fourth most important © ® © © © ® © ® ® ® ® @ 

////# 
OOOOO 1. 

STUDENTS: OTake it over OCan't decide ONot take it over 

ooopo ooooo ooooo ooooo 
OOOOO 6, 
OOOOO 7, 
OOOOO 8 
OOOOO 9 

OOOOO 10. 

OOOOO 11. 
OOOOO 12. 

Are the students doing this to really help other people or are they doing it just for kicks. 
Do the students have any right to take over property that doesn't belong to them. 
Do the students realize that they might be arrested and fined, end even expelled from school. 
Would taking over the building in the long run benefit more people to a greater extent. 
Whether the president stayed within the limits of his authority in ignoring the faculty vote. 
Will the takeover anger the public and give all students a bad name. 
Is taking over a building consistent with principles of justice. 
Would allowing one student take-over encourage many other student take-overs. 
Did the president bring this misunderstanding on himself by being so unreasonable and 
uncooperative. 
Whether running the university ought to be in the hands of a few administrators or in the 
hands of all the people. 
Are the students following principles which they believe ere above the law. 
Whether or not university decisions ought to be respected by students. 

Most important itam O © © © ® ® ® ® ® ® © ® 
Second most important © ® © © ® ® © © ® ® © ® 
Third most important © ® ® © © © © ® ® ® © © 
Fourth most important © ® ® © ® ® ® ® ® ® © @ 

PLEASE DO NOT WRITE IN THIS AREA 
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^ 
DILEMMA *7: QPro O Can't decide OCon 

'10. 
111. 
12. 

Most important ittm 
Second most importer 
Third most important 
Fourth moat in 

® ® ® ® ® ® ® ® ® ® © ® 
®®®®®®®®®®@® 
©®®®®®®®®@®@ 
O®®®®®®®®®©® 

- / / / / # O M M M . . * OPro OCan't decide OCon 

>10. 
n i . 

12. 

Most important itam © ® ® ® © ® ® ® ® ® © @ 
Second moat important © ® ® ® ® ® © ® ® ® © ® 
Third moat important ® ® ® ® ® ® ® ® ® @ ® @ 
Fourth moat important © ® ® © ® ® ® ® ® © © ® 

loaoaaooo 
fieam do mt want a» rtm aox 
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