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Human development has always been an area which attracted the attention of many 

educationists and educational psychologists as it has great impact on education and 

teaching training. A wealth of research has been conducted from various angles and 

perspectives in these areas of educational interests. The present study also aimed to 

investigate care and justice orientations among university students to test Gilligan’s 

theory in order to find out difference in care and justice orientations of male and female 

students. 
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Research increasingly suggests that there are limitations to Kohlberg's theory of moral 

development. Gilligan, in particular, has observed that Kohlberg's theory considers 

abstract principled reasoning as the highest level of moral judgment, and penalizes those 

who focus on the interpersonal ramifications of a moral decision. Gilligan calls these 

orientations as justice and care orientations. She asserted that a woman's sense of moral 

development came from connections to other people, rather than separation from them. 

Her purpose was to find a second dimension for female moral reasoning by showing that 

previous studies were done predominately with males in mind. 

The present study therefore sought to test her theory in Pakistan by using   the Moral 

Justification Scale, developed by Baker and Roll (2000), an objective measure of both 

orientations. The objectives of the study were to measure the care and justice orientations 

among university students and to compare male and female students on both orientations 

in order to test Gilligan’s theory. It was hypothesized that there was no significant 

difference between mean care orientation and justice orientation scores of male and 

female students of the university and there was no significant difference between mean 

justice orientation scores of male and female students.The population of the study 

consisted of the 1300 students (566 male and 734 female) of University of Wah 

(Pakistan). A sample of 100 students, 50 male and 50 female students, was randomly 

selected as a sample from the students willing to participate in the study. The Moral 

Justification Scale was adapted according to Pakistani culture and individually 

administered on university students who were asked to read each dilemma carefully and 

respond to the statements given at the end of each dilemma. 
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The collected data were scored, and the groups were compared by using the statistical 

techniques of mean, standard deviation, coefficient of variation, degree of overlapping 

and t-test. The level of significance for testing the null hypotheses was preset at .05. 

The study results showed that female students as whole were more care oriented than 

male students while both genders did not clearly differ on justice orientation. The 

evidence from this psychological research has shown that females were more likely to 

appeal to principles of care when examining the moral imperative when determining what 

one ought to do. Though, both males and female used the ethic of justice and care; 

females were found to view the interpersonal issues of a situation as more important.  

Male students, on the average, were not found to be that much justice oriented in their 

moral judgments, as females were inclined toward care orientation. However, 14 % male 

students were ahead of average girl students in care orientation. The study thus partially 

supports Gilligan’s theory. 
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CHAPTER 1 

INTRODUCTION 

Teaching reflects the values and social philosophy of the larger society. Teaching 

requires improvisation, spontaneity, style, pace, rhythm, and appropriateness to meet the 

challenges of the job. Teachers must be able to help students to think for themselves, to 

act independently and collaborate with others, and render critical judgments.  

Human development carries a wider and more comprehensive meaning. It implies 

the overall changes occurring in both the quantitative (increase in size, length, height and 

weight) as well as the qualitative (physical, mental, social, moral or any other) aspects. 

Human development is divided into three domains: (1) physical, (2) cognitive 

development, and (3) emotional and social development. These domains are not really 

distinct; they form an integrated whole. 

Moral development is regarded as a matter of internalization: adopting societal 

standards for right actions as one’s own. Morality moves from society to individual, 

children acquire norms, or prescriptions for good conduct, widely held by members of 

their social group. The determinants of morality can be found at both societal and 

individual levels. In all cultures , morality is promoted by an overarching social 

organization that specifies rules for good conduct. Moral individuals do not just do the 

right thing for the sake of social conformity or the expectations of authority figures. 

Instead, they have developed compassionate concerns and ideals of good conduct, which 

they follow in  a vide variety of situations (Berk, 2007). 
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 Morality has roots in each major aspect of psychological makeup: 

 Morality has an emotional competent 

Since powerful feelings cause us to empathize with another’s distress or feel 

guilty when we are the cause of that distress. 

 Morality has a cognitive component 

Children’s developing social understanding permits them to make more profound 

judgments about actions they believe to be right or wrong. 

 Morality has behavioural component 

Experiencing morally relevant thoughts and feelings only increases the likelihood, 

but does not guarantee, that people will accord with them. 

Traditionally, these three facets of morality have been studied separately: 

Biological and psychoanalytic theories focus on emotions, cognitive –developmental 

theory on moral thought, and social learning theory on moral behaviour. A growing body 

of research has revealed that all three facets are interrelated. Biological theories of human 

social behaviour suggested that many morally relevant behaviours and emotions have 

roots in our revolutionary history.  Biological   perspective reminds us of morality’s 

adaptive value because the capacity to serve the self’s needs, present in early humans 

along with other highly social species, have evolved a brain-based moral substrate that 
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counteracts self-centered motives and promotes concerns for others ( de Wall, 1996) 

Current psychoanalytic theorists believe that superego that children  build from parental 

teaching consists not just of prohibitions, or “don’ts” but also of positive guidlines for 

behaviour, or “do’s”(Emde & Oppenheim, 1995). The social perspective does not regard 

morality as a special human activity with a unique course of development. Rather , moral 

behaviour is acquired just like any other set of responses : through reinforcement and 

modeling (Kochanska, 1999) 

Cognitive –developmental theorists believe that neither identification with parents 

nor teaching, modeling, and reinforcement are the major means through which children 

become moral. The cognitive –developmental approach assumes that individuals , instead 

of internalizing existing rules and expectations , develop morally through construction—

actively attending to and interrelating multiple perspectives on situations in which social 

conflicts arise and thereby derive new moral understandings. In other words, children 

make moral judgments on the basis of concepts they construct about justice and fairness. 

These concepts become increasingly adequate with age, children experience them as 

having a rational basis and arrive at a deeper understanding of morality—as something 

that must be true in the social world, just as conservation must be true in the physical 

world. (Gibbs, 2003) 

The cognitive—developmental position on morality is in its view of the child as a 

thinking moral being who wonders about right and wrong and searches for moral truth. 

These theorists regard changes in children’s reasoning as the heart of moral development. 

According to to the cognitive-developmental perspective, cognitive maturity and social 
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experience lead to advances in moral understanding , from a superficial orientation to 

physical power and external consequences toward a more profound appreciation of 

interpersonal relationships, societal institutions, and lawmaking systems(Gibbs,2003). As 

their grasp of social cooperation expands, children’s ideas about what ought to be done 

when the needs and desires of people conflict also change towards increasingly just, fair 

and balanced solutions to moral problems.  

Piaget’s early work on children’s moral judgments was the original inspiration for 

the cognitive –developmental perspective. To study children’s ideas about morality, 

Piaget relied on open-ended clinical interviews: He questioned 5 to 13 year old Swiss 

children about their understandings of rules in the game of marbles. In  addition, he gave 

children stories in which characters’ intentions to engage in right or wrong action and the 

consequences of their behaviour varied.  From children’s responses, Piaget identifies two 

broad stages of moral understanding. 

1.   Heteronomous Morality (About 5-10 years) 

Heteronomous means under the authority of another. In this first stage, children view 

rules as handed down by authorities (God, parents, and teachers), as having a permanent 

existence, as unchangeable, and as requiring strict obedience. According to Piaget, two 

factors limit children’s moral understanding: (1) the power of adults to insist that children 

comply, which promotes unquestioning respect for rules and those who enforce them; 

and (2) cognitive immaturity, specially children’s limited capacity to imagine other 

perspectives. Because young children think that all people view rules the same way, their 
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moral understanding is characterized by realism- that is, children regard rules as external 

features of reality rather than as cooperative principles that can be modified at will. 

Together, adult power, egocentrism, and realism result in superficial moral 

understandings. In judging an act’s wrongness, younger children focus on outcomes 

rather than on intent to do harm. 

2. Autonomous Morality (About 10 years and older) 

Cognitive development, as a result of gradual release from adult control and peer 

interaction, leads children to make the transition to the second stage, autonomous 

morality, in which they no longer view rules as fixed but see them as flexible, socially 

agreed-on principles that can be revised to suit the will of majority. Piaget regarded peer 

disagreements as especially facilitating. Through  them, children realize that people’s 

perspectives on moral action can differ and that intentions, not concrete  consequences, 

should serve as the basis for judging behaviour. 

Furthermore, as children interact as equals with peers, they learn to settle conflicts 

in mutually beneficial ways. Gradually, they start to use a standard of fairness called 

reciprocity, in which they express the same concern for the welfare of others as they do 

for themselves. Piaget found that at first children’s grasp of reciprocity is a “crude”, tit-

for-tat understanding: “you scratch my back and I will scratch yours”. This defines the 

beginning of the morality of the cooperation. Older children and adolescents move 

beyond this payback morality to an advanced understanding of reciprocity as mutuality of 

expectations, called ideal reciprocity. Most of us are familiar with it in the form of the 
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golden rule: “ do unto others as  as you would have them do unto you”. Ideal reciprocity 

helps young people realize that rules can be reinterpreted and revised to take into account 

individual circumstances, thereby ensuring just outcomes for all (Berk, 2007). 

Follow-up research indicates that Piaget’s theory accurately describes the general 

direction of change in moral judgment. Nevertheless, several aspects of Piaget’s theory 

have been questioned because they underestimate the moral capacities of young children. 

An additional point about Piaget’s theory is that many children display both 

heteronomous and autonomous reasoning, which raises the doubts about whether each 

stage represents a general, unifying organization of moral judgment responses. But in 

fairness, Piaget also observed this mixture in children and, therefore, regarded the two 

moralities as fluid, overlapping faces rather than tightly knit stages. Berk, 2007) 

  Moral development is currently viewed as a more extended process than Piaget 

believed. In fact, Kohlberg’s six –stage sequence, identifies three stages beyond the first 

appearance of autonomous morality. Nevertheless, Kohlbergs’s theory is a direct 

continuation of the research that Piaget began. Like Piaget, Kohlberg used a clinical 

interviewing procedure to study moral development. But whereas Piaget asked children 

to judge and explain which of two children in a pair of stories was naughtier, Kohlberg 

used a more open-ended approach: he presented people with hypothetical moral 

dilemmas and asked what the main actor should do and why. In Kohlbeg’s moral 

judgment interview, individuals resolve dilemmas that present conflicts between two 

moral values and justify their decisions. The best known of these is the “Heinz dilemma”, 
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which pits the value of obeying the law (not stealing) against the value of human life 

(saving a dying person). 

 Moral maturity is determined by the way an individual reasons about the 

dilemma, not by the content of the response (whether or not to steal). Individuals who 

believe that Heinz should steel the drug and those who think he should not can be found 

at each of Kohlberg’s first four stages. At the highest two stages, moral reasoning and 

content come together. Individuals do not just agree on why certain actions are justified; 

they also agree on what people ought to do when faced with a moral dilemma. Given a 

choice between obeying the law of preserving individual rights, the most advanced moral 

thinkers support individual rights. 

 Kohlberg extended the age range Piaget studied, including participants who were 

well into adolescence by administering the moral judgment interview to 10 -, 13-, and 16-

year-old boys. Then he followed the participants longitudinally, reinterviwing them at 3- 

to 4- year intervals over the next 20 years ( Colby et al., 1983). Analyzing age –related 

changes in the boys’ moral judgments, Kohlberg generated his six-stage sequence. As 

with Piaget’s progression of development, Kohlberg’s first three stages characterize 

children as moving from a morality focused on outcomes to a morality based on ideal 

reciprocity. Inclusion of older adolescents yielded the fourth stage, in which young 

people expand their notion of ideal reciprocity to encompass societal rules and laws as 

vital for ensuring that people treat one another justly. On the basis of the moral judgment 

responses of small minorities of adolescents, Kohlberg extended his sequence 
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further,positing the fifth and sixth stages. These stages have remained infrequent in 

subsequent research. 

Kohlberg organized his six stages into three general levels and made stronger 

claim than Piaget about a fixed order of moral change. In doing so, however, Kohlberg 

drew on characteristics that Piaget used to describe in his cognitive stage sequence. 

The stages are described in the following manner (Berk,2007):  

1. The Pre-conventional Level:  At this level, morality is externally controlled. As in 

Piaget’s heteronomous stage, children accept the rules of authority figures, and 

actions are judged by their consequences. Behaviours that result in punishment 

are viewed as bad, and those that lead to rewards are seen as good. This level is 

further divided into progressive stages:  

 Stage 1: The punishment and obedience orientation. Children at this stage find 

it difficult to consider two points of view in a moral dilemma. As a result, they 

ignore people’ intentions and instead focus on fear of authority and avoidance 

of punishment as reasons for morality. 

 Stage 2: The personal reward orientation. Children view right action as 

flowing from self-interest. Reciprocity  is understood as equal exchange of 

favours. 

2.  The Conventional Level:  At this level, individuals continue to regard conformity to 

social rules as important, but not for reasons of self interest. Rather, thbelieve that 
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actively maintaining the current social system ensures positive human relationships and 

social order. This level consists of following stages: 

 Stage 3:  The “good boy-good girl" orientation. Individuals want to maintain 

the affection and approval of friends and relatives by being  a “good person”-

trust worthy, loyal, respectful, helpful, and nice. 

 Stage 4: The social order maintaining orientation.  The individual believes that 

laws cannot be disobeyed under any circumstances because they are vital for 

ensuring societal order and cooperative relations between individuals. 

3.      The Post-conventional Level: Individuals at this level move beyond unquestioning 

support for the rules and laws of their own society. they defines morality in terms of 

abstract principles and values that apply to all situations and societies. This level consist 

of two stages: 

 Stage 5 : The  Social Contract Orientation. Individuals regard laws and rules 

as flexible instruments for furthering human purposes. 

 Stage 6: The Universal ethical principle orientation. Individuals typically 

mention such principles as equal consideration of the claims of all human 

beings and respect for the worth and dignity of each person. 

Although there is much support for Kohlberg’s theory, it continues to face 

challenges. The most important of these concern Kohlberg’s conception of moral 

maturity and the appropriateness of his stages for characterizing the moral reasoning of 

young children. 
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A key controversy has to do with Kohlberg’ belief that moral maturity is not 

achieved until the postconventional level. People have to reach stages five and six to be 

considered truly morally mature. Gibbs (2003) argues that “postconventional morality” 

should not be viewed as the standard against which other levels are judged immature. 

Gibbs finds maturity in a revised understanding of stages 3 and 4. These stages are not 

“conventional,”  or based on social conformity, as Kohlberg assumed. Instead, they 

require profound moral constructions-and understanding of ideal reciprocity as the basis 

of relationship between people( stage 3) and widely accepted moral standards, set forth in 

rules and laws (stage 4). 

Kohlberg’s stages largely describe changes in moral reasoning during adolescence 

and adulthood. They tell us much less about moral understanding in early and middle 

childhood. Indeed, Kohlberg’s moral dilemmas are remote from the experiences of most 

children and may not be clearly understood by them. When children are given moral 

dilemmas relevant to their everyday lives, their responses indicate that Kohlberg’s 

preconventional level, much like Piaget’s heteronomous morality, underestimates their 

moral reasoning. In focusing on hypothetical dilemmas, Kohlberg emphasized the 

rational weighing of alternatives but neglected other influences on moral judgment. 

The influence of situational factors on moral reasoning indicates that like Piaget’s 

cognitive stages, Kohlberg’s moral stages are loosely organized. Rather than developing 

in a neat, stepwise fashion, people draw on a range of moral responses that vary with 

context. With age, this range shifts upward  as less mature moral reasoning is gradually 

replaced by more advanced moral thought (Fischer & Bidell, 1998) . 
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Carol Gilligan is the best- known figure among those who have argued that 

Kohlberg’s theory – originally formulated on the basis of interviews with males—does 

not adequately represent the morality of girls and women. Gilligan believes that feminine 

morality emphasizes an “ethic of care” that is devalued in Kohlberg’s system. According 

to Gilligan, a concern for others is a different, not less valid, basis for moral judgment 

than a focus on impersonal rights (Berk, 2007). 

Many studies have tested Gilligan’s hypothesis that Kohlberg’s approach 

underestimates the moral maturity of females, and most do not support it (Turiel, 1998)|.  

On hypothetical dilemmas as well as everyday moral problems, adolescent and adult 

females display reasoning at the same stage as their male counterparts, and sometimes at 

a higher stage. Also, themes of justice and caring appear in the responses of both sexes, 

and when girls do raise interpersonal concerns, they are not downgraded in Kohlberg’s 

system (Walker, 1995). These findings suggest that although Kohlberg emphasized 

justice rather than caring as the highest of moral ideals, his theory includes both sets of 

values. 

Still, Gilligan makes a powerful claim that research on moral development has 

been limited by too much attention to rights and justice (a “masculine” ideal) and too 

little attention to care and responsiveness (a “feminine ideal”). Some evidence shows that 

although the morality of males and females taps both orientations, females do tend to 

stress care, or empathic perspective taking, whereas males either stress justice or focus 

equally on justice and care (Jaffe & Hyde, 2000) 
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The difference in emphasis appears most often in real-life rather than hypothetical 

dilemmas. Consequently, it may be largely a function of women’s greater involvement in 

daily activities involving care and concern for others. Although current evidence 

indicates that justice and caring are not gender- specific moralities, Gilligan’s work has 

expanded conception of the highly moral person. In several investigations, researchers 

examined the development of care-based reasoning using dilemmas that ask adolescents 

and adults to reason about relationships. Findings revealed gradual change from an 

egocentric focus on the self’s needs, to a self-sacrificing focus on others’ needs, to 

balanced consideration of the needs of both self and other , generally paralleling age-

related change in justice-based reasoning (Pratt, Skoe, & Arnold, 2004). 

Moral reasoning theories indicate that justice and caring are not gender-specific 

moralities. Gilligan’s work has expanded the conception of the highly moral person. She 

opened new horizons for researchers to explore the world of moral development. A 

number of studies investigated moral reasoning. William, John and Lauren, 2008; Skoe 

1994;Gilligan and Attanucci, 1988; Mary and Albert,  2000; Daniel Sprender, 2005; , 

Miller and Fagley, 2004; Gibbs, 2003 have found gender differences, with males 

focusing on justice orientation and females focusing on care orientation. However, other 

studies have not found significant differences such as Keefer, Matthew and Olson, 2006; 

Soile Juujarvi, 2003; Nancy and Gwendolyn, 2003; Daniels, D'Andrea, and Hick, 1995; 

Roberta and Maclagan, 2007; Eisele, 1992; William and Friedman, 2003. 

Beside this great deal of moral research but with mixed results, there is still need 

to investigate the different dimensions of moral development in Pakistan. Though 
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educational research is on fast track now but less importance is being given to explore the 

world of moral reasoning. The present study will be a beneficial contribution to the field 

moral education.  

1.1. STATEMENT OF THE PROBLEM 

The study was, therefore, aimed to investigate care and justice orientations among 

university students by the application of the Moral Justification Scale. 

 Care and justice orientations were operationally defined as represented by the 

scores obtained by the individuals as measured by the above scale developed by Baker 

and Roll (2000).  

1.2 OBJECTIVES OF THE STUDY  

Following were the objectives of the study: 

1. To measure the care and justice orientations among university students by using 

the Moral Justification Scale. 

2. To compare male and female students on care and justice orientations as 

measured. 

3. To test Gilligan’s theory of moral development through the use of Moral 

Justification Scale in Pakistan. 

1.3 SIGNIFICANCE OF THE STUDY 

Moral justification scale (MJS) may provide a beneficial addition to the existing 

measures based on Kohlberg's stage sequence. Further, with relevance to the current 

education system, the MJS may  be used to investigate how various themes in  
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educational programs bring changes in care or justice orientations.. Cross-cultural studies 

are needed to be conducted using the MJS (Baker & Roll, 2000). 

It may be a reliable scale with the reasons that there hardly exists any type of 

valid instrument for identifying the moral orientations of the student and other people 

working in different sectors. The results of such studies may facilitate the task of the 

psychologist and educators in their better understanding of students.  

Curriculum planners may take help from the results of the present study to 

develop the curriculum in line with the needs of society to prepare the citizens who are 

morally sound in their thought and behaviour. 

Teacher training programmes can get significant help from results of the present 

study to train the teachers who will be capable to understand the moral orientations of the 

students. Future research may take help from this study to evaluate the relationship 

between gender and moral reasoning. It would be beneficial to understand the subtle 

variations that could affect moral reasoning. 

Future researchers may use MJS to find out the reasons of decreasing moral 

standards of the adolescents. MJS may be helpful in other departments like law, crime, 

community and politics, to promote justice and care orientation. 

In Pakistan, less attention has been given to explore the moral judgment level in 

respect of care and justice orientation at university level. More studies are needed with 

male and female participants from different backgrounds. Researchers may take help 
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from the results of this study to further expand the perspective of the current study to 

make adolescents caring and just in their moral judgments. 

1.4 HYPOTHESES 

Gilligan, in her theory of moral judgement, postulated that women are more care oriented 

than men whereas men are more justice oriented due to their different  almost 

socialization patterns in all cultures. It was therefore hypothesized in this study that 

women are more care oriented and men are more justice oriented. This research 

hypothesis was tested through the following null hypotheses: 

Ho 1. There is no significant difference between mean care orientation scores of  

male and female students of the university 

Ho 2.  There is no significant difference between mean justice orientation scores 

 of   male and female students of the university 

1.5 DELIMITATION OF THE STUDY 

The study was delimited to the male and female students of University of Wah, Wah 

Cantt (Pakistan). 
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1.6      METHODOLOGY 

The methodology of the present research is briefly stated below. 

1.6.1. Population 

The population of the study consisted of  1300 students(566 male and 734 female) 

studying in 13 different departments of University of Wah, Wah Cantt constituting male 

and female students. The population of the students had varied backgrounds; parents of 

majority of the students belonged to Government sector; others belonged to different 

strata of life. The above population was identified for the study by the researcher keeping 

in view their access and feasibility for effective research. 

1.6.2 Sample 

Two-stage cluster sampling technique was used to select the sample from the above 

population. At the first stage, five departments were randomly selected out of 13 

departments of the university. At the second stage,  simple random sampling technique 

was used and from the five departments, 100 willing students, 20 from each department, 

10 male and 10 female, were selected. 

1.6.3. Research Instruments 

The Moral Justification Scale consisting of six dilemmas developed by Richard Baker 

and Samuel Roll, 2000 (Appendix A)  was adapted to the Pakistani culture and used to 
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measure the variables of care orientation and justice orientation. The MJS is a 10-point 

scale. 

1.6.4. Design and Procedure 

The study was a descriptive survey of university students’ moral reasoning in term of 

care orientation and justice orientation, as postulated by Gilligan. The study participants 

responded to six dilemmas, of the MJS.  

1.6.5 Data Analysis 

Care subscale scores of the participants was determined by totaling scores on their 

responses to the four care items on each the six vignettes. Scores thus obtained across the 

24 items were averaged out the average care score was determined. The average justice 

score was similarly computed. To summarize and compare the moral orientation scores, 

mean and standard deviation scores, coefficient of variation of the sample was calculated 

to make group comparison and t- test was applied to test the hypotheses. The level of 

significance used in the study was preset as .05. 
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CHAPTER 2 

REVIEW OF LITERATURE 
 
The purpose of this chapter is to provide a logical framework for the subject of this study.    

Human development is discussed in different respects. Starting with Piaget’s theory and 

passing through Kohlberg’s theory of moral development, Gilligan’s ideas on moral 

reasoning among women in contrast to Kohlberg’s Justice dimension of moral judgment 

are analyzed. The follow up research on Gilligan’s theory is also reviewed to find out the 

extent to which the theory is verified. 

2.1 TEACHING AND HUMAN DEVELOPMENT 

Teaching comprises a series of actions intended to induce or facilitate learning. The 

teacher needs, therefore, to be an expert in the content as well as in the way to deliver that 

content which induces or facilitates learning. Thus, knowing ‘how’ of teaching is as 

important as ‘what’ of teaching. Moreover, knowing the ‘how’ depends partly upon 

developmental characteristics of the students. This means that a teacher should 

understand the physical, personal, social and moral development of the student. Thus , 

understanding ‘who’ needs to be combined with ‘what’ before deciding the 

‘how’.(Parsons etal,2001) Santrock (2006) supports this view by stating that teaching 

should be developmentally appropriate which takes place at an optimal level, neither too 

difficult nor too easy for the age of the student. 

2.2 WHAT IS HUMAN DEVELOPMENT? 

The term ‘human development’, according to Woolfolk (2004), refers to certain changes 

that occur in human beings between conception and death which appear in orderly ways 
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and remain for a reasonably long period of time. These changes, especially those 

occurring during early life, are changes for the better that lead to more adaptive, more 

organized, more complex and more effective behaviour. 

2.3 PRINCIPLES OF HUMAN DEVELOPMENT 

A few commonly agreed upon general principles of human development (Ormrod, 1998; 

Woolfolk, 2004) are:  

1. Development is relatively orderly and predictable. 

2. People develop at different rates. 

3. Development takes place gradually. 

4. Periods of rapid growth (spurts) may appear between periods of slower growth 

(plateaus). 

5. Development is influenced by both hereditary and environment, maturation and 

experience. 

6. All aspects of development are interrelated.  

 

2.4 PROCESSES AND PERIODS OF HUMAN DEVELOPMENT 

 

The complex pattern of human development is the product of several biological processes 

involving changes in body structure and functions; cognitive processes involving changes 

in thinking, intelligence and language, and socioemotional processes involving changes 

in social relationships, emotions and personality (Santrock,2006). Woolfolk (2004), thus, 

divides human development into physical development that deals with changes in body 
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structureand functions, personal development with changes in individual’s personality, 

social development with changes in the way an individual relates to others and cognitive 

development with changes in thinking, language and intelligence. Sntrock (2006) 

describes human development in widely used developmental periods of infancy (0 to 18 

or 24 months), early childhood or preschool years ( 2 to 5 or 6 years) , middle and late 

childhood (6 to 11 years), adolescence (10  or 11 to 18 or 22 years) and early adulthood( 

late teens or early 20’s to 30’s). Interplay of above biological , cognitive and 

socioemotional processes produces these periods of development. 

 

2.5 COGNITIVE AND LANGUAGE DEVELOPMENT 

The knowledge about cognitive development has been produced by exploring 

development of brain and three major cognitive theories of development (Santrock, 

2006).  

The brain and cognitive development. 

 Different areas of brain perform different functions, for example, featherly 

looking cerebellum coordinates balance and smooth, skilled movements which may also 

play a role in higher cognitive functions of learning. The hippocampus is critical in 

recalling new information and experiences. Amygdala directs emotions. The thalamus is 

involved in the ability to learn new information, especially verbal. The reticular 

formation directs attention and arousal, blocking some messages and sending others for 

processessing in higher brain centers. The corpus callosum moves information from one 

side to other side of brain. (Woolfolk, 2004) 
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The cerebral cortex, outer 1/8 – inch-thick, wrinkled covering of cerebellum, 

forms the largest part of the brain containing the largest number of neurons which store 

and transmit information. It allows complex problem solving and language 

accomplishments. This crumpled sheet of neurons performs three major functions of 

receiving signals from sense organs, controlling voluntary movement and forming 

associations. This area of brain develops more slowly than other areas. Its part that 

controls physical and motor movement matures first, then that part which control senses 

and last the frontal lobe which controls higher order thinking processes. The temporal 

lobes of the cortex which play major role in emotions and languages do not develop fully 

until high school years and perhaps later. Getting angry and wanting to take revenge 

when insulted are common human emotions. These impulses are balanced and controlled 

through reason which is the job of the prefrontal cortex. Thus middle and high school 

students still lack the ability to balance impulse with reasoning and planning. Parents and 

teachers should help these students to set rules and limits and make plans until their 

prefrontal takes over. Even though different specialized functions are found in different 

areas of the cortex, these areas must work together to perform more complex functions of 

reading, speaking and processing language. (Woolfolk,2004) 

Another aspect of brain functioning influencing cognitive development is 

lateralization or specialization of the two hemispheres of brain. Each half of the brain 

controls opposite side of the body. For most people, left hemisphere handles language 

processing and the right hemisphere deals with visual-spatial information and non-verbal 

information such as emotions. For most left handed persons, there is less hemispheric 

specialization and for some, the specialization may be reverse. Moreover, females on the 
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average show less hemispheric specialization than males. Yet these differences in 

performance of brain’s hemispheres are not absolute but relative. One hemisphere is 

more efficient than the other in performing certain functions. Any task, particularly the 

complex abilities and skills, requires participation, communication and coordination 

between different areas of the brain. (Woolfolk, 2004). 

Another factor influencing thinking and learning is myelination or coating of 

neuron fibers with an insulating fatty covering which makes the message transmission 

faster and more efficient. This occurs quickly in early years and continues gradually in 

adolescence.(woolfolk,2004). Myelination involving eye-hand coordination is completed 

by about four years of age and that involving focusing attention is finished by about ten 

years of age. (Santrock,2006). 

Another important aspect of brain development at the level of brain cells is 

dramatic increase in the connections between nerve cells (neurons).  The nurons send 

messages to each other by releasing chemicals that jump across the tiny spaces between 

them. Nearly twice as many synaptic connections are made than used. The connections 

used are strengthened which survive, others disappear. Two kinds of overproduction and 

pruning (disappearance) occur: the experience-expectant and the experience-dependent. 

In the experience-expectant overproduction and pruning, synapses are overproduced in 

certain parts of the brain during certain developmental periods expecting stimulation. 

These processes are responsible for general development in large areas of brain. In 

experience-dependent overproduction and pruning, synaptic connections are formed on 

the basis of the individual’s experiences. When the individual is not successful in 

processing information in some localized area, more synaptic connections are produced 
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than pruned. Stimulation is necessary in both experience-expectant development and 

experience-dependent learning (Woolfolk, 2004). Though considerable progress is being 

made in identifying the developmental changes in brain, much is still unknown to make 

connections with children education. 

2.6 PIAGET’S THEORY  

As a result of his early research in biology , Piaget concluded that all species, including 

human beings , inherit two basic tendencies of organisation which is the process of 

combining and recombining , arranging and rearranging information and thoughts into 

psychological structures, and adaptation which is the process to adjust to the 

environment. The psychological structures were given the name of schemas which are 

considered to be the building blocks of thinking that allow for mentally representing 

objects and events of the world.(Woolfolk,2004) 

In addition to the tendency to organize  previous schemas and develop new 

schemas that make behaviour more sophisticated and better suited to the 

environment,adaptation involves the basic processes of assimilation and accommodation. 

Assimilation is the process of fitting new information into existing schemas in order to 

understand it. Accommodation occurs when a person changes existing schemas or creates 

new schemas to understand the new information. In order to adapt to the environment, 

both the processes are needed. When  something is too unfamiliar, people may ignore it 

without using assimilation and accommodation. Though organization and adaption are a 

kind of balancing act, actual changes in thinking take place through the process of 

equilibration, the act of searching for a balance. If a particular schema does not work in a 

situation, it leads to a state of disequilibrium that is uncomfortable, motivating people to 
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search for a solution through assimilations and accommodation. Thinking thus goes on 

changing and moving ahead (Woolfolk, 2004). According to Santrock (2006), cognitive 

development in this theory unfolds in sequence of four qualitatively different stages when 

each stage is more advanced than the preceding one. In the snsorimotor stage, infants 

explore the world through their senses and motor activity to understand it, who 

accomplish object permanence and perform goal directed activities. In the preoperational 

stage, thinking is more symbolic but the child cannot yet perform operations ( mental 

actions) and his thinking is illogical. Children in the stage of concrete operations can 

think logically about tangible situations and can perform mental actions. At the formal 

operational stage, thinking becomes more abstract, logical and idealistic. The young 

adolescents are capable to perform hypothetico-deductive reasoning , coordinate a set of 

variables and imagine other worlds (Woolfolk, 2004).  

Piaget’s fundamental insight was that individuals activity construct their own 

understanding , therefore learning is a constructive process. At every level of cognitive 

development, active experience should include physical manipulation of objects and 

mental manipulation of ideas. All learners benefit from building on prior knowledge, 

discovering relationship between concepts and ideas and exercising natural curiosity. 

Teachers should challenge students understandings about the world and help them 

progress to more complex levels of thought (Ormrod, 1998). 

2.7 VYGOTSKY’S THEORY 

 According to Woolfolk (2004), Vygotsky believed that human activities take place in 

cultural settings. Specific mental structures and processes are created by social 

interactions with others. He conceptualized development as internalization of socially 
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shared activities. Higher mental processes appear first between people, then at the 

individual level. When the processes are internalized by the individual, they become part 

of his cognitive development. For example, children first use language in activities with 

others and to regulate behaviour of others. Later, the child can use it to regulate his own 

behaviour through private speech. Higher mental functions appear first between the child 

and a ‘teacher’ before they exist within child. Piaget also emphasized social interaction, 

but with peers on equal basis to encourage disequilibrium and challenge each other’s 

thinking. But Vygotsky suggested interaction with parents and teachers also who are 

more advanced in their thinking. Vygotsky believed that cultural tools including real 

tools (rulers, abacus, computers, internet etc.) and symbolic tools (numbers,maps,signs, 

language etc.) promote higher order mental processes such as reasoning and problem 

solving. 

Adults use these tools and children internalize them leading to their cognitive 

development. Children’s knowledge, ideas and values develop by internalizing their 

culture through interaction with more capable members of their group. They gradually 

create their own understanding about the world, not by receiving the cultural tools but by 

transforming these tools to construct their own understanding.  

Language, to Santrock (2006), is the most important symbol system in the kit of cultural 

tools which is critical for cognitive development. Language, in the form of private 

speech, and  learning guide cognitive development.Piaget, on the other hand , considers 

children use of private speech as egocentric because young children cannot see the world 

through the eyes of others. Vygotsky does not view private speech as a sign of 

immaturity but rather sign of maturity that moves children towards self-regulation of their 
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thinking and behaviour. Children develop self-regulation in series of steps:first, child’s 

behaviour is regulated by others. Next, the child learns to regulate behaviour of others. 

Next,  the child begins to use private speech to regulate own behaviour. Finally, the child 

learns to regulate own behaviour by using silent inner speech. The use of private speech 

peaks at around 5 to 7 years of age and generally disappears by 9. Transition from 

audible to silent private speech was considered by Vygoysky as a fundamental process in 

cognitive development. Teachers should, therefore encourage private speech rather than 

insisting on total silence when young students are working on difficult problems. 

To Piaget, the learner must be cognitively and developmentally ready to learn before 

learning something. In contrast, Vygotsky believes that learning leads to development. 

Learning is a tool of development. In fact, properly organized learning sets in motion a 

variety of development processes through social interaction with adults or more 

competent peers (Woolfolk, 2004). 

According to Vygotsky, the cultural tools can be passed from one individual to 

the other by imitative learning, instructed learning and collaborative learning. Out  of 

which direct teaching, in the form of instructed learning, is most important where teacher 

assists the student in learning by supporting  or scaffolding his learning and problem 

solving through giving information, demonstrating skills or thought processes, asking 

questions, giving hints, directing students’ attention, reminding and encouraging student 

to do more and more on his own. What kind of help and when to give depends on student 

zone of proximal development. Zone of proximal development is the area or a range of 

tasks the child can master if appropriate assistance is provided to him. The  child can not 

learn it alone and on his own (Woolfolk,2004). 
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2.8  INFORMATION PROCESSING THEORIES   

Information processing theories, like Vygotsky, reject Piaget’s notion of discontinuous 

and discrete development stages who believe that children develop cognitively through 

more steady and gradual trends. Children learn faster, remember more and handle 

complex tasks as they grow. Ormrod (1998) specifies four general trends in cognitive 

processing. Children become able to learn and remember more as they grow older 

because they can give more attention to the learning tasks they intend to learn. They 

develop increasingly more effective methods of learning like rehearsal, organization and 

elaboration as they grow. Children’s knowledge base increases and becomes more 

integrated with age. They become increasingly aware of limitations of their memories 

and can identify the things they knew and do not knew. 

2.9 PRINCIPLES OF COGNITIVE DEVELOPMENT 

Though the three views of cognitive development appear to differ about  how people 

develop intellectually,  Ormrod (1998) has derived some general principles of cognitve 

development from commonalities among them. Children actively construct their 

knowledge. Cognitive development involves relating new information to prior 

knowledge. Children knowledge and cognitive processes become increasingly better 

organized and more integrated. Social interaction is necessary for cognitive development. 

A child’s readiness for a task determines the extent to which the task promotes cognitive 

development. Children often think in qualitatively different ways at different age levels. 

Cognitive development and language development are closely interrelated. 
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2.10 LANGUAGE DEVELOPMENT 

Parsons et al (2001) claim that understanding language is important because by using 

appropriate speech patterns, students’ cognitive development is facilitated. 

 

2.10.1 Theories of Language Acquisition 

Three different theories attempt to explain how language acquisition occurs. Noam 

Chomsky thinks that language acquisition is genetically prewired in human beings. 

Recent research in neuroscience supports this biological theory. The cognitive theorists 

like Piaget argue that languages emerge from existing cognitive structures according to 

the child’s needs. Egocentric speech of the preoperational child is replaced by socialized 

speech of the concrete operational. Unlike biological and cognitive theorists, social 

learning theorists hold that child’s speech results from modeling, imitation, reinforcement 

and feedback. Bandura proposes that children first listen to others speak, and then they 

try it out themselves. 

2.10.2 Language Development 

Parsons et al (2001) describe language development during early years of life that the 

infants communicates through crying, smiling and body movements but they speak their 

first word by the age of  about one year. Between one and two years of age, children use 

words and intonation to convey meaning. By about 18 months, they use two-word phrase 

and their vocabulary is about 50 words by 20 months. Grammatical rules become over 

generalized. By age three, children learn to use both questions and negative statements. In 
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addition to acquiring grammar, their vocabulary learning is remarkably increased. Every 

six months between 2 to 4 years, their vocabulary doubles and reaches about 2000 words 

by age of four years. They often invent new words and assume that others understand 

their meanings. By age of 5 or 6, they have mastered basics of their language. The time 

before puberty, particularly preschool years, is a sensitive period for language 

acquisition. Extremely positive or negative conditions can greatly help or hinder language 

development. 

The period between 5 and 7 years is critical for picking vocabulary of second 

language. By age 6, their vocabulary is from 8000 to 14000 and by age 11, a further 

increase of about 5000 words occurs. But students in elementary years may use 

sophisticated vocabulary without understanding its meaning fully. They may not 

comprehend the meaning of metaphors and sarcastic remarks. Word order or syntax is 

mastered early by the child . More complex forms of syntax are  understood by them but 

used later. The more complicated forms of grammatical structures such as conjunctions, 

clauses, and qualifiers come into play during elementary years. 

 The use of pragmatics, how to use language appropriate to the social situations, is 

not fully in force till later elementary years. As children become less egocentric, their 

conversations display that they are in fact listening to others. They also become proficient 

in the art of persuading their peers for doing something they do not initially want to do. It 

is only by adolescence that they become interested in understanding the perspectives of 

other speakers. Awareness of one’s own knowledge about language and ability to think 

about how it works develops by about age five or six which indicates that children are 

ready to acquire more sophisticated metalinguistic abilities. 
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2.11 TEACHING OF LANGUAGE 

Two approaches for language teaching are phonics approach to teach reading that urges 

students to sound out words they read and whole language approach, stressing learning 

through real life tasks and integrating across language skills and subjects. In phonics 

approach, teachers facilitate phonological awareness among their students because those 

students who can’t identify specific sounds in a word face difficulty in reading. Along 

with sound recognition, students should be able to distinguish between small letters and 

capital letters for successful reading. Successful reading also requires blending the sounds 

together to identify the word. Practice should be provided in sound recognition, in 

distinguishing uppercase and lowercase letters and in word decoding. In whole language 

approach, writing assignments are linked to real-life tasks. Listening, speaking, reading 

and writing skills are simultaneously developed and subjects like science and social 

studies are taught in an integrated curriculum. 

2.12  PERSONAL, SOCIAL AND MORAL DEVELOPMENT 

Ormrod (1998) claims that schools are not only the places where students learn and 

develop academically but also personally, socially and morally, where their personalities 

and self concept emerge, their ability to interact effectively with other people increases 

and where their understanding of right and wrong evolves. Students change considerably 

in all these aspects as they progress through the grade levels. Teachers should, therefore, 

use several strategies to help develop student’s self, make friends, cooperate with their 

classmates and respect others’ rights and realize their responsibilities. The most important 

contributors to children’s personal, social and moral development, according to Ormrod 
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(1998) are parents, teachers and peers who teach students acceptable behaviours inside 

and outside school. 

2.13 PERSONAL DEVELOPMENT 

Ormrod (1998) defines personality as a set of relatively enduring traits that characterize 

the way in which a person generally interacts with his physical and social environment. 

Some aspects of personality, such as temperament, are due to heredity while others are 

due to environment, parents being the most importance environmental influence. 

a) Parental Influence  

Parents begin to influence their children’s personalities even during first few weeks after 

birth. If parents and infants have a strong affectionate bond of ‘attachment’ and infants 

are closely attached to a parent, they are likely to become amiable, cooperative and 

independent children. Parents’ ways of childrearing or parenting styles also influence 

children personal development. Baumrind, as cited by Ormrod (1998) and Santrock 

(2006), classify these styles into four forms. Authoritative parents exercise moderate 

control than authoritarian parents who are too restrictive and punitive who are on one 

extreme.Neglectful parents are aloof and uninvolved and indulgent parents who place few 

restrictions and little control are on the other extreme. Too much control on children may 

lead to lack of confidence, initiative and social competence. Too little control may lead to 

selfishness, impulsiveness and social incompetence.  Children of authoritative parents, on 

the other hand, are self confident and independent, show high self esteem and are 

successful in school. They exhibit self-control and concern for the rights and needs of 

others because authoritative parents have high standards and expectations for their 
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behaviour that are consistently enforced, causes of acceptable and unacceptable 

behaviours are explained to them. They are listened and are provided supportive home 

environment. Ideally, parents should decide the degree of control according to the 

developmental level and temperament of the child. They should gradually loosen the 

restrictions as children become more responsible and independent. Teachers should also 

typically adopt an authoritative teaching style in the classroom. 

b) Teacher Influence 

One aspect of personal development in which teachers, according to Ormrod (1998), play 

especially important role is development of student self concept and self-esteem. Self 

concept is one’s views about one’s self, one’s personality and ones’ strengths and 

weaknesses. Self-esteem is one’s feelings about oneself as capable and worthy person. 

Students have somewhat different views about themselves in cognitive, social and 

physical areas. Self concept and self-esteem influence behaviour and achievement in 

school and students tend to behave according to their views about themselves. Therefore, 

students with positive self concept and high self esteem are likely to succeed 

academically, socially and physically.  

Factors influencing formation of positive and negative self concept are one’s own 

previous behaviour and performance, behaviour of other individuals, both adults and 

peers, towards them and expectations of others about one’s future performance. Teachers 

should, therefore promote success and minimize competition, give negative feedback in 

the overall context of positive feedback, and hold realistically high expectations for 

student performance and help them achieve these standards in order to improve their self 

concept and self-esteem.  
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2.14  CONTEMPORARY THEORIES 0F PERSONALITY 

         DEVELOPMENT  

Santrock (2006) has chosen two theories out of the many due to their comprehensiveness 

in dealing with the environment that influences children personal or socioemotional 

development: Bronfenbrenner’s ecological theory and Eriksson’s life-span development 

theory. 

2.14.1 Bronfenbrenner’s Theory 

 This theory describes five environment systems that range from close interpersonal 

interaction to broadbased cultural influences. A microsystem is a setting in which the 

individual spends considerable time such as experiences in family, peers, school and 

neighbourhood. The mesosystem links microsystems, for example, connections between 

family and school experiences, family and peer experiences. The exosystem involves 

experiences in another settting that influence what students and teachers experience 

indirectly, for example, the community decisions about parks, recreation and library 

facilities that may help or hinder student development. The macrosystem means the 

culture in which students and teachers live which includes society’s values, customs and 

religion. Finally, the chronosystem which include the sociocultural conditions in which 

students are living. Looking at children lives in more than one setting, teachers should not 

only consider what happens in the classroom that influence children development but also 

what happens in children families, peer groups and neighbourhoods. 

Santrock (2006) considers Erikson’s theory as a complement to Bronfenbrenners’s theory 

that gives a developmental view of people lives in stages. 
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2.14.2 Erikson’s Theory 

Although Erikson’s theory is not the only explanation of personal and social 

development, Woolfolk(2004) considers it useful because it emphasizes the emergence of 

self, the search for identity, individual’s relationship with others and role of culture 

throughout life. Like Piaget, Erikson viewed development as a passage through stages, 

each with its particular goals, concerns, accomplishments and dangers. Each stage 

presents a unique developmental task and the way it has a particular impact on 

individual’s personal development. While interpreting this theory, Parsons et al (2001) 

write that human personality develops through eight critical periods of life in accordance 

with one’s ability to interact with the environment and to resolve the conflicts /crises 

experienced. Each period of life is a turning point of increased vulnerability or enhanced 

potential, thus having negative and positive side effects. The more successfully the 

conflict is resolved, the more psychologically healthy the individual becomes 

(Woolfolk,2004)  

During the pre school years, trust versus mistrust is the basic conflict of infancy. 

The infant develops a sense of trust. If  its needs for food and care are met regularly, the 

positive outcome is feeling of comfort and minimum fear. Mistrust develops when infants 

are ignored or their needs are not met consistently. As the infants are in Piaget’s 

sensorimotor stage who are just beginning to learn that they are separate from the world 

around them, they must learn to trust those aspects of the world that are beyond their 

control. Sometimes, a child’s mistrust of teacher and school can be traced back to general 

mistrust developed during infancy. Students experiencing a general mistrust be treated 

with warmth and care and classrooms be made safe and loving places for them. 
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The conflict of autonomy versus shame and doubt occurs in late infancy and toddlerhood 

years. After gaining trust in the caregivers, children want to act autonomously or 

independently to satisfy their needs of feeding, washing, dressing and using bathroom 

facilities. If infants and toddlers are allowed to do what they are capable to do under 

protection and supervision, they begin to learn self control and self confidence. If they are 

allowed to assert their independence and make effort, children develop a sense of 

autonomy. If they are restrained too much or punished harshly, they begin to feel shame 

and learn to doubt their ability to manage their world on their own. While dealing with 

these young children, provide them adequate opportunities to do things for themselves. 

While imposing restrictions, do not humiliate them. 

 

As an out growth of the stage of autonomy, in early childhood the children 

become increasingly capable of doing things on their own. When parents and preschool 

teachers encourage and assist children in initiating activities that do not conflict with the 

needs of others, they become more responsible to take care of their bodies and belongings 

and develop initiative. In contrast, when they are discouraged to do such activities, 

children may develop guilt about their needs and desires who may come to believe that 

whatever they want to do is always “wrong”.  Parents and preschool teachers should 

praise children for taking initiatives, provide many opportunities to them for necessary 

muscular coordination required to play with toys and objects (Parson et al, 2001). 

 

The conflict of industry (sense of competence) versus inferiority arises in 

elementary school years. Children’s initiative brings them into contact with a great deal 
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of new experiences. While ‘trying’ was important during the previous initiative stage, 

now ‘doing things correctly’ and gaining recognition in producing good work in reading, 

writing, maths, sports and friendships becomes important. When these enthusiastic and 

imaginative children are assisted in making or doing things and then praised for their 

accomplishments, they demonstrate industry by their diligence and preservence in 

completing tasks and by putting work before pleasure. If they are instead ridiculed or 

punished for their unsuccessful efforts, they may develop feelings of inadequacy about 

their competence and capabilities. 

According to Parsons et al (2001), though each stage has implications for 

psychological development and sense of self, it is at the stage of adolescence during 

middle and high school years that the questions of identify truly emerge. Moving 

increasing from the influence of parents to the influence of peer group, they need to 

understand who they are, how they are both alike and unlike from everyone else and how 

they will fit into the adult world. The search for personal identity includes how to balance 

and integrate what he/she wants and what others demand from him/her. A significant part 

of this search consists of physical appearance including clothing, way of dressing, make –

up, ways of walking and talking; sexual identity in the form of choosing friends and 

finding their own personalities by imitating the admirable persons. The pressure of 

making short term choices such as what college to attend, what subjects to take up in 

order to make long term choices of occupation at a time when  adolescents are moving 

from concrete to formal thinking, when they are not yet completely clear about who they 

are and what they want to become is tremendous. They require much guidance from 

teachers to help them explore different academic and romantic options to achieve a 
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healthy identity by the end of adolescence. But those who are uncertain and doubtful due 

to lack of integration between various aspects and choices experience role confusion. 

However, Ormrod (1998) thinks that almost all adolescents are likely to experience some 

role confusion and may experiment with a variety of behaviours and activities by 

adopting temporary identities. 

2.14.3 Marcia’s Identity Status Theory 

James Marcia, as cited by Woolfolk (2002) and Parsons et al (2001), suggested four ways 

(statuses) in which adolescents go about resolving their identity crises. Identity 

achievement status means strong sense of commitment to choices about one’s identity 

after exploring realistic options. Few students appear to achieve this status by the end of 

high school or even during college but identity once achieved may not be permanent for 

all adults. Identity achievers have the highest self-esteem of all statuses. During identity 

moratorium, adolescents are delayed in their commitment because they are still exploring 

their personal and occupational choices.  Though it is often considered as healthy, it is 

sometimes used as an excuse to avoid hardwork in resolving one’s identity issues. 

Identity foreclosure is a commitment without exploration, to the goals, values and life 

style of others, usually parents, sometimes cults and extremists. Arriving too quickly by 

adopting identity of another person without exploration might be inappropriate career 

path for the individual. Finally, identity diffusion occurs when the individual neither 

explores nor commits to the choices because adolescents, according to Marcia, repress 

the issue of resolving their identity by denying the importance of such decisions. Some 

adolescents in this category may fall prey to adopt a negative identity opposite to those in 

which they are brought up. The individuals who remain at the status of identity 
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foreclosure or identity diffusion have adjustment problems. For example, identity 

diffused adolescents and young adults often give up, resign themselves to fate, go with 

the crowd and may become drug users. Foreclosed adolescents are rigid, intolerant, 

dogmatic and defensive. To support identity achievement, teachers should give students 

many models for career choice and other adults’ roles, provide them counseling in 

working out personal problems, give them positive feedback about themselves without 

criticizing them as a person. 

2.15 SOCIAL DEVELOPMENT 

Every society expects certain things people can do or should do and other things they 

should not do. Children begin to learn these behaviours early in life through the process 

of socialization. They learn society’s norms and rules of acceptable and unacceptable 

behaviour as well as the specific roles or patterns of behaviour acceptable for people 

having different functions in a group. Children learn earliest lessons about society’s 

expectations from parents and then from teachers and peers (friends and classmates) in 

schools. Peers become more influential as socialization agents when children grow and 

gain more independence from home. To Ormrod (1998), peer relationship, especially 

friendships, provide emotional support in times of trouble, give information about 

acceptable and unacceptable behaviours and develop social skills. Social skills are the 

things necessary for interaction such as skills of cooperating, sharing and showing 

courtesy. Prosocial behaviours aim at benefitting someone more than oneself such as 

helping, comforting and showing empathy. Schools and classrooms are the social places 

where social skills and prosocial behaviours can develop. Teachers should teach and 

praise social skills and prosocial behaviours by teaching these directly and by enforcing 
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the rules firmly. The social skills of children who are neglected and rejected by their 

peers, be improved in particular because their poor social skills do not allow them to 

interact frequently with peers with less opportunities to develop the social skills they 

lack. Improving the social competence of children, besides their academic competence, 

should be the mission of schools. Social competence among children increases with age. 

Woolfolk (2004) ascribes it to greater understanding of thoughts and feelings of others 

around them. This tendency of growing awareness about others is considered to be due to 

gradual improvement  in understanding intentions and perspective of others. Around age 

of two years, toddlers have a sense of their own intentions. By the age of two or three, 

children extend understanding of their own intentions to others. Older preschoolers, who 

get along well with others, can separate intentional and unintentional actions of others 

and react accordingly, except aggressive children lacking this ability. As children mature, 

their ability to understand others’ feelings and experience also increases. Very young 

children do not understand others’ perspectives. As children move towards formal 

operational thinking, they realize that different people may react differently to the same 

situation. Up to age 15, most children can analyse the feelings and experiences of several 

people involved in a situation. Older adolescents and adults can even imagine how 

different cultural and social values would influence the perceptions and perspectives of 

different people. 

Understanding intentions and perceptions of others are the elements, as reported 

by Woolfolk (2004), to understand others’ emotions, control and manage one’s own 

emotions and emotional situations leading to effectively relate with others in social 

contexts. This ability of emotional competence or emotional intelligence also grows with 
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age. Teachers can further polish emotional development of children by improving the 

emotional skills of awareness of one’s emotions, reading others’ emotions, coping with 

negative emotions and improving emotional self-efficacy. These skills can be promoted 

by creating a climate of trust in the classrooms, helping students recognize their own and 

others’ feelings, expressing their feelings and discussing or practicing alternate ways of 

managing emotions. Teachers should also provide personal examples in management of 

their own emotions. 

2.16 MORAL DEVELOPMENT  

Crowl et al (1997) describe morality as a set of principles that help the individual to 

distinguish the right from the wrong and to act accordingly, since the sense of morality is 

needed by the people to act in a way to live harmoniously in a social setting. Ormrod 

(1998) is of the opinion that students’ beliefs about what is right and wrong affect their 

actions in classroom and school and their moral thinking influences their thinking about 

school subjects such as history, literature, science etc. Teacher plays a significant role in 

social, prosocial and moral development of children. 

  He associated the emotions of shame, guilt and empathy with moral development. 

Children of middle elementary classes feel humiliated or embarrassed when they do  

something against moral standards set for them by parents and teachers. Shortly 

afterwards, they experience guilt because they have internalized these standards and 

developed their own moral principles. Empathy, experiencing same feelings as someone 

else, continues developing throughout elementary and sometimes even during high 

school years. But empathy during elementary school years is confined to known people 

only. By late elementary school years, they may also begin to feel empathy to unknown 
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people. Empathy is especially important in prsocial behaviour. Thus emotional 

development reflects and influences moral development. 

Some of the earliest moral questions in classrooms, according to Woolfolk 

(2004), pertained to distributive justice that is dividing and sharing materials. She 

considers that young children of five to six years regard fair distribution on the basis of 

‘equality’. Older children view fair distribution on ‘merit’ and after few years, young 

adolescents consider fair distribution on the basis of ‘benevolence’. 

2.17 THEORIES OF MORAL REASONING 

Piaget, Kohlberg and Gilligan have put forward theories of moral development in terms 

of changes in moral judgments. 

2.17.1 Piaget’s theory 

Piaget believed that moral reasoning, like cognitive development, develops in a sequence 

of stages as a result of cognitive development and social interaction with peers. He views 

moral development in terms of children’s understanding of rules. Prior to age of 4 or 5, 

they are unaware about the existence of rules which he names as premoral stage (Crowl 

et al, 1997). During the stage of moral realism from 6 to 10 years, rules simply exist for 

these children. If a rule is broken, the child believes that punishment be determined by 

how much damage is done, not by intention of the defaulter or other circumstances. As 

children interact more with peers and as their perspective taking emotional abilities 

mature, they gradually shift to the stage of moral relativism by about 11 years of age. 

They realize that different people have different rules who can make as well as change 

them. When rules are broken, they consider that both the amount of loss and the intention 
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of the offender be taken into account. These developmental changes and others are 

reflected in Kohlberg’s theory which is partly based on Piaget’s theory. 

 

2.17.2 Kohlberg Theory 

 Kohlberg evaluated moral reasoning of children and adults by presenting them with 

moral dilemmas or hypothetical situations in which difficult moral decisions are made 

and reasons for the decisions are given. He proposed a sequence of stages of moral 

judgment and divided these into three levels of preconventional, conventional and 

postconventional morality. These levels are subdivided into two stages at each level. At 

the level of preconventional morality, judgements are based on personal needs and rules 

of these who control rewards and punishments. The individuals have not yet internalized 

society’s rules who determine morality of behaviour by its consequences. At stage 1 of 

preconventional morality, punishment- obedience oriented people consider that rules are 

obeyed to avoid punishment who may disobey these if they think they can avoid 

punishment. Intentions or feelings of others are not taken into account. At stage  2 of 

personal reward orientation; individuals begin to realize other’s needs yet personal needs 

and rewards determine right and wrong. Favours are returned along the lines of ‘you 

scratch my back, I’ll scratch yours” (Woolfolk,2004; Ormrod, 1998). 

 

At the level of conventional morality, judgment is based on others’ approval, 

family expectations, traditional values, the laws of society and loyalty to country even 

when there is no reward for obedience and no punishment for disobedience. Conventions 

are somewhat rigid. Rules are not questioned. The internalization of moral values is 
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intermediate because the individual internally abides by external standards. At stage 3 of 

conventional reasoning, good boy-nice girl orientation, morality is determined by what 

pleases others. The individuals look primarily to people they know, especially authority 

figures. They are concerned about interpersonal relationships, believe in the golden rule 

“treat others as you want to be treated by others”. Others’ intentions as well as actions are 

considered in determining their guilt or innocence. At the next stage 4 of conventional 

morality, law and order oriented individuals believe that society’s laws are absolute, 

authority must be respected and social order maintained. They now look at the society as 

a whole rather than the known people. 

At the highest level 3 of moral reasoning, morality is completely internalized and 

is not based on external standards. The individuals have developed their own abstract 

principles such as human rights of life, liberty and justice who may disobey rules that are 

inconsistent with these principles. Within postconventional level, at stage 5 of social 

contract orientation, good is determined by socially agreed upon standards of individual 

rights. The individuals at this stage recognize flexibility of rules which should be changed 

if those do not serve the best interests of the society. At stage 6, the universal ethical 

principle oriented individuals consider that good and right are matter of one’s conscience 

which involves abstract, universal concepts of justice, human dignity and equality that go 

beyond specific norms and rules of behaviour. Laws will be disobeyed if these violate 

their own moral principles.  Kohlberg, in his later work, has questioned whether stage 6 

exists separately from stage 5 (Woolfolk, 2004). 

Preconventional morality is seen mostly in preschool and early elementary 

children, conventional morality in older elementary, middle and high school students and 
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postconventional morality in college and university by students. In ‘preconventional’ 

classrooms , teachers should particularly describe the consequences of appropriate 

behaviours and apply them consistently. People’s well meaning intentions should be 

talked about when their actions have led to undesirable consequences. Things be made as 

fair as possible by providing equal opportunities to all students. In ‘conventional’ 

classrooms, students’ morally sound behaviour should be approved and teachers should 

talk about the situations where breaking laws is morally correct which will help these 

students to move to the post conventional stage of moral reasoning. Likewise, teachers 

should talk about abstract principles of human rights and justice (Ormrod, 1998).  

Kohlberg’s sequence of stages has been supported by research but  these have 

been criticized because people are not always completely in one stage, rather 

simultaneously at several different stages. Therefore, to some extent, students’ moral 

reasoning may be situation specific. Another criticism is that people may be able to 

reason at higher level but in real life situation make lower choices due to practical 

considerations. Another related criticism is that the theory focuses on moral thinking 

rather than on moral behaviour because moral thought does not always predict moral 

behaviour. The relationship between level of moral thinking and moral behaviour was 

found to be weak (Ormrod, 1998; Woolfolk,2004; Santrock, 2006) 

2.17.3 Gilligan’s Theory 

Besides the above criticisms, one of the most hotly debated criticism made by Gilligan is 

that Kholberg stages are biased toward males which do not adequately describe female 

moral development. Kholberg stages emphasize issues of fairness and justice that focus 

on rights of the individual but underplay compassion, care, connectedness, relationships 
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and concern for those in need  (Ormrod,1998). While Gilligan and Kohlberg agree that 

initial stage of moral reasoning is based upon self-interest, Gilligan contends that females 

move from self-interest to focus on specific individuals and relationships. She found that 

highest level of morality for females is based upon principles of responsibility and care 

for all people which is stage 3 of Kohlberg’s conventional level. Many studies found 

most women at this stage while most men progressed to stage 4 of conventional level and 

stage 5 of postconventional level which indicates that females are inferior to males in 

moral reasoning and development but a few recent studies (Eisenberg, Martin and Fabes, 

1996; Tunal,1998; Durkin,1995; Walker,1991) find no gender differences in moral 

reasoning, as measured by Kohlberg procedures. 

Gilligan argues that males and females are socialized differently. Females  are 

encouraged to be nurturant  which causes them to see moral issues in terms of resolving 

conflicts in ways that concern individual responsibilities. Males, on the other hand, are 

encouraged to be independent and assertive  which causes them to perceive moral issues 

in terms of resolving conflicting interests by applying social rules concerning individual 

rights. Instead of using hypothetical moral dilemmas, unlike Kohlberg, Gilligan used real 

life dilemmas. Based upon moral reasoning of a group of pregnant women, she developed 

a theory with three levels and two transitions among them. 

In her theory, the first level of moral reasoning is orientation to individual 

survival when moral decisions are based on self interest. This level is followed by a 

transition from selfishness to responsibility when attachment to others appears and self 

interest is redefined in terms of what one should do. This transition leads to the second 

level of goodness as self-sacrifice. A sense of responsibility for others appears which 
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reflects the traditional view of women as caretakers. Goodness is equated with self 

sacrifice and concern for others. This level is again followed by a transition from 

goodness to truth leading to the third level of morality of self sacrifice to morality of 

nonviolence. During the transition from morality of self-sacrifice to morality of 

nonviolence, women begin to combine their previous concerns for self and others. They 

start exploring whether it is possible to be responsible to one’s self as well as to others. 

The answer to this moral issue is derived that recognizing one’s needs is not being selfish 

but being honest and fair to oneself. Therefore, this transition is named as a transition 

from goodness to truth. The third level of moral reasoning indicates the resolution of 

conflict between concern for self and concern for others which results in the moral 

principle of nonviolence (harmony and compassion) in all moral decisions about self and 

others. Therefore, both justice orientation and care orientation, according to Gilligan 

theory, reflect the highest degree of moral reasoning for males and females that should be 

important bases for moral judgements for both genders. Caring for students and helping 

students learn to care have become a theme for many western educators. Ned Noddings, 

as cited by Woolfolk (2004), urged that the theme of care be used to organize the 

curriculum. Possible themes proposed by him include caring for self, caring for family 

and friends and caring for strangers and the world. The theme of caring  for the strangers 

and the world could be used in units of crime, war, poverty, tolerance, terrorism, 

environmental pollution, technology etc. for example, as a part of this theme. High  

school students can examine the issue of crime in several subjects such as mathematics, 

English, social studies and science. The study of various aspects of crime in these 

subjects could be tied to the theme of caring and to the discussion of safety, 
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responsibility, trust in each other and in the community and commitment to build better 

and safer future  (Woolfolk,2004). 

In order to foster moral reasoning and moral behaviour, simple lecturing is not 

likely to be helpful to students. Ormrod (1998) suggests important things that can make a 

difference in the development of moral reasoning and behaviour. Teachers should set up 

an authoritative environment by holding high expectations for students behaviour in an 

overall supportive and accepting environment. They should insist that students respect 

rights and needs of others by remaining firm and fair. When students misbehave, teachers 

should help them realize that why their behaviour was wrong and how they have hurted 

someone else. Using real and hypothetical situations, they should encourage students to 

recognize feelings of others. Teachers may model moral behaviour through personal 

examples and expose students to other models. Discussions of social and moral issues as 

well as dilemmas can serve as a challenge for students when they cannot deal with them 

at their current stage of moral reasoning. This may impel them to shift to more advanced 

levels of morality. 

2.18  FROM MORAL REASONING TO MORAL BEHAVIOUR 

Though moral reasoning is necessary for moral behaviour, it is not sufficient. Educational 

psychology has a sound knowledge base for explaning how moral thinking changes as 

people mature. A model to link moral reasoning with moral behaviour is proposed by 

Lackona, as quoted by Parsons (2001). This provides direction to teachers in promoting 

moral behaviour in students. Raising students self esteem, promoting cooperative 

learning, providing opportunities for reflection on moral issues and allowing students to 
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participate in decision making are the mechanisms to increase frequency of moral 

behaviour in the classroom.  

Showing students that the teacher respects their uniqueness as individuals is a 

powerful way to raise their self esteem which is the value each of us places on our own 

characteristics, abilities and actions. Teachers may do this by learning at least one thing 

about every student in class early in the school year in term of their interest or hobby. 

They should also recogninize and encourage specific moral behaviour exhibited by a 

student through writing a brief note of encouragement to him. Engaging  students in 

cooperative learning by starting out with students to work in pairs or teams and then 

sharing their observations with the class also promotes moral behaviour. Teachers may 

use affirmative exercise in the class where students publicly affirm how someone else 

helped them that day or week. Another activity to promote prosocial (helping) behaviour 

occurs when students describe something in the class they are proud of doing. Providing 

opportunities for moral reflection means providing students the chance to read, write, 

think and debate about moral issues such as whether stealing or cheating are ever 

justified. Finally, allowing students to participate in making decisions affects quality of 

classroom life. The more the students are involved to make the decisions, the more they 

will have sense of empoverment and the more they will behave morally. 
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2.19  PRINCIPLES OF PERSONAL, SOCIAL AND MORAL 

 DEVELOPMENT 

Ormrod (1998) derives three themes or principles from the discussion of personal, social 

and moral development,  namely, communicating reasonable standards for acceptable 

student behaviour with reasons behind them, providing them numerous opportunities for 

social interaction and a warm, supportive environment. Well adjusted and morally sound 

children grow up in an authoritative environment where acceptable and non acceptable 

behaviours in the forms of rules and restrictions are clearly communicated, consistently 

enforced and explained why these are necessary and why some behaviours will not be 

tolerated. 

Social interaction is not only critical in cognitive and language development but 

also in personal, social and moral development. Self concepts are greatly influenced by 

the way others treat and view them. Social skills develop in interaction with others, 

specially with peers. Moral judgement and behaviour depend upon open discussion with 

others that creates disequilibrium necessary to shift to higher levels of moral reasoning.  

Warm and supportive, loving yet firm, authoritative environment fosters development 

that provides positive feedback for building student self concept. Students are more likely 

to express their ideas on moral issues in such environment openly and freely.  
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2.20 MORAL EDUCATION 

There are a variety of moral education approaches. Some of them are earlier but some of 

them are contemporary.  Santrock (2006) has reviewed these as the hidden curriculum, 

character education, values clarification, cognitive moral education and service learning. 

Schools that do not have specific programmes in moral education do so through moral 

atmosphere created by school rules and classroom rules and by moral orientation of 

school staff and textual material. The “hidden curriculum” which is part of every school 

conveys  attitude about cheating, lying, stealing and consideration of others. Character 

education, on the other hand, is a direct approach to prevent students from cheating, 

stealing and lying etc. The students are taught that these behaviours are wrong. The 

schools have an explicit moral code that is clearly communicated and violations are 

punished. Instruction in moral concepts and behaviours takes place in the form of 

examples and definition, class discussions, role playing or rewards to students for decent 

behaviour. 

Value clarification helps students to clarify what their lives are for and what is 

worthwhile to work for. Students are encouraged to define their own values and to 

understand values of others. This approach differs from character education because it 

does not tell what their values should be. Critics of value clarification argue that it 

undermines accepted values and fails to emphasize right behaviour. Cognitive moral 

education believes that students should learn to value such things as democracy and 

justice as their moral reasoning develops. This approach is based on Kohlberg’s theory 

and students discuss moral issues in a democratic environment. 
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Service learning is a form of moral education that promotes social responsibility and 

service to the community. It takes education to the community when students engage 

themselves in tutoring, helping the elderly, working in hospitals or cleaning up an area. 

2.21 THE CONCEPT OF CARE AND JUSTICE IN ISLAM  

2.21.1 Islam and Justice 

In the view of Islam, a person who has developed the four virtues; wisdom, courage, 

chastity, and justice within himself, is not praiseworthy unless the possession of these 

virtues benefits other people also. This is what reason tells us that purely internal and 

private virtues do not have much value, and their possessor does not deserve praise. 

Since all ethical virtues originate from justice as all vices emanate from injustice, 

which is the quality opposed to it. Plato’s saying also justifies the Islamic concept of 

justice: 

When the faculty of justice develops in man, all the other faculties and powers of 

the soul are illuminated by it, and these faculties and powers all acquire light from each 

other. This is the condition in which the human soul moves and acts in the best and the 

most meritorious manner possible, gaining affinity and reapproachment with the Source 

of creation. 

 

Justice is one of the basic human values in Islam. Islam made justice one of the 

basic pillars of individual, family and social lives. The reality about justice in the Islamic 

religion is that justice is Allah's balance on Earth, with which the weak get their rights 
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and the wronged take their rights from the unfair. Justice enables people to get their rights 

the simplest and easiest way. Justice is a part of the creed of Islam and under the umbrella 

of justice in the Muslim community; no one would be wronged. Islam commands justice 

and encourages its establishment. Identically, it prohibits injustice strictly and resists 

injustice strongly, either injustice toward oneself or toward others, particularly the strong 

people’s injustice toward the weak, the rich people’s injustice toward the poor and rulers’ 

injustice toward the people they rule. The weaker the person wronged is, the guiltier the 

wrongdoer.  Islam orders the establishment of justice with people, the kind of justice 

which is motivated and moved emotionally; Islam commands justice with one’s self. 

Islam orders each Muslim to balance between his own rights, his God’s rights and other 

people’s rights.The quality of justice saves the human being from the danger of deviation 

towards extremes, whether in personal or social matters, and enables him to attain 

enduring felicity and bliss. 

 
2.21.2 Islam and Care  
 
There are feminists who pointed out  for the categorical moral inferiority of men. 

Islamically, however, they can all be understood, and addressed, in ways that again 

demonstrate the conformability of the fitra, as understood by Islam as a quasi-

metaphysical quality, with the purely physical processes and geography of the human 

brain. 

The actualised shari‘a is, in a sense, the victory of the frontal cortex, and allows 

the male to retrieve the balance which is already implicit in the female metabolism. No 

doubt this is why ‘women are deficient in intellect and religion’. It is not that the Creator 
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has given them innate disadvantages in the quest for understanding and salvation, but 

rather that He requires men to make more effort to reach their degree of fitra. 

 

Modern Muslim theologians who have assimilated the new insights insist that the 

demand for ‘equality’ is less helpful than the demand for opportunity and respect. Here 

there is clearly a congruence between Islamic discourse and the new difference feminism 

of Greer, Gilligan and a growing number of others. As Muslims, we refuse such a 

favouritism. Inevitably, given the nature of the fitra, there must be aspects of shari‘a 

which favour the male in functional, material terms. Ours is a religion of absolute justice. 

But because we reject any identification of human worth with conspicuous functionality, 

or power, or status, or consumption, we are able to insist on the worth of women in a way 

that is not possible outside a religious context. 

The gender issue ramifies massively into every other area of religion. An 

opposition to the Shari‘a is an opposition to science, inasmuch as science is currently 

affirming an innate distinction between the sexes, a distinction that God clearly calls us to 

celebrate rather than to suppress. The social architecture of Islam is very different to that 

of the modern secular West: that should be a source of pride to Muslims. All personal and 

social matters can be handled greatly if one hold justice. It is justice which shows the 

gesture of care on the part of human beings. One can not be care oriented if he lost the 

part of justice in his dealings. So Islam gives an opposite concept of care and justice in 

contrast to the Gilligan’s theory. 
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According to Islam it is not justified that women are more care oriented than men 

and men have more tendency towards justice. Islam gives superiority on the basis of 

Taqwa only, and whosoever will be more pious, would be more caring and just. As it is 

described earlier in the concept of justice,  justice is the origination of all virtues.  

2.22  RELATED RESEARCH 

A wealth of research is conducted on the question of differences in moral reasoning. 

Much of this has been based on different kinds of instruments like questionnaire surveys, 

and scales asking respondents  to judge the right or wrong in form of vignettes. On the 

whole the results seem unclear, although it was noted that women are found more care 

oriented than men. 

Soile Juujarvi (2003) evaluated the ethic of care and its development. Care and 

justice reasoning were studied among practical nursing, bachelor-degree social work and 

law enforcement students in the beginning of education (N=66) and after 2 years (N=59). 

Main measures were Skoe’s Ethic of Care Interview and Colby & Kohlberg et al’s Moral 

Judgment Interview. Participants’ real-life moral conflicts were also analyzed. Results 

showed that 34% of the participants progressed in care reasoning, and 48% in justice 

reasoning. Social work and nursing students progressed in care reasoning. All groups 

showed progress in justice reasoning. Care and justice reasoning were parallel in terms of 

internal consistency and regression. 5% regressed in care reasoning, compared with 3% 

in justice reasoning. Participants at the highest justice level also represented high-level 

care reasoning. Women with connected self-concept tended to use care orientation. Level 

of justice reasoning varied according to the dilemma type. Real-life Care reasoning was 
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consistent with participants’ competence, with the exception of transgression-type 

dilemmas at the posttest. These results underscore the importance of dilemma type, and 

suggest that care reasoning is a significant part of real life morality. 

 

Daniel Sprender (2005) examined the morality of justice and the morality of care 

for males and females. The purpose of the study was to provide an overview and analysis 

of the two moralities. The study concluded that the field of criminal justice, and 

especially criminal justice ethics, might obtain significant benefits by recognizing the 

adequacy, and in some issues the superiority, of moral theories that integrate a care 

orientation. Criminal justice should join numerous other professions that were using the 

rich insights and practices emanating from the morality of care. 

 

Miller and Fagley (2004) examined care and justice moral orientation among 

African American college students. The study assessed the moral orientation of African 

American college students. One hundred sixty-six African American undergraduates at 

an historically Black university completed the Moral Orientation Scale, which measures 

care versus justice moral orientation. The students selected an average of 4.39 care-

oriented responses (out of 12). In contrast to predictions that African American culture 

would lead to the development of a care focus, most participants had a justice focus. In 

fact, these students were significantly more justice oriented than male law students, who 

were the most justice oriented of the groups studied by N. Yacker and S. L. Weinberg 

(1990). There was no evidence of a gender difference in moral orientation.   
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Keefer, Matthew and Olson (2001) conducted a study on moral reasoning and 

moral concerns. Research was directed towards explaining differences in moral 

orientation in terms of gender specific modes of reasoning that yielded equivocal results. 

An alternate proposal was presented that accounts for gender differences reported in two 

experiments using hypothetical dilemmas. No significant difference was found. 

William, John and Lauren (2004) investigated gender differences in moral 

judgment. Undergraduates were given three hypothetical moral dilemmas in 

questionnaire format. Responses were coded as being indicative of either consequential 

or non-consequential reasoning. Consequential moral decisions were based on the 

consequences of an act. Non-consequential decisions were based on factors other than the 

consequences, such as moral principles or rules. Significant gender differences were 

found. Males were much more likely than females to choose the consequential response 

to two of the three dilemmas.  

Roberta and Maclagan (2007) evaluated: Does a care orientation explain gender 

differences in ethical decision making?Undergraduate  students of accounting were taken 

for the sampling purpose. The women were more inclined than men to subscribe to an 

ethic of care, and that once this perspective is adopted, a pattern is discernible. The 

findings support the original hypothesis that where a care orientation is invited, women 

do indeed react differently to ethics issues than do men. The results seem inconclusive, 

although what differences have been noted tend to show women as more ethical than men 
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William and Friedman (2003) examined sex differences in moral judgments. This 

study was designed to test Gilligan's (1982) claim that men and women differ in moral 

judgments. One hundred and one college students read four traditional moral dilemmas 

and rated the importance of 12 considerations for deciding how the protagonist should 

respond. Six of the statements were derived from the description by Kohlberg et al. 

(1978) of post-conventional moral reasoning, and six were derived from Gilligan's 

description of women's style of moral reasoning. There were no reliable sex differences 

on either of the types of moral reasoning. Furthermore, men and women showed highly 

similar rank orders of the items for each dilemma.  

Nancy and Gwendolyn (2003) explored gender differences. The study employed 

parenting dilemmas to determine whether restriction of domain would reduce gender 

differences in moral reasoning orientation. Dilemmas were presented or elicited and 

differed in difficulty, importance, and personal relevance to investigate the relationship 

between situational characteristics and care or justice reasoning. Women and men did not 

differ in their use of care or justice reasoning when the domain was restricted, supporting 

the conclusion that differences in moral reasoning orientation result from differences in 

current life situations rather than from stable gender characteristics. 

Eisele (1992) compare the care versus the justice perspective of  moral reasoning 

among student nurses. A  descriptive survey was conducted using the final instrument, a 

six dilemma nursing moral reasoning scale. A total of 129 student nurses participated in 

this phase of the study. A statistically significant difference was found in the care versus 

the justice perspective (t = 3.8861, p = 001). No significant associations were found 
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between moral reasoning levels and age, race, religion, gender, class level, or having a 

degree in a field outside of nursing.  

 

Mary and Albert (2004) examined men and women on moral orientation. This 

research tested Gilligan's hypothesis that men are more likely to consider moral dilemmas 

chiefly in terms of justice and individual rights, whereas women are more likely to be 

chiefly concerned with questions of care and relationships with others. Interviews were 

taken from with 50 college students, half women and half men, to three moral dilemmas 

that were coded according to moral orientation. Results indicated that both moral 

orientations were widely used by both men and women, but that women were more likely 

to employ predominantly care considerations. Results suggest that both gender and 

situational factors need to be considered in our understanding of moral reasoning. 

Skoe (1994) investigated ethic of care, justice, identity and gender. The 

participants in Skoe's study, 76 female and 58 male volunteers, were recruited from 

several high school and university classrooms, including Harvard University, Boston, 

University, Northeastern University, University of Massachusetts, and high school 

students from the Boston area. The findings of the study indicated that both the care and 

justice aspects of moral development are related to identity for both men and women. 

Women had a stronger relationship between identity and care. 

The psychological research found that males and females are equally able to 

reason on what ought to do. While both males and females often are care oriented in most 
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situations. But females were found more care oriented when faced with real life situations 

than men.  

  To conclude from above research review, boys use the moral orientation of care 

much less often than girls use the moral of justice. Girls appear more care oriented in 

their use of the two modes (justice and care) in making moral judgment in real life 

situations. 
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CHAPTER 3 

PROCEDURE AND METHODOLOGY 

 

This chapter deals with the population, sample, instrument, design, procedure of data 

collection and data analysis.  

 

3.1 POPULATION 

The population of the study consisted of approximately 1300 students(566 male and 734 

female) studying in 13 different departments of University of Wah, Wah Cantt (Pakistan) 

constituting male and female students. The population of the students had varied 

backgrounds; parents of majority of the students belonged to Government sector; others 

belonged to different strata of life. The above population was selected for the study by the 

researcher keeping in view the access and feasibility for effective research. 

 

3.2 SAMPLE 

For the purpose of selecting representative sample from the population as defined above, 

two-stage sampling technique was used. At the first stage, five departments were 

randomly selected out of 13 departments of the university. At the second stage, purpose 

sampling technique was used and from the five departments, 100 willing students, 20 

from each department, 10 male and 10 female, were selected. 

This size of sample was taken as each participant had to respond to six dilemmas 

which was much time consuming. The availability of the researcher in the classroom was 
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of importance so as to facilitate the respondents in completion of the answers to the 

statements at the end of the each dilemma.   The sample frame is given below: 

Table 3.1 

Sampling Frame 

 

3.3 INSTRUMENT OF THE STUDY 

The study was basically a descriptive survey. The present study adapted  Moral 

Justification Scale developed by Richard C. Baker (professor in California School of 

Professional Psychology) and Samuel Roll (Professor in University of New Mexico)., 

which is an objective measure of the two moral orientations (Care and Justice). The scale 

consisted of six dilemmas with male and female versions presented in the form of 

vignettes, of which two were justice oriented, two were care oriented, and two were 

mixed, incorporating both orientations. It was not possible to apply the scale in its 

 

Departments  

BS (Hons) MA 

Male Female Male Female Total 

Chemistry 5 4 5 6 20 

Computer 

Sciences 

3 2 7 8 20 

Education 4 2 6 8 20 

Physics 7 6 3 4 20 

Management 

Sciences 

3 3 7 7 20 

Grand Total 22 17 28 33 100 
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original form as it was used in the American context. There were some concepts which 

are unacceptable in Pakistani culture. So after discussing this issue with the supervisor 

and the authors, a few changes were made in two dilemmas, namely,  Breakup Dilemma 

and Dating Dilemma. In Break up Dilemma, the story was changed into marital issue and 

Dating Dilemmas was changed in name as well as in context  which was given the name 

of Conflict Dilemma and the story was replaced by a friendship issue.  The names in the 

dilemmas were also replaced by familiar Pakistani names.  The consent of the authors 

was obtained by sending them the modified dilemmas. The remaining dilemmas were 

administered in their original form as they were consistent with Pakistani culture. The six 

vignettes were of interest and relevance to the students. Each vignette was followed by 

eight statements that were  extracted from the vignette, four of which represented care 

concerns and four represented justice concerns. Each statement was followed by a ten-

point scale, with anchors at 1 (not at all important) and 10 (very important); the 

participants were asked to mark their judgment on each statement. 

The scale was adapted as there was no other reliable instrument available for 

measuring the moral orientations among students and gender differences in the moral 

reasoning. When the researcher came across this study, she decided to adapt this scale for 

the purpose of measuring moral reasoning among males and females and to test 

Gilligan’s theory while examining care and justice orientations among male and female 

students in Pakistan. 

3.4 PILOT TESTING 

Before conducting main study, it was decided to conduct a pilot study to evaluate and 

improve design and procedure of the main study. The purpose was not only to test the 
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scale to be used in the study but also to learn from the experience of the pilot study to 

conduct the study. 

For the purpose of pilot testing, 20 students, 10 males and 10 females, were 

selected on their willingness to participate in the study. Then the six dilemmas were 

administered to each of them. These students were thoroughly briefed before they 

answered the dilemmas. The students took great interest in responding to these dilemmas 

as it proved to be a sort of recreation for them.  No real, significant difference in moral 

orientations of care and justice among male and female students could be found. That 

might be due to very small sample size.  However, this exercise of administering 

dilemmas and its analysis had a great deal of positive impact on the conduction of main 

study. The results of the pilot study are given Chapter IV from table 1 to table 4. 

 

3.5 DESIGN AND PROCEDURE OF MAIN STUDY 

The following procedure was followed in conducting the study: 

1. Out of 13 Departments of the university, five Departments of Management Sciences, 

Physics, Education, Chemistry and Computer Sciences were randomly selected. 

2.  In order to select participants, sign-up sheets were administered in departments in the 

university to obtain willingness of the students for their participation. Out of the142 

willing students, 20 students, 10 male and 10 female, were then selected randomly from 

each department to make up 100 students for the study sample. 
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3.     Students were administered the dilemmas in their classes for their participation. 

Each student was asked to respond to six dilemmas. They were briefed on the dilemmas 

to help them rate the statements given at the end of the each dilemma. To facilitate the 

students, the researcher administered the female version to female students and male 

version to the male students so that they could associate themselves with the described 

vignettes. The researcher remained present in the classroom to help the students where 

they needed it. 

4.     The students showed their interest in the dilemmas as these  seemed to offer a new 

story on morality. The average time taken by the students for reading and answering the 

six dilemmas was about two hours. They were allowed to ask questions if they felt some 

ambiguity in the language or in the concept. Not only did the students rate the statements 

but also they gave their comments on the dilemmas and suggested that what the 

protagonist should do in related situations. 

3.6 VALIDITY OF THE MORAL JUDGMENT SCALE  

The scale was already validated by the original authors in American culture. To assess its 

construct validity, the 48 MJS items (six vignettes, each with eight items) were rated 

there by eight judges ( clinical psychologist)as to whether they represented the care or 

justice constructs.  The judges were first provided with a brief summary of Gilligan's 

concepts of care and justice. Concurrent validity was assessed via comparison of Care 

subscale scores and Miller Social Intimacy Scale scores. The MSIS measures 

interpersonal intimacy and the Care subscale taps interpersonal considerations in moral 
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judgment. While the underlying constructs overlap, they do so only moderately. 

Therefore, only a modest correlation was expected and, in fact, found (r = .22, p [less 

than] .05). (Appendix A).The content validity of the scale, as modified in the present 

study, was examined by experts in field of psychology and education. They approved the 

appropriateness of each dilemma and the statements to be rated by the participants. 

3.7 RELIABILITY OF THE MORAL JUDGMENT SCALE 

 Test –retest method was used by the writer to measure the reliability of the scale. 

The reliability was found to be 0.99 which was quite high. 

 

3.8 DATA ANALYSIS 

 The following steps were taken to analyze the data: 

1. key Development 

2. Separation of Items 

3. Scoring 

4. Analysis 

1. Key Development 

For scoring the ratings on dilemma items, a key (Appendix B) as developed by 

the authors of the scale was used to make the process of scoring easy and 

standardized.   
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2. Separation of Items 

Each dilemma was based on eight statements at the end. Four of them were care 

oriented and other four were justice oriented. The care and justice items were 

separated from the collected dilemmas.  

   3. Scoring 

The subscale of care orientation score was based on responses to the four care 

items for the six dilemmas. Each statement was followed by a ten-point scale.  

Each item was scored according to the point. The Justice subscale was scored 

similarly. Participants were supposed to obtain scores on 24 care and 24 justice 

items in six dilemmas presented to them out of total score of 240 as each item 

score ranged from 1 to 10. So minimum score from the participants was expected 

to be 24 and highest expected score from one participant was 240. 

 

4. Analysis of Data 

 The following techniques were used to summarize and analyze the data: 

 1. Mean and SD 

  Mean was calculated by applying the following formula: 

  It is denoted as X, and is given as: 

                      

X
X

N


            (Gay,2000) 
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Where X = ( Scores of male and female students on care orientation) 

         (Scores of male and female students on justice orientation) 

  N=  Number of Students 

 SD was taken by applying the following formula; 

  2

2

1

Where 

SS
SS

N

X
SS X

N




 


 

      (Gay,2000) 

  2. Frequency Distribution 

The collected data were arranged and classified into group data with class 

intervalsvand frequencies. 

 3. Graphic Representation 

                         The data were also  graphically represented. This representation  

  made the data more clearer ivisually. 

 4. Comparison of groups on range and overlapping  

  Range and degree of overlapping among the groups were used to compare 

 the male and female groups on care and justice orientations. 

 5. Coefficient of variation 

The variability of the groups was calculated by applying coefficient of 

variation:                        
100

V
X


             which is suggested by 

Garret (2006) when the comparison group differed in their mean scores. 
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6. t-test 

To determine the significance of the difference of mean scores of the male 

and female students on care and justice orientations, t-test was applied. 

     
1 2

1 2

1 2 1 2

1 1

X X

SS SS

n n n n








   
   

  

 

                       

        (Gay,2000)     

 Where SS is the sum of squares:              
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df = n1+ n2 – 2 

where n1= 50 

where n2 = 50 
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CHAPTER 4 

ANALYSIS AND INTERPRETATION OF DATA 

 

This chapter deals the analysis and interpretation of data obtained in the pilot and main 

study.  

 

4.1. PILOT STUDY RESULTS 

Moral dilemmas of the moral justification scale were administered to the 20 

students,10 male and 10 female students of University of Wah. On the basis of 

their scores, mean scores and standard deviation of scores, both male and female 

group were computed which are given in the following tables: 

 

 

 

 

 

 

 

 

 

 



70 
 

 

 

Table 4.1  

Comparison of Mean and Standard Deviation scores of Male and Female 
students on Care Orientation 

Group  N Mean SD 

Male 10 179.6 31.00 

Female 10 

 

172.7 13.40 

 
 

Table 4.1 shows that mean care orientation scores of male and female students 

were 179.6 and 172.7 out of the maximum score of 240. Though the average male student 

showed higher care orientation than his female counterpart, the scores of male students 

were more dispersed around the mean than those of females. This means that male 

students differed more from the average than females. The raw care orientations scores 

are given at appendix C. 
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Table 4.2  

Comparison of Mean and Standard Deviation scores of Male and Female 
Group on Justice Orientation 

Group  N Mean SD 

Male 10 181.9 22.09

Female 10 
 

167.0 
 

20.91
 

 

Table 4.2 shows that mean and standard deviation of Justice Orientation score of 

male group is higher than the female group. Though male students again scored higher on 

justice orientation, the spread of individual score around the average score for male 

student is somewhat higher. The raw justice orientations scores are given at appendix C 

 

Table 4.3  

Significance of the Difference between Mean scores of Male and Female group on             
Care Orientation 

Group N Mean SD SED t-value p 

Male 10 179.6 31    
    10.67 0.64 >.05 
Female  10 172.7 13.4         

          df = 18                                                      t at .05 = 2.10 

As the above table No 4.3 shows, the actual mean difference of 6.9 in care 

orientation scores of male and female students was found to be non-significant at .05 

level when tested through t-value which was 0.64 
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Table 4.4  

 

      Significance of the Difference between Mean scores of Male and Female group on 
Justice Orientation 

Group N Mean SD SED t-value 
 

 p 

Male 10 181.9 22.09    

    9.61 1.49 >.05 

Female  10 167 20.91        

        df = 18                                                       t  at .05 = 2.10 

As the above table shows, the actual difference of 14.9 in justice orientation 

scores of male and female students was found to be non-significant .05 level when tested 

through t-value which was 1.49. 
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4.2 MAIN STUDY  

The dilemmas of moral justification scale were administered to the 100 students 50 male 

and 50 female of a sample of University of Wah. The scores were grouped into frequency 

distributions. On the basis of these mean, standard deviation scores of both the groups 

male and female were computed which are given in the following table: 

Table 4.5  

Frequency Distribution of Care Orientation Scores of Male Students 
 

 

 

 

 

 

 

 

 

As table 4.5 above shows, the frequency distribution of care orientation scores of male 

students tends to be approximately normal  shown in figure 1 on the next page. 

 

 

 

Mean Median 

159.4 163.07 

Class 
Intervals 

Frequencies 

195  -  204 4 
185  -  194 3 
175  -  184 7 
165  -  174 10 
155  -  164 7 
145  -  154 7 
135  -  144 3 
125  -  134 3 
115  -  124 1 
105  -  114 4 
95   -  104 1 

Total 50 
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Fig 4.1: Frequency Distribution of Care Orientation Scores of Male Students 
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Table 4.6  

Frequency Distribution of Care Orientation Scores of Female Students 
 

 

 

 

 

 

 

 

 

As table 4.6 above shows the frequency distribution of care orientation scores of female 

students tends to be approximately normal as shown in figure 2 on the next page. 

When entries in table 5 and table 6 are compared, the difference between average male 

student and average female student on care orientation is 24 points in favour of female 

students. The difference between median male student and median female student is 

21.43 also in favour of female student. 

Care orientations scores of male students ranged between 95 and 204 whereas 

those of female students fall between 105 to 234. This shows the superiority of female 

students on care orientation. As far as the amount of overlapping between these groups is 

concerned , only 14 percent male students scored at or beyond the girls median score of 

184.5 on care orientation. This indicates that quite a number of male students were care 

oriented in their moral judgements. 

Mean Median

183.4 184.5 
Class Intervals Frequencies 

 225  -  234 1 
215  -  224 0 
205  -  214 7 
195  -  204 7 
185  -  194 10 
175  -  184 9 
165  -  174 5 
155  -  164 9 
145  -  154 1 
135  -  144 0 
125  -  134 0 
115  -  124 0 
105   - 114 1 

Total 50 
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Fig 4.2: Frequency Distribution of Care Orientation Scores of Female Students 
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Table 4.7  

Frequency Distribution of Justice Orientation Scores of Male Students 
 

 

 

 

 

 

 

 

 

 

 

 

 

As table 4.7 above shows, the frequency distribution of justice orientation scores of male 

students tends to be symmetrical and normally distributed because mean and median are 

equal. 

 

 

 

 

 

Mean Median 

191.2 191.2 

Class Intervals Frequencies 

230-  239 1 

220  -229 2 

210  -219 7 

200-  209 4 

190  -199 12 

180-  189 13 

170  -179 3 

160  -169 4 

150  - 159 4 

Total 50 
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Fig 4.3: Frequency Distribution of Justice Orientation Scores of Male Students 
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Table 4.8  

Frequency Distribution of Justice Orientation Scores of Female Students 
 

 

 

 

 

 

 

 

 

As table 4.8 above shows, the frequency distribution of justice orientation scores of 

female students tends to be approximately normal as shown in figure 4 on the next page. 

When entries in table 7and table 8 are compared, the difference between average male 

student and average female student on justice orientation is 7.4 points only in favour of  

student. Likewise the difference between median male student and median female student 

is 4.6 only in favour of male students. 

Male and female students justice orientation scores fell in the range of 150 to 239 

and 105 to 234 respectively. When the amount of overlapping between male and female 

students was taken into account, 61 percent male students scored at or beyond the girls 

median score of 186.6 on justice orientation. This means that there are sizeable number of 

girls with justice orientation. 

 

Class Intervals Frequencies
225  -  234 1 
215  -  224 0 
205  -  214 6 
195  -  204 7 
185  -  194 14 
175  -  184 9 
165  -  174 5 
155  -  164 3 
145  -  154 2 
135  -  144 2 
125  -  134 0 
115  -  124 0 
105   - 114 1 

  Total 50 

Mean Median
183.8 186.6 
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Fig 4.4: Frequency Distribution of Justice Orientation Scores of Female Students 
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Table 4.9  
 

                 Comparison of Mean and Standard Deviation Scores of Male and Female Groups 
on Care Orientation 

 

 

 

Table 4.9 shows that mean care orientation scores of male and female students were 

158.46 and 182.84 respectively out of the maximum score of 240. Though the average 

female student showed higher care orientation than her male counterpart, the care scores 

of male students appear to be more scattered around the mean than those of females. This 

was confirmed through the coefficient of variation (v) which indicates that female 

students were 75 percent as variable as male students in their care oriented moral 

judgement scores. 

 

 

 

 

 

 

 

 

  

 

Group  N Mean SD V 

Male 50 158.46 25.59 16.15 

Female 50 182.84 22.18 12.13 
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Table 4.10  

              Comparison of Mean and Standard Deviation Scores of Male and Female Group 
on Justice Orientation 

 

 

 

Table 4.10 shows that mean justice orientation scores of male and female students were 

190.02 and 182.16 out of the maximum score of 240. Male students scored higher on 

justice orientation, but the spread of individual scores around the average justification 

score of female group was somewhat greater. This was verified by comparing the 

variability of the groups through co-efficient of variation (V) showing that male students 

differed less among themselves in their justice oriented judgements. 

 

. 

 

 

 

 

 

 

 

 

Group  N Mean SD V 

Male 50 190.02 18.87 9.93 

Female 50 182.16 22.27 12.22 
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Ho 1: There is no significant difference between mean care orientation scores of male 

and female university students. 

 

 Table 4.11  

                     Significance of the Difference between Mean Scores of Male and Female 
Students on Care Orientation 

 

 

 

                  df = 98                                                                t value at .05 = 1.98 

                                                             t value at .01 = 2.63 

 

Entries in the above table indicate that the actual difference of 24.38 in the mean 

care orientation scores of male and female students was found to be significant 

when tested through t-value which was 5.10 and found significant at .05 level. It 

was also found significant at.01 level.  The difference goes in favour of female 

students who were found to be more care oriented than male students. The null 

hypothesis No 1 was therefore rejected. 

 

 

 

 

 

Group N Mean SD SED t-value p 
Male 50 158.46 25.59    
    4.78 5.10 <.01 
Female  50 182.84 22.18        
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Ho 2: There is no significant difference between mean justice orientation scores 

of male and female students  

 
Table 4.12  
 

                    Significance of the Difference between Mean Scores of Male and   Female 
Group on justice Orientation 

      

 

                       df = 98                                        t value at .05 = 1.98 

As the table 12 above shows, the actual difference of 7.86 in the mean justice orientations 

scores of male and female students was found to be non-significant when tested through 

t-value which was 1.87and found non-significant at .05 level. The null hypothesis No 2 is 

therefore retained. 

 

 

 

 

 

 
 
 
 

Group N Mean SD SED t-value p 
Male 50 190.02 18.87    

4.19 1.87 >.05 
Female  50 182.16 22.27        
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CHAPTER 5 

 
SUMMARY, FINDINGS, CONCLUSIONS, 

DISCUSSION AND RECOMMENDATIONS 

This chapter deals with summary, findings, conclusions, discussion and recommendations 

of this research study. 

 

5.1 SUMMARY 

The study was aimed to investigate care and justice orientations of university students by 

using the Moral Justification Scale developed by Richard C. Baker (professor in 

California School of Professional Psychology) and Samuel Roll (Professor in University 

of New Mexico). The researcher took permission from the original authors to use it in 

Pakistani context for examining moral judgement of students. They happily gave the 

permission to conduct this research. 

The objectives of the study were to measure the care and Justice orientations 

among university students by using the Moral Justification Scale, to compare male and 

female students on Care and Justice Orientations, to test Gilligan’s theory of moral 

development and to explore the validity of the Moral Justification Scale in Pakistan. It 

was hypnotized that there was no significant difference between mean care orientation 

score and justice orientation score of male and female students of the university. The 

population of the study consisted of the 1300 students(566 male and 734 female) of 
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University of Wah. Multistage sampling technique was adopted for the purpose of 

sampling. Out of 13 departments of the university, five departments were randomly 

selected and 100 students, 20 from each department, 10 males and 10 females were 

randomly chosen from these departments. The Moral Justification Scale consisting of six 

dilemmas was adapted according to the Pakistani culture. It was used to collect data after 

pre-testing it. The study was a descriptive survey of university students’ moral reasoning 

in terms of care orientation and justice orientation as postulated by Gilligan. Participants 

responded to six dilemmas that were two care, two justice, and two mixed vignettes. Care 

orientations score of each participant was determined by totaling scores on their 

responses to the four care items of each the six vignettes. Scores thus obtained across  24 

items were averaged, that ranged from 1 to 10. The average Justice score was similarly 

computed. The scores were grouped into frequency distribution. In addition to 

computation of averages, SD, degree of overlapping, coefficient of variation, t- test was 

applied to test the study hypotheses. The level of significance used in the study was .05. 

 

5.2 FINDINGS 

Following were the findings of the study: 

1.  The care orientation scores of male students ranged between 95 and 204 

respectively. This shows that the scores were symmetrical and approximately 

normal. (Table 5) 

2.  The care orientation scores of female students ranged between 105 to 234 tends 

to be approximately normal. (Table 6) 

3. The difference between average male student and average female student on care 
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 orientation was 24 points in favour of female students. The difference between median 

male student and median female student on care orientation was  21.43 that was also in 

favour of female students. Care orientations scores of male students ranged between 95 

and 204 whereas those of female students fall between 105 to 234. This shows the 

superiority of female students on care orientation. As far as the amount of overlapping 

between these groups is concerned, only 14 percent male students scored at or beyond the 

girls median score of 184.5 on care orientation. This indicates that quite a number of 

male students were more care oriented in their moral judgements than average female 

student. (Table 5,6) 

4.  The frequency distribution of justice orientation scores of male students ranged between 

150 to 239 tends to be symmetrical and normally distributed because mean and median 

are equal.(Table 7) 

5. The frequency distribution of justice orientation scores of female students ranged 

between 105 to 234  tends to be approximately normal. (Table 8) 

6. The difference between average male student and average female student on justice 

orientation was 7.4 points only in favour male of student. Likewise, the difference 

between median male student and median female student was 4.6 only in favour of male 

students.Male and female students justice orientation scores fell in the range of 150 to 

239 and 105 to 234 respectively. When the amount of overlapping between male and 

female students was taken into account, 61 percent male students scored at or beyond the 

girls median score of 186.6 on justice orientation. This means that there were sizeable 

number of girls with higher justice orientation scores than boys. (Table 7,8). 
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7. The mean care orientation score of the female students was 24.38 higher than the 

mean score of the male group. The standard deviation score of the male group 

appeared to be higher than the standard deviation score of the female group. 

Coefficient of variation indicated that female students were 75 percent as variable 

as male students in their care oriented moral judgments.(Table 9) 

8.  The mean justice orientation score of the male students was 7.86 higher than the 

mean score of the female group. Coefficient of variation indicated that male 

students were 81 percent as variable as female students in their justice oriented 

moral judgments (Table 10) 

9. Calculated value of t indicates that difference between the mean score of the male 

and female group on care orientation was 5.10 which was highly significant even 

at .01 level and was in favour of female students. Therefore, the null hypothesis 

No 1 was rejected.(Table 11) 

10. Calculated value of t indicating the difference between the mean score of the 

male and female group on justice orientations was 1.87 which was not significant 

at 0.05 level.  Therefore the null hypothesis No 2 was retained.(Table 12) 

 

5.3 CONCLUSIONS 

Following conclusions were drawn from the above findings: 

1. The average female student was found to be more care oriented in her moral  

judgements than average male. The mean care orientation score of females 
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was 24 points higher than males, as measured through moral justification 

scale. Care perspective thus dominated in female moral judgements.  

2. Though the average male student tended to be more justice oriented, the 

mean justice oriented score of males being eight points higher than females 

on the moral justification scale, the difference was not significant enough to 

be called as real. 

3. Individual variations, as measured through coefficient of variation, were 

however found in care and justice orientations among male and female 

students. Girls differed less among themselves on care orientation than boys 

( girls variation was 75 percent of boys). Boys differed less among 

themselves than girls on justice orientation (boys variation was 81 percent of 

girls). Both moral orientations were widely used by male and female 

students. 

On the whole, gender differences were visibly found in care orientation but 

not on justice orientation. Girls were found to be more care oriented than 

boys but boys were not more justice oriented than girls. 

5.4 DISCUSSION 

This study sought to compare moral reasoning of male and female, university 

students to verify Gilligan’s proposition that male adults are more justice oriented and 

female adults are more care oriented in their moral judgements. 

A number of studies using measures designed to investigate more interpersonally 

oriented forms of moral reasoning such as William, John and Lauren (2008); Skoe 

(1994);Gilligan and Attanucci (1988); Mary and Albert  (2000); Daniel Sprender 
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(2005); , Miller and Fagley (2004);  Gilligan & Attanucci, (1988); Lyons, (1983); 

Pratt, Golding, Hunter, & Sampson, (1988); Rothbart, Hanley, & Albert, (1986), have 

found gender differences on care orientation and justice orientation as female were 

found more care oriented than male . However, other studies have not found 

significant gender differences  on care and justice orientations such as Keefer, 

Matthew and Olson (2006); Soile Juujarvi (2003); Nancy and Gwendolyn (2003); 

Daniels, D'Andrea, and Hick (1995); Roberta and Maclagan (2007); Eisele (1992); 

William and Friedman (2003). The results of the present study thus support the 

former group of researchers only on gender differences on care orientation whereas 

the results of the present study support the later group on lack of clear gender 

differences on justice orientation. 

The present study was descriptive and survey type. It described how people make 

moral decisions. This study was originally conducted by Richard C. Baker (professor 

in California School of Professional Psychology) and Samuel Roll (Professor in 

University of New Mexico). On the whole, the study shows that female students 

tended to more care oriented than male students while there no real and clear 

difference was found on justice orientations, although male students were somewhat 

ahead of their female counterparts in justice orientation. So the study partially 

supports the Gilligan’s theory of Ethic of care. The results might have been different 

if the sample size were larger enough. 

Research in moral development has been differentially concerned with the two 

principles of justice and care. Research in the Kohlberg-tradition has focused 
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primarily on the principle of justice (Kohlberg, 1984). The principle of care has been 

the focus of a program established by Gilligan (1982) as a criticism of Kohlberg’s 

justice oriented approach, but it has also been in the focus of research on empathy and 

altruism (Eisenberg, 1982; Hoffman, 1984). 

The use of dilemma stories in this study can be traced back to one of the pioneers 

of moral development research and moral education, Kohlberg (1984; 1996), who 

developed a cognitive-developmental theory of moral development consisting of six 

stages, based on Piaget’s work on moral development (Piaget, 1977). However, 

Kohlberg’s theory became the focus of feminist critique, primarily through the work 

of Carol Gilligan who criticised Kohlberg’s claim that women’s “Ethic of Care” 

represented a lower stage of morality than men’s “morality of justice” (Gilligan, 

1982; Gilligan, Ward, Taylor & Bardige, 1988). Contrary to Kohlberg’s dilemmas, 

which were hypothetical in their nature, Gilligan preferred to draw from participants’ 

lives (Tronto, 1994). Nevertheless, Gilligan’s work has also become the target of 

criticisms by, for example, Tronto (1994) and (Hoff Sommers, 2000). 

Findings of the study show that female students were found more care oriented 

while there was not found any significant difference on justice orientations. So the 

study partially supported the Gilligan’s theory of Ethic of care.  

Over the past two decades there has been a great deal of research conducted into 

the question of gender differences in ethical decision making. Much of this has been 

based on questionnaire surveys, typically asking respondents (often students, 
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sometimes professionals) to judge the moral acceptability of actions as described in 

short cases or vignettes. Overall the results seem inconclusive, although what 

differences have been noted tends to show women as more ethical than men. 

 

Kohlberg (1958, 1981) maintained that moral reasoning in males and females can 

be described by a single model of development. His advanced stages in moral 

reasoning are characterized by a set of abstract moral principles based on justice, 

equity, and equality. He addressed the gender controversy by attributing differences 

in the use of the care and justice orientations to the nature of the problem instead of 

the sex of the participant. 

Johnston (1979, 1982, 1988) reported that boys and girls were notably different in 

terms of their tendency to use a care or justice perspective in solving moral dilemmas. 

Johnston asked both boys and girls to select the “best” solution to the problem in 

several fables. Girls tended to select a care solution, whereas boys generally indicated 

a justice orientation in their moral reasoning.  In this way this study favours the result 

of the current study. 

Daniels, D'Andrea, and Hick (1995) conducted a study on Hawaiian youths.  Its 

results are opposite to the results of this study. The purpose of the study was to 

investigate possible difference in the moral development of male and female youths. 

Participants in this study were 80 children and adolescents of Hawaiian ancestry. The 

method used to study moral development was the use of fables. Daniels, D'Andrea, 

and Hick concluded that gender differences in moral reasoning abilities did not exist 
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between male and female Hawaiian participants in their study. They also found that 

the care perspective dominated the responses offered by both male and female 

students. What was also noted in the study was that the male participants 

predominantly responded from a care perspective in all but one of their spontaneous 

and best solutions. 

Gilligan (1979, 1982) suggested that gender differences exist in the ways that men 

and women approach and solve ethical problems. Gilligan (1982) has argued that 

males and females in our society have different orientations to moral conflict. She 

holds that males typically take a justice orientation towards conflicts. Males 

emphasize the importance of rights, justice, and obligations in their process towards 

resolving conflicts. Females, according to Gilligan, have a care orientation which 

emphasizes the importance of human relations and the welfare and well being of all 

parties involved. Gilligan stresses that while males and females are capable of 

considering both perspectives, one perspective or orientation usually predominates. 

Gilligan and Attanucci (1988) conducted a study entitled, Two Moral 

Orientations: Gender Diferences and Similarities, which studied real-life dilemmas 

from 46 men and 34 women who were primarily adolescents and young adults. The 

study found that concerns about both justice and care are represented in people's 

thinking about real-life moral dilemmas. However, people tend to focus on one set of 

concerns and will minimally represent the other. The study also found an association 

between moral orientation and gender with men and women using both orientations. 
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Care-focus dilemmas are most likely to be presented by women and justice-focus 

dilemmas by men. The study partially support this study. 

Skoe (1994) investigated Ethic of Care, Justice, Identity and Gender. The 

participants in Skoe's study, 76 female and 58 male volunteers, were recruited from 

several high school and university classrooms, including Harvard University, Boston, 

University,  University, University of Massachusetts, and high school students from 

the Boston area. The findings of the study indicated that both the care and justice 

aspects of moral development are related to identity for both men and women. 

Women had a stronger relationship between identity and care. 

 

Attention should be paid to the insight, from Carol Gilligan and others, that women are 

more inclined than men to subscribe to an ethic of care, and that once this perspective is 

adopted a pattern is discernible. (Bamton. R and Patrick Maclagan,2009).  

There were no reliable sex differences on either of the types of moral reasoning, 

and confidence intervals allowed the rejection of all but negligible differences in the 

directions predicted by Gilligan's model. Furthermore, men and women showed highly 

similar rank orders of the items for each dilemma. The personality measures also failed to 

predict individual differences in moral judgments. (William J. Friedman Amy B. 

Robinson Britt L. Friedman,2007). 

It is proposed that females and males differ in the structure of their moral 

attitudes, such that females tend to adopt care-based moral evaluations and males tend to 
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adopt justice-based moral evaluations.   (Carla L. Harenski, Olga Antonenko, Matthew S. 

Shane and Kent A. Kiehl).  

 

Women prefer care reasoning, which considers issues of need and sacrifice, and 

men prefer justice reasoning, which considers issues of fairness and rights (Nancy A. 

Clopton and Gwendolyn T. Sorell ).   

Men are more likely to consider moral dilemmas chiefly in terms of justice and 

individual rights, whereas women are more likely to be chiefly concerned with questions 

of care and relationships with others.  (Mary K. Rothbart  , Dean Hanley and 

Marc Albert) 

 

Women subjects were seen as placing far more emphasis on an ethic of care rather 

than of justice. However, comparing the pattern of male mean scores with the pattern of 

female mean scores does not lead to the conclusion that Gilligan's theory has been 

supported by the data (Dickey, Barbara) 

Gilligan's theory of the ethic of care enlarges the description of morality offered 

by Kohlberg, and more fully describes the virtue of love offered by Erickson. The ethic 

of care that Gilligan heard in the voices of the women whom she interviewed and which 

has been found in subsequent research in the responses of both men and women expands 

our notion of morality to include the principle of caring for and nurturing life. Gilligan's 

work can be understood as adding what we have come to call the feminine principle: 
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caring, compassion and concern for others, to what we have come to call the masculine: 

the rational, abstract and logical.  

In summary, the evidence from psychological research has shown that males and 

females are equally able to reason abstractly and equally likely to appeal to principles of 

justice when examining the moral imperative, when determining what one ought to do. 

However, while both males and females are capable of, and in fact often use, the ethic of 

care, females may be more likely than males to view the interpersonal issues of a 

situation as important, particularly when describing a real life, personally experienced 

moral dilemma.  

Finally, that Gilligan's theory of the ethic of care enlarges the description of morality 

offered by Kohlberg, and more fully describes the virtue of love offered by Erikson. The 

ethic of care that Gilligan heard in the voices of the women whom she interviewed and 

which has been found in subsequent research in the responses of both men and women 

expands our notion of morality to include the principle of caring for and nurturing life. 

Gilligan's work can be understood as adding what we have come to call the feminine 

principle: caring, compassion and concern for others, to what we have come to call the 

masculine: the rational, abstract and logical.  

I have argued that this work expands our understanding of morality and suggests 

that an integrated moral theory is a theory of human potential in which autonomy is 

achieved in community. This view insists that the basic rights of individuals be respected 

and upheld, and that mercy be shown each person. It is a view which joins the affective 
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ethic of care with the rational ethic of justice. Much work on how to help students 

develop the ethic of justice (Higgins, Power, Kohlberg,) has been accomplished. 

Researchers, theorists, and educators must now turn attention to developing a greater 

understanding about how care, compassion, love are developed and to designing curricula 

that will promote this essential component of morality. 

5.5 LIMITATIONS  

Where the study results bear validity and benefit for the educators, a few  limitations 

were as follows : 

1. The study was conducted on a small homogeneous sample of 100 students from 

only one university. 

2. Instrument of the study was quite lengthy and laborious for the students to 

understand and fill out. 

 

5.6 RECOMMENDATIONS  

 On the basis of conclusions and discussion, following recommendations may be 

suggested: 

1. Though the average male student was more inclined toward justice 

orientation, the difference was not significant enough to be called as real. 

Both male and female students were almost equally justice oriented which 

is a desirable commonness in males and females. The theme of caring may 

be used in a variety of subjects to promote sentiment of caring both among 
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males and females for self, family, strangers, friends and the world at 

large. 

2. The average female student was found to be more care oriented in her 

moral judgments. Care perspective dominated in females perhaps due to 

their socialization. To improve the care perspective in male youth, steps 

may be taken to bring reforms in curriculum at all levels. Contents in the 

syllabus may be revised which may evoke moral orientations in male 

adolescents who  may be taught to be ore caring for others. 

3. University teachers and authorities may create appropriate environment 

for promoting the care orientation in students. 

4. Seminars and talks may be conducted on ethical issues to promote theme 

of care in the students. 

5. As the present study was conducted on a small sample, more studies be 

conducted on Gilligan’s theory at different levels and with larger samples 

consisted of heterogeneous groups to verify the findings of this study.  

6. The moral judgment scale used in the study may be shortened in respect of 

number of dilemmas that are the same for both males and females. This 

will help in increasing the sample also. Such scales will not only be 

helpful in the field of education but also in the other fields like law, crime, 

politics, community etc to seek the moral reasoning of the relevant 

individuals.  
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Appendix A 

MORAL JUSTIFICATION SCALE 

1.Break-up Dilemma (Male Version) 

Raheel and Aneesa were planning to go together to a very important function 

arranged by their friends. The two had been engaged for the past two years. They had 

been friends for several years before they got together, but their relationship became 

more serious when they became engaged. This function was one of the biggest events in 

their lives, and both had really looked forward to it. The only problem was that Raheel 

was no longer in love with Aneesa, something he started to realize just a couple of weeks 

before the function was to take place.  

 

Raheel didn't know when to tell Aneesa that his feelings for her had changed -- 

that he really does not enjoy being with her anymore. He felt a pressing need to do this, 

for he felt like he was living a lie by not ending the relationship.  Raheel strongly 

believed in being honest and started feeling that to go to the function with a girl he did 

not love would be dishonest of him. On the other hand, he knew that canceling this 

important event with Aneesa would hurt her feelings too much -- she would feel horribly 

rejected and be unable to enjoy the function, as she had made it clear to him that she has 

been waiting for this event. In addition, Raheel had tried to live by the rule that people 

should stick to their promises, and he felt that he had made a promise to Aneesa to go to 

the function with her and should live up to it.  
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Raheel knew that at some point he would have to tell Aneesa that he wanted to 

break up with her. He felt that by going ahead and attending the function with her merely 

delayed what was unavoidable, causing even greater suffering for her later on when she 

found out that he had not really wanted to go with her. Besides, a girl from his office that 

he was interested in had let him know that she wanted to go to the function with him. He 

didn't want to just ignore his strong desire to go to the function with this girl instead of 

his fiancee, since taking care of himself and his own needs was also important to him. 

After all, he too had looked forward to this event for a very long time.  

 

Raheel then recalled how it was when Aneesa and he had first started going out. 

They had agreed to remain engaged and get married no matter what happened to their 

feelings, and made a promise that they would never let each other down.  He feared this 

was no longer the case, for Aneesa had since let him know that she did not believe it was 

possible for them to remain engaged. Raheel did not want to lose his special relationship 

with Aneesa. They had been through a great deal together over the years and had always 

been very supportive of one another. Besides, he thought, it wasn't really fair of him to 

break up with her right now, as he had already asked her to go to the function with him 

and he felt a sense of obligation to follow through. 
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If you were to make a decision, think about how important each of these statements 

would be. On a scale from "1" (not at all important) to "10" (very important), 

please circle the number which indicates how important you think each of the 

following ideas were in making your decision.  

 

1.Raheel strongly believes in being honest and started feeling that to go to the function 

with a girl he did not love would be dishonest of him.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10         Important 

2. Cancelling this important invitation with Aneesa would hurt her feelings too much -- 

she would feel horribly rejected and be unable to enjoy the function, as she had made it 

clear to him that she has been waiting for this event..  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10           Important 

 

3.Raheel had tried to live by the rule that people should stick by their promises, and he 

felt that he had made a promise to Aneesa go to the function with her and should live up 

to it.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10             Important 
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4 .Raheel felt that by going ahead and attending the function with Raheel merely delayed 

what was unavoidable, causing even greater suffering for her later on when she found out 

he really had not wanted to go with her.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10             Important 

 

5. Raheel didn't want to just ignore his strong desire to go to the function with the girl in 

his office instead of with Aneesa since taking care of himself and his own needs was also 

important to him. After all, he too had looked forward to this event for a long time.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10          Important 
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6. They had agreed to remain engaged no matter what happened to their feelings, and 

made a promise to each other that they would never let each other down.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10                Important 

 

 

7. Raheel did not want to lose his special relationship with Aneesa, as they had been 

through a great deal together over the years and had always been very supportive of one 

another.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10          Important 

 

8. It wasn't really fair of Raheel to break up with Aneesa right now, as he had already 

asked her to go to the function with him and he felt a sense of obligation to follow 

through.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10              Important 
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2. Conflict Dilemma (Male Version) 

Suhail is studying in a university. He is currently having a problem deciding 

whether or not he's going to go out with his best friend's fianceé, Ramla. His friend, 

Aamar, and Ramla have been going together exclusively for the past two years. 

Yesterday, however, Ramla asked Suhail to go out to dinner with her to a nice restaurant 

this weekend. Suhail doesn’t know whether or not he should go out with her. 

On the one hand, he thought, he has known Ramla for several years and has 

become quite familiar with her and would really like to go out with her. However, he 

and Aamar have been best friends since the 2nd grade, and Suhail doesn't want to damage 

their relationship by going out with Aamar’s fiancee. Knowing Aamar as well as he 

does, Suhail is sure that going out with Ramla  would hurt Aamar if he found out about 

it. 

Last week, Aamar told Suhail a secret -- that he had gone out with his cousin and is 

not planning to tell Ramla. This information did not surprise Suhail, as he knew that 

Aamar had cheated on Ramla a couple of times before. It seemed only fair that Ramla 

should go out with someone else as well. But Suhail’s situation seemed somehow 

different. Many years ago, Aamar and he had promised never to be dishonest with each 

other. Despite their promise to one another, Aamar had betrayed Suhail in college in a 

similar way.  
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As a rule, Suhail’s family had taught him to always be loyal. Thus, he was unsure 

about whether or not to go out with Aamar’s fianceé. But Ramla made it clear to Suhail 

on the phone the other night that she cared a great deal about him and really wanted to 

go out with him. Suhail persuaded Ramla to agree to talk this over soon with Aamar, but 

she still really wanted to know now if he would consider going out with her. 

 

If you were to make a decision, think about how important each of these 

statements would be. On a scale from "1" (not at all important) to "10" (very 

important), please circle the number which indicates how important you think each 

of the following ideas were in making your decision. 

1. Suhail has known Ramla for several years and has become quite familiar with 

her   and would really like to go out with her. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10            Important 

2 Suhail and Aamar have been best friends since the 2nd grade, and Suhail doesn't 

want to damage their relationship by going out with Aamar’s fianceé  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10         Important 

3 Knowing Aamar as well as he does, Suhail is sure that going out with 
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Ramla would hurt Aamar if he found out about it. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10           Important 

4 Suhail knew that Aamar had cheated on Ramla a couple of times before. It 

seemed only fair that Ramla should go out with someone else as well. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10           Important 

5 Many years ago, Suhail and Aamar had made a promise never to be dishonest 

with each other. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10           Important 

 

6 Despite their promise to one another, Suhail is going to cheat.        

Not at all Very 
Important 1 2 3 4 5 6 7 8 9 10          Important 

7 As a rule, Suhail’s family had taught him to always be loyal. Thus, he was 
unsure about whether or not to go out with Ramla. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10               Important 
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8 Ramla made it clear to Suhail on the phone the other night that she cared a 
great deal about him and really wanted to go out with him 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10            Important 
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3. Denting the Car Dilemma (Male Version) 

Billy, a 16 year-old, is having difficulty making a decision. A few days ago, 

Billy's younger brother, Tom, had a minor accident with their parents' car. Tom only had 

his learner's permit and wasn't allowed to drive without his parents. He had taken the car 

out anyway and had driven around the neighborhood while their parents were away for 

the day. Upon his return, Tom had accidentally dented the car a little by running into a 

telephone pole while attempting to park. Billy wasn't sure what he should do about this 

situation, but was seriously considering telling his parents that it was he who had caused 

the dent instead of Tom in order to avoid a great deal of family fighting. 

Having been in a lot of trouble recently, Tom had strained his parents' 

relationship, as they frequently fought over what to do about his being bad. Billy didn't 

want to cause further strain on his parents' marriage by telling them about Tom's latest 

blunder. On the other hand, he didn't want to have to lie about what happened either, as 

he felt that lying was wrong. Billy was also concerned about covering up for Tom in this 

way. He always tried to set a good example for Tom and didn't want Tom to think that he 

could just break the rules whenever he pleased. Besides, Billy didn't want to damage his 

positive relationship with his parents -- he'd worked hard on being close with them and 

didn't want to risk hurting them by losing their trust. He also worried about his 

relationship with Tom. Billy and Tom had stood up for one another equally in times of 

trouble in the past, especially when it came to getting in trouble with their parents. 
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Billy began to wonder what might happen if he told his parents the truth. He had 

always believed that his parents were too strict in certain areas, and thought that this 

would probably be one of those areas. More than likely, he thought, their punishment of 

Tom would be quite severe, and he didn't want his little brother to have to suffer. If they 

thought that he had dented the car instead of Tom, however, they would probably just 

laugh about it, as he has his driver's license but is just learning how to drive. Besides, 

Tom kept it secret last year when Billy skipped school so that he could go to the beach 

with friends, and he felt he owed Tom for this. But Billy also realized that the loss of self-

respect he would experience might not be worth going along with the story he and Tom 

had made up. 

.If you were to make a decision, think about how important each of these 

statements would be. On a scale from "1" (not at all important) to "10" (very 

important), please circle the number which indicates how important you think each 

of the following ideas were in making your decision. 

1. Billy didn't want to cause further strain on his parents' marriage by telling them about 

Tom's latest blunder. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10          Important 

2. Billy didn't want to have to lie about what happened, as he felt that lying was wrong. 
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Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10              Important 

3. Billy didn't want Tom to think that he could just break the rules whenever he pleased. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10             Important 

4. Billy didn't want to damage his positive relationship with his parents -- he'd worked 

hard on being close with them and didn't want to risk hurting them by losing their trust. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10            Important 

5. Billy and Tom had stood up for one another equally in times of trouble in the past, 

especially when it came to getting in trouble with their parents. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10            Important 

6. More than likely, he thought, their parents' punishment of Tom would be quite severe, and 

he didn't want his little brother to have to suffer.
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Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10           Important 

7. Tom kept it secret last year when Billy skipped school so that he could go to the 

beach with friends, and Billy felt he owed Tom for this. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10             Important 

8. Billy realized that the loss of self-respect he would experience might not be worth 

going along with the story he and Tom had made up. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10               Important 
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4. Cheating on an Exam Dilemma (Male Version) 

Marcus is faced with the problem of what he should do about his friend Tony. 

Tony recently told Marcus that he had cheated on his final math exam. This exam counts 

for 65% of the total grade for the class. Tony said that he had sneaked into the teacher's 

desk while everyone was out of the classroom, and quickly copied the answers from the 

teacher's answer key. He memorized the answer key for the exam and scored one of the 

highest "A's" in his class. Marcus, on the other hand, only scored a "D" despite studying 

very hard for the exam. 

Marcus thought about what he should do about Tony's having cheated. He recalled 

the written oath he signed when he first came to this school: "If any student knows of 

anyone cheating at this school, the student must report it." However, Tony was his 

closest friend, and Marcus didn't want to hurt him by turning him in to the teacher and 

getting him in trouble. Marcus also happened to know that Tony suffered from some 

serious problems at home and had not been able to study because of being so upset about 

his parents fighting. Perhaps, Marcus thought, if he told the teacher about Tony's home 

situation, Tony would get some support from the school counselor to help him through 

this difficult period in his life. Tony had already faced the school's disciplinary 

committee for cheating before, though, and if he got caught cheating again he might be 

expelled from school-- Marcus didn't want his friend to have to suffer this consequence. 

Marcus had also always believed in the unwritten rule that friends should never tell 

on each other and should always stick together. But in this case, Marcus and the other 
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students in Tony's class rightly deserved higher exam scores and were graded unfairly 

due to Tony's high score raising the grading curve. Marcus remembered a time when he 

himself had cheated on a pop quiz and Tony had known about it but hadn't turned Marcus 

in--it seemed only fair that he do the same for Tony. But this was different because it was 

a very important final exam and because Tony's actions had affected others, Marcus 

thought. Besides, Tony told Marcus that he had cheated because he wasn't able to 

understand math at all and would never be able to get it. Marcus thought that maybe if he 

turned Tony in to the teacher, who was thought of by his students as a warm and caring 

person, perhaps Tony would get the tutoring he needed to better understand math. 

If you were to make a decision, think about how important each of these 

statements would be. On a scale from "1" (not at all important) to "10" (very 

important), please circle the number which indicates how important you think 

each of the following ideas were in making your decision. 

1. Marcus recalled the written oath he signed when he first came to this school: "If any 

student knows of anyone cheating at this school, the student must report it." 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10          Important 

2. Tony was his closest friend, and Marcus didn't want to hurt him by telling the teacher 

and getting him in trouble. 

Not at all Very 
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Important 1 2 3 4 5 6 7 8 9 10           Important 

3. Perhaps, Marcus thought, if he told the teacher about Tony's home situation, Tony 

would get some support from the school counselor to help him through this difficult 

period in him life. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10             Important 

4. Tony had already faced the school's disciplinary committee for cheating before, and if 

he got caught cheating again he might be expelled from school-- Marcus didn't want his 

friend to have to suffer this consequence. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10             Important 

 

 

 

5. Marcus had always believed in the unwritten rule that friends should never 

tell on each other and should always stick together.                

Not at all                                                                              Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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6. Marcus and the other students in Tony's class rightly deserved higher exam scores 

and were graded unfairly due to Tony's score altering the grading curve. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

7. Marcus remembered a time when he himself had cheated on a pop quiz and Tony had 

known about it but hadn't turned Marcus in--it seemed only fair that he do the same for 

Tony. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

8. Marcus thought that maybe if he turned Tony in to the teacher, thought of by his 

students as a warm and caring person, perhaps Tony would get the tutoring he 

needed to better understand math.Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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                      5. Shoplifting Dilemma (Male Version) 

A teenager named Tony was walking his 6 year old brother, Pete, home from 

school. Pete had been shivering the whole way because it was bitter cold outside and he 

had outgrown his coat. Tony could not bear seeing his fragile-looking younger brother 

suffer, for the little boy was already sick with the flu and could easily catch pneumonia. 

He also knew, however, that his parents were too poor to buy Pete a new coat. Tony 

was healthy, and therefore did not suffer for lack of a coat. This was a difficult situation 

for Tony, for he felt responsible for taking care of his younger brother, whom he loved 

very much. 

Tony decided that the two of them would stop by the neighborhood department store 

to check out the price of a coat Pete had seen in the store's newspaper ad last week. This 

was a coat his little brother had wanted very much, as it looked quite warm and was his 

favorite color. They found the exact coat in the store in the boy's size, but were shocked 

at how much it cost. Even the other less expensive coats were way beyond their family's 

means. 

Tony thought about this situation a little while, then recalled overhearing his parents 

talking with each other about how rude the store's owner had been to them not too long 

ago. When his parents had asked the storeowner to work out a payment plan with them 

for some clothes for their family, they were told that the store was not in the habit of 

"giving handouts" to people. The older brother had also heard his parents talking about 

how this same store had overcharged them on their last purchase. The storeowner had 
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repeatedly refused to pay back this error. The amount his parents had been overcharged 

was nearly the same as the price of the coat. Tony felt it was only fair that he take the 

coat since the store really owed it to his family anyway. Before grabbing the coat, he 

glanced up at the sign on the wall which read: "Shoplifting is illegal," then looked around 

to make sure nobody was looking. As he began to put the coat in his backpack, he looked 

over to his little brother's eyes watching what he was doing, and hoped that Pete wouldn't 

think that hurting the storeowner in order to help himself was okay. Tony had also 

learned in school that as a member of the community it was his duty to respect and obey 

rules -- after all, he expected others to do the same. 

Tony then saw the store owner in another part of the store and wondered how stealing 

the coat might hurt him. Although the storeowner had been unfair to his family, Tony 

also knew that the store was the only source of income for the storeowner's family--

stealing the coat would surely hurt the storeowner and cause him and his family to suffer. 

However, he also recalled that his parents and grandparents had been buying all their 

clothes at this store for years, and felt that the store really owed the family something for 

all the business they had given the store over the years. 
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If you were to make a decision, think about how important each of these statements 

would be. On a scale from "1" (not at all important) to "10" (very important), 

please circle the number which indicates how important you think each of the 

following ideas were in making your decision. 

1. Tony could not bear seeing his fragile-looking younger brother suffer, for the little 

boy was already sick with the flu and could easily catch pneumonia. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

2. This was a difficult situation for Tony, for he felt responsible for taking care of his 

younger brother, whom he loved very much. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

3. The amount his parents had been overcharged was nearly the same as the price of the 

coat. Tony felt it was only fair that he take the coat since the store really owed it to his 

family anyway. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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4. Tony glanced up at the sign on the wall which read: "Shoplifting is illegal" 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

5. Tony hoped that Pete wouldn't think that hurting the storeowner in order to help 

himself was okay. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

 

6. Tony had learned in school that as a member of the community, it was his duty to 

respect and obey rules--after all, he expected others to do the same. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

 

 

7. Tony knew that the store was the only source of income for the store owner’s family. 

Stealing the coat would surely hurt the storeowner and cause him and his family to suffer. 
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Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

8. Tony recalled that his parents and grandparents had been buying all of their clothes at 

this store for years, and felt the store really owed the family something for all the 

business they had given the store over the years. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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6.  Drug Dilemma (Male Version) 

Joe and Marcus have been friends since childhood. Joe started experimenting with 

drugs when he got involved with some users at school. Joe had explained to Marcus, 

who didn't use, that getting high was fun, and that drugs had helped him forget about his 

problems with his family. Joe's father had recently been layed off from work and his 

parents were thinking about getting a divorce--the stress at home seemed overwhelming 

to him. Marcus had thought at first that Joe was just going through a tough time and that 

his getting high wouldn't last, but had come to realize that his friend was in very serious 

trouble. Getting high had led Joe to commit other crimes, but he had never been caught 

and had gotten very good at stealing things. Marcus felt it was his duty to report Joe's 

drug use to the police, as he realized that Joe was breaking a number of serious laws. His 

efforts at directly asking Joe to get help had unfortunately failed. 

Marcus couldn't decide whether or not to tell anyone about Joe's problems. He felt 

his friend badly needed outside help but that he would not seek it himself while under the 

influence of drugs. However, turning Joe in to any authorities would probably destroy 

their 10 year friendship, turning his closest friend into his worst enemy. In a weak 

moment, Marcus had made a promise to Joe that he wouldn't tell anyone about his use of 

drugs. Marcus had never broken a promise, and felt it would be wrong to start now. 

Besides, Marcus had always believed that if you betray someone, they'll betray you. 

Marcus had observed how harmful the drugs had been to Joe himself, as well as to his 

relationships with family and others -- Joe had slowly isolated himself from the rest of 
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the world. Joe told Marcus that his parents would turn their backs on him if they knew he 

used drugs, as they had already done this with his oldest brother. In fact, they no longer 

spoke to this brother and acted as if he had never existed. Joe's use of drugs had become 

very destructive, though, and Marcus realized that this type of behavior would eventually 

cause law and order to break down if guys like himself didn't start making sure that guys 

like Joe obey the law. 

If you were to make a decision, think about how important each of these 

statements would be. On a scale from "1" (not at all important) to "10" (very 

important), please circle the number which indicates how important you think each 

of the following ideas were in making your decision. 

1. Marcus felt it was his duty to report Joe's drug use to the police, as he realized that 

Joe was breaking a number of serious laws. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

2. Marcus felt his friend badly needed outside help but would not seek it himself while 

under the influence of drugs. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

3. Turning Joe in to any authorities would probably destroy their 10 year friendship, 
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turning his closest friend in the world into his worst enemy. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

4. Marcus had made a promise to Joe that he wouldn't tell anyone about his use of drugs. 

He had never broken a promise and felt it would be wrong to start now. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

5. Marcus had always believed that if you betray someone, they'll betray you. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

6. Marcus had observed how harmful the drugs had been to Joe himself, as well as to his 

relationships with family and others -- Joe had slowly isolated himself from the rest of 

the world. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

7. Joe knew that his parents would turn their backs on him if they knew he used drugs, 

as they had already done this with his oldest brother. In fact, they no longer spoke to this 
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brother and acted as if he had never existed. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

8. Joe's use of drugs had become very destructive, and Marcus realized that this type of 

behavior would eventually cause law and order to break down if guys like himself didn't 

start making sure that guys like Joe obey the law. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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1 .Break-up Dilemma (Female Version) 

 

Aneesa and Raheel were planning to go together to a very important function 

arranged by their friends. The two had been engaged for the past two years. They had 

been friends for several years before they got together, but their relationship became 

more serious when they became engaged. This function was one of the biggest events in 

their lives, and both had really looked forward to it. The only problem was that Aneesa 

was no longer in love with Raheel, something she started to realize just a couple of weeks 

before the function was to take place.  

 

Aneesa didn't know when to tell Raheel that her feelings for her had changed -- 

that she really do not enjoy being with her anymore. He felt a pressing need to do this, for 

he felt like he was living a lie by not ending the relationship.  Aneesa strongly believes in 

being honest and started feeling that to go to the function with a boy he did not love 

would be dishonest of her. On the other hand, she knew that canceling this important 

event with Raheel would hurt his feelings too much -- he would feel horribly rejected and 

be unable to enjoy the function, as he had made it clear to her that he has been waiting for 

this event. In addition, Aneesa had tried to live by the rule that people should stick to 

their promises, and she felt that he had made a promise to Raheel to go to the function 

with him and should live up to it.  

 

Aneesa knew that at some point she would have to tell Raheel that she wanted to 

break up with him. She felt that by going ahead and attending the function with him 
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merely delayed what was unavoidable, causing even greater suffering for him later on 

when he found out she had not really wanted to go with him. Besides, a colleague from 

his office that she was interested in had let him know that she wanted to go to the 

function with him. She didn't want to just ignore his strong desire to go to the function 

with her office colleague instead of her fiancé, since taking care of herself and her own 

needs was also important to her. After all, she too had looked forward to this event for a 

very long time.  

Aneesa then recalled how it was when Raheel and she had first started going out. 

They had agreed to remain engaged and get married no matter what happened to their 

ways, and made a promise that they would never tie each other down  She feared this was 

no longer the case, for Raheel had since let her know that she did not believe it was 

possible for them to remain engaged. Aneesa did not want to lose her special relationship 

with Raheel. They had been through a great deal together over the years and had always 

been very supportive of one another. Besides, she thought, it wasn't really fair of her to 

break up with him right now, as he had already asked him to go to the function with her 

and she felt a sense of obligation to follow through.  
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If you were to make a decision, think about how important each of these statements 

would be. On a scale from "1" (not at all important) to "10" (very important), 

please circle the number which indicates how important you think each of the 

following ideas were in making your decision.  

1.Aneesa strongly believes in being honest and started feeling that to go to the function 

with a boy she did not love would be dishonest of her.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important\ 

 

2. Cancelling this important invitation with Raheel would hurt his feelings too much -- 

He would feel horribly rejected and be unable to enjoy the function, as he had made it 

clear to her that he has been waiting for this event.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

3.Aneesa had tried to live by the rule that people should stick by their promises, and she 

felt that she had made a promise to Raheel go to the function with him and should live up 

to it.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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4.Aneesa felt that by going ahead and attending the function with Raheel merely delayed 

what was unavoidable, causing even greater suffering for him later on when he found out 

she really had not wanted to go with him.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

5. Aneesa didn't want to just ignore her strong desire to go to the function with the boy in 

his office instead of with Raheel since taking care of herself and his own needs was also 

important to her. After all,she too had looked forward to this event for a long time.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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6. They had agreed to remain engaged no matter what happened, and made a promise to 

each other that they would never let each other down.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

7. Aneesa did not want to lose her special relationship with Raheel, as they had been 

through a great deal together over the years and had always been very supportive of one 

another.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

8. It wasn't really fair of Aneesa to break up with Raheel right now, as she had already 

asked him to go to the function with him and she felt a sense of obligation to follow 

through.  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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2. Conflict Dilemma (Female Version) 

Smeera is studying in a university. She is currently having a problem deciding 

whether or not she's going to go out with her best friend's fiancé, Rehman. Her friend, 

Saman, and Rehman have been going together exclusively for the past two years. 

Yesterday, however, Rehman asked Smeera to go out to dinner with him to a nice 

restaurant this weekend. Smeera doesn’t know whether or not she should go out with 

him. 

On the one hand, she thought, she has known Rehman for several years and has 

become quite familiar with him and would really like to go out with him. However, she 

and Saman have been best friends since the 2nd grade, and Smeera doesn't want to 

damage their relationship by going out with Saman’s fiance. Knowing Saman as well as 

she does, Smeera is sure that going out with Rehman would hurt Saman if she found out 

about it. 

Last week, Saman told Smeera a secret -- that she had gone out with her cousin and 

is not planning to tell Rehman. This information did not surprise Smeera, as she knew 

that Saman had cheated on Rehman a couple of times before. It seemed only fair that 

Rehman should go out with someone else as well. But Smeera’s   situation seemed 

somehow different. Many years ago, Saman and she had promised never to be dishonest 

with each other. Despite their promise to one another, Saman had betrayed Smeera in 

college in a similar way.  
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As a rule, Smeera’s family had taught her to always be loyal. Thus, she was unsure 

about whether or not to go out with Saman’s fiancé. But Rehman made it clear to 

Smeera on the phone the other night that he cared a great deal about her and really 

wanted to go out with her, not Saman, and Smeera felt the same way about him. Smeera 

persuaded Rehman to agree to talk this over soon with Saman, but he still really wanted 

to know now if she would consider going out with him. 

 

If you were to make a decision, think about how important each of these 

statements would be. On a scale from "1" (not at all important) to "10" (very 

important), please circle the number which indicates how important you think each 

of the following ideas were in making your decision. 

1. Smeera has known Rehman for several years and has become quite open with him 

and would really like to go out with him. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

2. Smeera and Saman have been best friends since the 2nd grade, and Smeera doesn't 

want to damage their relationship by going out with Saman’s fiancé  

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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3. Knowing Saman as well as she does, Smeera is sure that going out with 

Rehman would hurt Saman if she found out about it. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

4. Smeera knew that Saman had cheated on Rehman a couple of times before. It 

seemed only fair that Rehman should go out with someone else as well. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

5. Many years ago, Smeera and Saman had made a promise never to be dishonest with 

each other. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

6. Despite their promise to one another, Smeera is going to cheat.        

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

7. As a rule, Samera's family had taught her to always be loyal. Thus, she was unsure  

about whether or not to go out with Rehman. 
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Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

8. Rehman made it clear to Smeera on the phone the other night that he cared a great 

deal about her and really wanted to go out with her. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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3.Cheating on an Exam Dilemma (Female Version) 

Ana is faced with the problem of what she should do about her friend Valerie. 

Valerie recently told Ana that she had cheated on her final math exam. This exam counts 

for 65% of the total grade for the class. Valerie said that she had sneaked into the 

teacher's desk while everyone was out of the classroom, and quickly copied the answers 

from the teacher's answer key. She memorized the answer key for the exam and scored 

one of the highest "A's" in her class. Ana, on the other hand, only scored a "D" despite 

studying very hard for the exam. 

Ana thought about what she should do about Valerie's having cheated. She recalled 

the written oath she signed when she first came to this school: "If any student knows of 

anyone cheating at this school, the student must report it." However, Valerie was her 

closest friend, and Ana didn't want to hurt her by turning her in to the teacher and getting 

her in trouble. Ana also happened to know that Valerie suffered from some serious 

problems at home and had not been able to study because of being so upset about her 

parents fighting. Perhaps, Ana thought, if she told the teacher about Valerie's home 

situation, Valerie would get some support from the school counselor to help her through 

this difficult period in her life. Valerie had already faced the school's disciplinary 

committee for cheating before, though, and if she got caught cheating again she might be 

expelled from school-- Ana didn't want her friend to have to suffer this consequence. 

Ana had also always believed in the unwritten rule that friends should never tell on 

each other and should always stick together. But in this case, Ana and the other students 
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in Valerie's class rightly deserved higher exam scores and were graded unfairly due to 

Valerie's high score raising the grading curve. Ana remembered a time when she herself 

had cheated on a pop quiz and Valerie had known about it but hadn't turned Ana in--it 

seemed only fair that she do the same for Valerie. But this was different because it was a 

very important final exam and because Valerie's actions had affected others, Ana thought. 

Besides, Valerie told Ana that she had cheated because she wasn't able to understand 

math at all and would never be able to get it. Ana thought that maybe if she turned 

Valerie in to the teacher, who was thought of by her students as a warm and caring 

person, perhaps Valerie would get the tutoring she needed to better understand math. 

 

If you were to make a decision, think about how important each of these 

statements would be. On a scale from "1" (not at all important) to "10" (very 

important), please circle the number which indicates how important you think each 

of the following ideas were in making your decision. 

1. Ana recalled the written oath she signed when she first came to this school: "If any 

student knows of anyone cheating at this school, the student must report it." 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

2. Valerie was her closest friend, and Ana didn't want to hurt her by telling the teacher 

and getting her in trouble. 
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Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

3. Perhaps, Ana thought, if she told the teacher about Valerie's home situation, Valerie 

would get some support from the school counselor to help her through this difficult 

period in her life. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

4. Valerie had already faced the school's disciplinary committee for cheating before, and 

if she got caught cheating again she might be expelled from school-- Ana didn't want her 

friend to have to suffer this consequence. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

 

 

5. Ana had always believed in the unwritten rule that friends should never tell on each 

other and should always stick together. 

Not at all Very 
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Important 1 2 3 4 5 6 7 8 9 10 Important 
 

6. Ana and the other students in Valerie's class rightly deserved higher exam scores and 
were graded unfairly due to Valerie's score altering the grading curve. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

7. Ana remembered a time when she herself had cheated on a pop quiz and Valerie had 

known about it but hadn't turned Ana in--it seemed only fair that she do the same for 

Valerie. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

8. Ana thought that maybe if she turned Valerie into the teacher, thought of by her 

students as a warm and caring person, perhaps Valerie would get the tutoring she needed to 

better understand math. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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4. Denting the Car Dilemma (Female Version) 

Julie, a 16 year-old, is having difficulty making a decision. A few days ago, 

Julie's younger sister, Susanna, had a minor accident with their parents' car. Susanna only 

had her learner's permit and wasn't allowed to drive without her parents. She had taken 

the car out anyway and had driven around the neighborhood while their parents were 

away for the day. Upon her return, Susanna had accidentally dented the car a little by 

running into a telephone pole while attempting to park. Julie wasn't sure what she should 

do about this situation, but was seriously considering telling her parents that it was she who 

had caused the dent instead of Susanna in order to avoid a great deal of family fighting. 

Having been in a lot of trouble recently, Susanna had strained her parents' 

relationship, as they frequently fought over what to do about her being bad. Julie didn't 

want to cause further strain on her parents' marriage by telling them about Susanna's 

latest blunder. On the other hand, she didn't want to have to lie about what happened 

either, as she felt that lying was wrong. Julie was also concerned about covering up for 

Susanna in this way. She always tried to set a good example for Susanna and didn't want 

Susanna to think that she could just break the rules whenever she pleased. Besides, Julie 

didn't want to damage her positive relationship with her parents -- she'd worked hard on 

being close with them and didn't want to risk hurting them by losing their trust. She also 

worried about her relationship with Susanna. Julie and Susanna had stood up for one 

another equally in times of trouble in the past, especially when it came to getting in 

trouble with their parents. 
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Julie began to wonder what might happen if she told her parents the truth. She had 

always believed that her parents were too strict in certain areas, and thought that this 

would probably be one of those areas. More than likely, she thought, their punishment of 

Susanna would be quite severe, and she didn't want her little sister to have to suffer. If 

they thought that she had dented the car instead of Susanna, however, they would 

probably just laugh about it, as she has her driver's license but is just learning how to 

drive. Besides, Susanna kept it secret last year when Julie skipped school so that she 

could go to the beach with friends, and she felt she owed Susanna for this. But Julie also 

realized that the loss of self-respect she would experience might not be worth going along 

with the story she and Susanna had made up. 

 

If you were to make a decision, think about how important each of these 

statements would be. On a scale from "1" (not at all important) to "10" (very 

important), please circle the number which indicates how important you think each 

of the following ideas were in making your decision. 

1. Julie didn't want to cause further strain on her parents' marriage by telling them about 

Susanna's latest blunder. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

2. Julie didn't want to have to lie about what happened, as she felt that lying was wrong. 
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Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

3. Julie didn't want Susanna to think that she could just break the rules whenever she 

pleased. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

4. Julie didn't want to damage her positive relationship with her parents -- she'd worked 

hard on being close with them and didn't want to risk hurting them by losing their trust. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

5. Julie and Susanna had stood up for one another equally in times of trouble in the past, 

especially when it came to getting in trouble with their parents. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

 

6. More than likely, she thought, their parents' punishment of Susanna would be quite 

severe, and she didn't want her little sister to have to suffer. 

Not at all Very 
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Important 1 2 3 4 5 6 7 8 9 10 Important 

7. Susanna kept it secret last year when Julie skipped school so that she could go to the 

beach with friends, and Julie felt she owed Susanna for this. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

8. Julie realized that the loss of self-respect she would experience might not be worth 

going along with the story she and Susanna had made up. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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5. Shoplifting Dilemma (Female Version) 

A teenager named Julie was walking her 6 year old sister, Susanna, home from 

school. Susanna had been shivering the whole way because it was bitter cold outside and 

she had outgrown her coat. Julie could not bear seeing her fragile-looking younger sister 

suffer, for the little girl was already sick with the flu and could easily catch pneumonia. 

She also knew, however, that her parents were too poor to buy Susanna a new coat. Julie 

was healthy, and therefore did not suffer for lack of a coat. This was a difficult situation 

for Julie, for she felt responsible for taking care of her younger sister, whom she loved 

very much. 

Julie decided that the two of them would stop by the neighborhood department store 

to check out the price of a coat Susanna had seen in the store's newspaper ad last week. 

This was a coat her little sister had wanted very much, as it looked quite warm and was 

her favorite color. They found the exact coat in the store in the girl's size, but were 

shocked at how much it cost. Even the other less expensive coats were way beyond their 

family's means. 

Julie thought about this situation a little while, then recalled overhearing her parents 

talking with each other about how rude the store's owner had been to them not too long 

ago. When her parents had asked the storeowner to work out a payment plan with them 

for some clothes for their family, they were told that the store was not in the habit of 

"giving handouts" to people. The older sister had also heard her parents talking about 

how this same store had overcharged them on their last purchase. The storeowner had 
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repeatedly refused to pay back this error. The amount her parents had been overcharged 

was nearly the same as the price of the coat. Julie felt it was only fair that she take the 

coat since the store really owed it to her family anyway. Before grabbing the coat, she 

glanced up at the sign on the wall which read: "Shoplifting is illegal," then looked around 

to make sure nobody was looking. As she began to put the coat in her backpack, she 

looked over to her little sister's eyes watching what she was doing, and hoped that 

Susanna wouldn't think that hurting the storeowner in order to help herself was okay. 

Julie had also learned in school that as a member of the community it was her duty to 

respect and obey rules -- after all, she expected others to do the same. 

Julie then saw the store owner in another part of the store and wondered how stealing 

the coat might hurt her. Although the storeowner had been unfair to his family, Julie also 

knew that the store was the only source of income for the storeowner's family--stealing 

the coat would surely hurt the storeowner and cause him and his family to suffer. 

However, she also recalled that her parents and grandparents had been buying all their 

clothes at this store for years, and felt that the store really owed the family something for 

all the business they had given the store over the years. 



 

 

If you were to make a decision, think about how important each of these statements 

would be. On a scale from "1" (not at all important) to "10" (very important), 

please circle the number which indicates how important you think each of the 

following ideas were in making your decision. 

1. Julie could not bear seeing her fragile-looking younger sister suffer, for the little girl 

was already sick with the flu and could easily catch pneumonia. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

2. This was a difficult situation for Julie, for she felt responsible for taking care of her 

younger sister, whom she loved very much. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

3. The amount her parents had been overcharged was nearly the same as the price of the 

coat. Julie felt it was only fair that she take the coat since the store really owed it to her 

family anyway. 

Not at all Very 
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Important 1 2 3 4 5 6 7 8 9 10 Important 

4. Julie glanced up at the sign on the wall which read: "Shoplifting is illegal" 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

5. Julie hoped that Susanna wouldn't think that hurting the storeowner in order to help 

herself was okay. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

6. Julie had learned in school that as a member of the community, it was her duty to 

respect and obey rules--after all, she expected others to do the same. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

7. Julie also knew that the store was the only source of income for the store owner’s 

family--stealing the coat would surely hurt the storeowner and cause him and his family to 

suffer. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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8. Julie recalled that her parents and grandparents had been buying all of their clothes at 

this store for years, and felt the store really owed the family something for all the 

business they had given the store over the years. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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6. Drug Dilemma (Female Version) 

Andrea and Michelle have been friends since childhood. Andrea started 

experimenting with drugs when she got involved with some users at school. Andrea had 

explained to Michelle, who didn't use, that getting high was fun, and that drugs had 

helped her forget about her problems with her family. Andrea's mother had recently been 

layed off from work and her parents were thinking about getting a divorce--the stress at 

home seemed overwhelming to her. Michelle had thought at first that Andrea was just 

going through a tough time and that her getting high wouldn't last, but had come to 

realize that her friend was in very serious trouble. Getting high had led Andrea to commit 

other crimes, but she had never been caught and had gotten very good at stealing things. 

Michelle felt it was her duty to report Andrea's drug use to the police, as she realized that 

Andrea was breaking a number of serious laws. Her efforts at directly asking Andrea to 

get help had unfortunately failed. 

Michelle couldn't decide whether or not to tell anyone about Andrea's problems. She 

felt her friend badly needed outside help but that she would not seek it herself while 

under the influence of drugs. However, turning Andrea in to any authorities would 

probably destroy their 10 year friendship, turning her closest friend into her worst enemy. 

In a weak moment, Michelle had made a promise to Andrea that she wouldn't tell anyone 

about her use of drugs. Michelle had never broken a promise, and felt it would be wrong 

to start now. Besides, Michelle had always believed that if you betray someone, they'll 

betray you. 
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Michelle had observed how harmful the drugs had been to Andrea herself, as well as 

to his relationships with family and others -- Andrea had slowly isolated herself from the 

rest of the world. Andrea told Michelle that her parents would turn their backs on her if 

they knew she used drugs, as they had already done this with her oldest sister. In fact, 

they no longer spoke to this sister and acted as if she had never existed. Andrea's use of 

drugs had become very destructive, though, and Michelle realized that this type of 

behavior would eventually cause law and order to break down if girls like herself didn't 

start making sure that girls like Andrea obey the law. 

If you were to make a decision, think about how important each of these 

statements would be. On a scale from "1" (not at all important) to "10" (very 

important), please circle the number which indicates how important you think 

each of the following ideas were in making your decision. 

1. Michelle felt it was her duty to report Andrea's drug use to the police, as she 

realized that Andrea was breaking a number of serious laws. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

2. Michelle felt her friend badly needed outside help but would not seek it herself while 

under the influence of drugs. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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3. Turning Andrea in to any authorities would probably destroy their 10 year 

friendship, turning her closest friend in the world into her worst enemy. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

4. Michelle had made a promise to Andrea that she wouldn't tell anyone about her use of 

drugs. She had never broken a promise and felt it would be wrong to start now. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

5. Michelle had always believed that if you betray someone, they'll betray you. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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6. Michelle had observed how harmful the drugs had been to Andrea herself, as well as 

to her relationships with family and others -- Andrea had slowly isolated herself from the 

rest of the world. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

7. Andrea knew that her parents would turn their backs on her if they knew she used 

drugs, as they had already done this with her oldest sister. In fact, they no longer spoke 

to this sister and acted as if she had never existed. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 

8. Andrea's use of drugs had become very destructive, and Michelle realized that this 

type of behavior would eventually cause law and order to break down if girls like herself 

didn't start making sure that girls like Andrea obey the law. 

Not at all Very 

Important 1 2 3 4 5 6 7 8 9 10 Important 
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Appendix B 

SCORING KEY 

 

Each Dilemma has 8 questions at the end. Four are care oriented and four are 

Justice oriented. This key helps in calculating the scores on these questions. 

 

1. CARE SCORE FROM 2 CARE VIGNETTES 

BREAKUP DILEMMA AND CONFLICT DILEMMA 

Compute Carec=(BRKUP2+BRKUP4+ BRKUP5+ BRKUP7+ CONFLICT1+ 

CONFLICT2+ CONFLICT3+ CONFLICT8). 

 

2. CARE SCORE FROM 2 JUSTICE VIGNETTES 

DENTING DILEMMA AND CHEATING DILEMMA 

Compute Carej=(DENT1+ DENT4+ DENT5+ DENT --6- + CHEAT2+ CHEAT3+ 

CHEAT4+ CHEAT8). 

 

3.      CARE SCORES FROM 2 MIXED VIGNETTES 

SHOPLIFTING DILEMMA AND DRUG DILEMMA 
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compute Carecj=(SHOP1+ SHOP2+ SHOP5+ SHOP7+ DRUG2+ DRUG3+ DRUG6+ 

DRUG7).  

 

1. JUSTICE SCORE FROM 2 CARE VIGNETTES 

BREAKUP DILEMMA AND CONFLICT DILEMMA 

compute Justc=(BRKUP1+ BRKUP3+ BRKUP6+ BRKUP8+ CONFLICT4+ 

CONFLICT5+ CONFLICT6+ CONFLICT7). 

 

2. JUSTICE SCORE FROM 2 JUSTICE VIGNETTES 

        DENTING THE CAR DILEMMA, AND CHEATING DILEMMA. 

compute Justj= (DENT2+ DENT3+ DENT7+ DENT--8- +CHEAT 1+ CHEAT5+ 

CHEAT6+ CHEAT7). 

  

3. JUSTICE  SCORES FROM 2 MIXED VIGNETTES 

SHOPLIFTING DILEMMA AND DRUG DILEMMA 

compute Justcj= (SHOP3+ SHOP4+ SHOP6+ SHOP8+ DRUG1+ DRUG4+ DRUG5+ 

DRUG8). 
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Appendix C 

List of the Students Participated in the Study 

 

 

1. List Of the Students of CPS Department 

 

Sr #   Names 
(Female) 

Scores Sr 
# 

  Names 
(Male) 

Scores 

Care Justice Care Justice 
1 

Rafia Malik - 
193 194 1 Muhammad 

Salman 
164 200 

2 Sehrish 
Batool 

213 203 2 Zabih Ullah 175 194 

3 Humaira 
Ishtiaq 

208 209 3 Shaukat Ali 203 205 

4 Syeda 
Imrana 
Kazmi 

206 204 4 Babar Ali 110 152 

5 Sadia 
Tabassum 

182 182 5 Adeel Rasool 185 186 

6 Ambreen 
Sadiq 

155 145 6 
Touqeer Ahmad 

151 179 

7 Aasma Kiran 199 191 7 Toseef Sadiq 150 166 

8 Tehnia 
Kanwal 

180 177 8 Rizwan Aslam 
Mirza 

180 210 

9 Ambreen 
Ziab 

203 184 9 Aamir Masood 
Khan 

170 191 

10 
Gule E Hina 

164 155 10 Syed Danish 
Gilani 

171 154 
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2. List of the Students of Management Department 

 

Sr #   Names 
(Female) 

Scores Sr 
# 

  Names 
(Male) 

Scores 

Care Justice Care Justice 
1 

Sidra 
Mehmood 

199 150 1 
Raja Waqar 
Ahmed 

186 168 

2 Khushbakhat 
Iqbal 

191 212 2 
Usman Meraj 

195 190 

3 

Irum Bibi 

205 206 3 
Muhammad Asad 
Saleem 

146 167 

4 
Ismat Ayoub 

198 185 4 Fayyaz Hussain 
Bala 

200 173 

5 

Nazia Qumar 

190 176 5 

Waheed Ellahi 

160 197 

6 Saireen 
Akhter 

202 189 6 Mohammad 
Modassar Butt 

171 183 

7 
Aqsa Akbar 

231 231 7 
Umair Sana 

166 152 

8 

Ayesha Khan 

189 189 8 
Khurram 
Shahzad 

134 182 

9 Sumaira 
Riasuat 

190 185 9 Raja Muhammad 
Shahzad 

167 216 

10 
Uzma 
Noureen 

193 163 10 
Muhammad 
Luqman Tariq 

127 198 
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3. List of the Students of Physics Department 

 

Sr #   Names 
(Female) 

Scores Sr 
# 

  Names 
(Male) 

Scores 

Care Justice Care Justice 
1 

Ruba Rasool  
 

206 198 1 Muhammad Asif 
Irfan 
 

139 204 

2 Iram Rani 
 

166 137 2 Muhammad Bilal 
Shah 

160 180 

3 
Anum Shahid 
 

213 205 3 
Raja Muhammad 
Khalid Waqas 

167 174 

4 Sana 
 

195 176 4 
Ali Asghar 

165 198 

5 
Maria Naz 
 

180 169 5 

Ghufran Ahmed 

159 193 

6 Noor-Ul-
Bassar 
 

189 184 6 

Asif Iqbal 

111 189 

7 Tahira Sajid 
 

166 106 7 
Muhammad Ali 

154 189 

8 
Antash Sajid 
 

158 155 8 

Mohsin Ali 

143 189 

9 Maria Alvi 
 

189 186 9 
Amir Bilal 

165 195 

10 Najam-Us-
Sahar 
 

187 198 10 Jamil Ahmed 
Qureshi 
 

115 156 
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4. List of the Students of Chemistry Department 

Sr #   Names 
(Female) 

Scores Sr 
# 

  Names 
(Male) 

Scores 

Care Justice Care Justice 
1 Mamoona 

Shaukat 
 

178 187 1 
Asad Mehmood 
 

142 165 

2 
Sana Javaid 

159 167 2 Zafar Sultan 
 

107 194 

3 
Maruam 
Abbasi 

162 174 3 Muhammad Anwar 
Saqlain  
 

97 212 

4 
Nadia Naz 

201 203 4 Shafi Ur Rehman 
 

128 180 

5 Shumaila 
Kanwal 
 

227 199 5 
Adnan Ullah Khan  
 

160 210 

6 
Faiqa Ashfaq  
 

185 214 6 Syed Danish Ali 
Zaidi 
 

154 190 

7 Roquia Manan 
 

179 187 7 Mudassar Mumtaz 
 

195 220 

8 
Anum Ghani 
 

171 205 8 Zubair Ahmed 
Khan 
 

180 215 

9 Samina Bibi 
 

164 185 9 Adnan Rasheed 
 

175 195 

10 Misbah 
Ramzan 
 

176 190 10 
Naseer Ahmed 
 

160 185 

 

 

 

 

 



164 
 

 

5. List of the Students of Education Department 

 

Sr #   Names 
(Female) 

Scores Sr 
# 

  Names 
(Male) 

Scores 

Care Justice Care Justice 
1 

Hina 
155 169 1 Muhammad Umer 

 
161 180 

2 
Sumaira 

178 187 2 Mohsin Ali 
 

179 203 

3 

Sana 

172 185 3 
Muhammad 
Qasim 

155 185 

4 
Ayesha 

167 176 4 Muhammad 
Waseem 

178 187 

5 

Farzana 

177 189 5 

Tariq Javaid  

105 238 

6 Ayesha 
javaid 

160 184 6 
Zia Ali 

150 180 

7 
Khadeeja 

175 178 7 
Khawar Ijaz 

176 210 

8 

Summayya 

161 170 8 

Ali Ahmad  

170 200 

9 
Humaira 

105 138 9 
Tauqeer 

190 227 

10 

Sana 

150 177 10 

Saif urrehman 

172 195 
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6. List of the Students Participated in Pilot Testing 

 

Sr #   Names 
(Female) 

Scores Sr 
# 

  Names 
(Male) 

Scores 

Care Justice Care Justice 
1 Mehwish 

Batool 

173 184 1 

Tariq Ali Khan 

215 

198 

2 Summera 

Ikram 

179 180 2 

Mudassar Javaid 

125 

191 

3 Saima 

Mahmood 

184 122 3 

Kifayat Ali Khan 

142 

161 

4 Eman Raees 170 157 4 Fida Ullah Khan 169 210 

5 

Saadia Batool 

162 149 5 Muhammad 

Kamran Munir 

187 

209 

6 

Maryam 

176 155 6 Syed Ali Haider 

Naqvi 

217 

177 

7 

Aamina 

176 188 7 Muhammad Umair 

Farooq 

211 

172 

8 Beenish 140 173 8 Sajjad Ather 161 165 

9 Sidra 185 178 9 Samiullah 179 127 

10 Aqsa 182 184 10 RajaTehseen Jamal 190 204 

 


	TITLE PAGE
	Start Pages
	Chapter 1 to 5

