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are eloser to Piaget's view lhan to Durkheim's. For a furLher discu:.
ion of the relationship between individuals and insLitutions see also 

Lavoi and Culbert (1978), Spence (1981), as weil as several chapter 
in Lhis volume. 

Social SeLection 

A number of results from research in moral psychology allow lh 
interpretation that the development of moral judgment is also bound 
up with processes of social selection, and that lhe environment 
determines through seJection which forms of judgment are to be 
found within iL. Kohlberg (1958) showed that children with a higher 
level of moral judgment were preferred by their friends (p. 75). 
Findings such as these are considered, for the most part, as proof of 
the causal significance of sodal participation in the process of moral 
development. This relationship, however, can also indicate the oppo
ite causaI relationship, that is, that the possibility for participation 

depends on the moral developmeDt. If this holds true, the seleetion 
(other or self) organized according to Lhe individual sLaLe of devel
opment has far-reaching consequences for the constitution of sodety 
and changes within it. 

Selection processes apparently playa remarkable role-be it a posi
tive or negative one-in individual as well as social developmem. 

tudies have shown that the state of a child's moral development ha 
tittle influence on mere participation in social activities. BUl it 
ignificance is relaled to sodal prestige in the eyes of c1assmates and 

teachers (Keasey, 1971). Furrhermore, teachers are quite capable of 
estimating the moral level of their pupils (Kohlberg, 1969, p. 394' 
Peck & Havighurst, 1962, p. 183). What consequences this has for 
the person upon whom judgment has been passed is difficult to Lell. 
Some studies show that chHdren tend to choose as their leader 
persons showing a comparatively high moral stage (Keasey, 1971; 
Peck & Havighurst, 1962, p. 198). This finding coincides with the 
idea that "leader positions require ... 'rules and justice' forms of 
role-taking" (Kohlberg, 1969, p. 399). The hjgher the social position 
of an individual, the more he is objectively responsible for decisions 
in society and "the more he must take the roles of others in it" (p. 
399). 

odal selection along moral lines seems also to be involved in 
admission policy at the level of large sodal institutions. PorteIe (in 
this volume) has found that there is a elose relationship between the 
tandardization of fields of studv and the moral consciousness of 
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academics. In our studie we found that thi relation i n t due only 
to univ r ity ocialization' these differences exist in part even befor 
people enter the univer ity. Likewi ,th difference in moral judg
ment competence among oldier, officer , and con cientiou obj c
tor seem to be linked only partly to th effect of lh ir ocial nvi
ronmene. In part the difference exi t even berore lhey nter into 
the e environment (Lind, 1984a' see also Lippen. 1981). In an 
cae, important question are hinted at that conc rn th working 
together of ocialization and selection proces e . 

CO CLU 10 

After enjoying a euphoric and uncritical initial reception the theory 
of cognitive development, as formulat d by Jean Piaget and 
Lawrence Kohlberg, ha in recent year come up again t oppo ition 
of an oft n undifferentiated and irrational nature. Especially in 
Kohlb rg s work-typical of new, creativ r earch paradi m -ther 
are more than a few contradiclion and inaccuracies that offer crili 
abundant point of altack. 

The analysi pre ented here of the ba ic a umption in cogniti e
developmental theory and of the current finding to date how that 
we are concerned with an approach which hould in fact, be taken 
eriou Iy. In everal r p Cl the tendency to immunize th theory 

ha been rightly criticized. We do not, however ee any ciemifi 
rea n that would ju tify referring lO th cogniti e-de elopmemal 
approach a a ~degenerating r arch program" or a a terile 
approach. On the contrary. a the body of accumulated mpirical 
research hows, the cognitive-d velopmenta] approach ha ver infor
mative hypoth e al its center lhat are-with om xception 
verifiable and verified. Ther fore, we hould regard th cogniti e
developmemal appr ach on ehe whole a a very Wcourageou 
speculation" wh ich has pro ed to be of great ignificance for prog
re in moral psychology, v n in the areas wh re it fail . 

he mo t important innovation of the cogniti -d elopmental 
theory, in rny view, i of a conceptual natur. It render the conc pt 
of behavior more p ychological by recour e to its affective and 
cognitive qualities, and it render th cognitive asp ct of moral judg
menl a abI in practice. 1 iew as it c re a umption a cognili e
af~ ctive paralleli m in th developmenl of moral lhought and 
action which presuppo e a two-dimen ional model of developm nt. 
The differentiation of lhe developmemal model into lwo dirnen ion 
or aspects hould, howev r, be trictly di tingui hed from a bifurca
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tion of cognitive-moral development, in which both aspects are 
conceived of (and operationalized) as separate faculties of mind. 
Moral content and moral stTucture are not composed of insulated 
behavioral aets which are accessible in an isolated state. Instead they 
are, as the concept of structural wholeness indicates, characteristic 
of a behavioral totality and thus have to be dealt with as an insepa
rable entity. 

he methodological and pedagogical consequences of this theory 
have hitherto not received the attention they deserve. Two such 
consequences seem especially noteworthy. First, in the field of moral 
psychology we have to think about a new psychometrics which take 
into account simultaneously both the affective and the cognitiv 
aspeets of behavior rather than interpreting cognitive characteristic 
as "errors" of the measurement instrument. We have dealt with tbi 
elsewhere in this volume, as weil as in Lind (1982b; 1985e). Second, 
in th<:; field of education, tbe distinctiol1 of the rwo aspects may help 
us better understand the cognitive nature of wühin-stage develop
ment and the best ways to foster this. Although modern pedagogy 
wants to refrain from the indoctrination of moral contents, it is seen 
to be responsible for stimulating the cognitive aspect of moral 
growth, that is, for the development of integrated and differentiated 
judgment. 

OTE 

1.	 See also Moers (1930), who stated that behavior "becomes good or 
bad only through its motivation" (p. 441), because "the act that is 
without real insight and conforms to ethieal norms only because of 
chance evems in one's education or adaptation is not yel a truly good 
aCl" (p. 440). Similarly, Hartshorne and May (1928) postulated that 
"the essence of an act is its pretense" (p. 101), lhough this remained a 
play on words which had no real consequences for their research 
methods. 

2.	 Piaget is exempted from this critique by Pillel and Mendelsohn 
(1966). Kohlberg's work was nOl included. 

3.	 See Habermas, 1976a; Schluchter, 1979; Hartmann, in lhis volume. 
4.	 For an overview and critical evaluation of recent moral judgment 

research we refer primarily to Bergling, 1981; Benram, 1980; Blasi, 
1983; Broughton, 1978; Colby et al., 1983; Eckensberger, 1983; 
Habermas, in chis volume; Kohlberg et al., 1983; Lempen, 1982' 
Ponele, 1978; Rest, 1979a. 

5.	 Piaget's approach to the relationship of morality and environment 
has been revived by Bertram, in this volume, and Oser, 1981b. 
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6.	 See, above all, the complex ·spiral model" by Eckensberger (1984; 
al 0 Eckensberger & Reinsha en, 1980), the "two-factor model" by 
Nisan (1984), and the two-component model by Lempert (1982). I 
cannot di cus the e phi Li ated model as extensively a they 
deserve, but I houJd mention my concern that they al 0 tend LO 

multiply entitie and thu to iew content and tructure-affect and 
cognition-as parat things ratber than a two aspect of one and 
th ame behavior (se also Lind, 1985e). 

7.	 "Factor analysis indicate a ingle . tage' factor cuning acros aB 
moral situation and all aspects of morality n whicb the individual i 
a 'essed" (KohJb rg, 1971b, p. 177). ee also Kohlberg, 1958. pp. 11, 
338; 1969, pp. 368, 389; 1976, p. 47' 1979, p. 21; Rest, 1979a, pp. 
50-51. 

8.	 Kohlberg, 1958, p. 104' 1969, p. 387' 1979, p. 21; uriel, 1969' 
R st, 1973. 

9.	 Piaget, 1976, pp. 69-76, 1977; Koblberg, 1969, p. 348. 
10.	 ee also Kohlberg, 1969, p. 434' 1971b, p. 186' Piaget, 1977; Lind 

1985e. 




