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More Praise for The Handbook of Conflict Resolution,
Second Edition

“Morton Deutsch, Peter Coleman, and Eric Marcus put together a handbook

that will be helpful to many. I hope the book will reach well beyond North

America to contribute to the growing worldwide interest in the constructive

resolution of conflict. This book offers instructive ways to make this commit-
ment a reality.”

—George J. Mitchell, former majority leader of the

United States Senate; former chairman of the Peace

Negotiations in Northern Ireland and the International Fact-

Finding Committee on Violence in the Middle East; chairman

of the board, Walt Disney Company; senior fellow at the

School of International and Public Affairs,

Columbia University

“This volume is an extraordinary resource, a much-needed comprehensive hand-
book on conflict resolution.”

—Arthur E. Levine, president emeritus, Teachers College,

Columbia University; president, Woodrow Wilson

National Fellowship Foundation

“This Handbook should be on the reading list of every course in peace and con-

flict studies and especially on the lists used in teacher preparation courses in

peace education, a field that seeks to cultivate understanding of constructive

ways of confronting violence, alternatives to force and lethal conflict for the pur-
suit of social purposes.”

—Betty Reardon, founding director emeritus, Peace

Education Center, Teachers College, Columbia University

“In the past, I have been saying to all of my students at Kyushu University and

the participants in my mediation trainings, ‘If you are serious about mediation,

read The Handbook of Conflict Resolution.” Now seeing the updated and

enlarged second edition, I would say, ‘Read it, for it will help you become a
thoughtful and insightful mediator.”

—Hisako Kobayashi-Levin, associate professor,

Faculty of Law, Kyushu University
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PREFACE

quence, we decided to update and revise the first edition of this handbook.

Almost all of the chapters in the first edition have been updated; in some,
the revisions have been extensive and in others, only minor changes seemed
necessary. Also, we have added new chapters to cover topics that were not cov-
ered or needed more coverage than they received in the first edition.

The new chapters have an asterisk next to them in the Contents. They are
important, original contributions to the field of conflict resolution by out-
standing scholars and practitioners as are the updated chapters from the first
edition.

In the Preface to the first edition, we characterized the purpose of the hand-
book, its organization, professional value, and the handbook’s orientation. All of
this is expressed in this modified Preface to the first edition. The modification
was made so that the description of the different parts of the book, and the
chapters contained in these parts, correspond to the revised, second edition
rather than to the first edition.

This book is meant for those who wish to deepen their understanding of
the processes involved in conflicts and their knowledge of how to manage
them constructively. It provides the theoretical underpinnings that throw light
on the fundamental social psychological processes involved in understand-
ing and managing conflicts at all levels: interpersonal, intergroup, organiza-
tional, and international.

The field of conflict resolution has been developing rapidly. As a conse-

Xi
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As an area of scholarship and professional practice, conflict resolution is rel-
atively young, having emerged as a discipline after World War 1II. Practice and
theory have been only loosely linked. This book aims to foster closer connec-
tion between the two by demonstrating the relevance of theoretical ideas to
practice. Though the link between theory and practice is inherently bidirec-
tional, this handbook primarily emphasizes the path from theory to practice.

The theoretical ideas presented in this book were for the most part not devel-
oped specifically in relation to understanding conflict, nor to facilitate profes-
sional practice in this area. They have relevance to any area in which it is
important to understand the basic processes involved in social interactions of
all sorts, in various contexts—at work; in politics, schools, families, clinics,
courts, and bedrooms; on highways; and elsewhere. For the purposes of this
book, the authors have developed their chapters to bring out the relevance of
the theories being discussed to understanding conflict specifically.

When appropriate, chapters contain three sections. The first deals with the
theoretical ideas in the substantive area being discussed. The second draws out
the implications of these ideas for understanding conflict, and the third is con-
cerned with the implications of these ideas for educating or training people to
manage their conflicts more constructively.

The Handbook of Conflict Resolution is divided into sections somewhat arbi-
trarily, and inevitably there is overlap among them. The introductory chapter
gives examples of real conflicts and indicates the kinds of questions one might
pose to understand what is going on in the conflicts—questions that are
addressed in many of these chapters. The Introduction also has a brief discus-
sion of the orientations of the practitioners on the one hand and the researcher-
theorists on the other, to permit some insight into the misunderstandings that
often occur between these two groups. It also contains an abbreviated history
of the study of conflict, from a social psychological perspective, and indicates
the sorts of questions that have been and are being addressed.

Parts One through Four comprise the major portion of the book and present
the theoretical ideas that have been developed (mainly in areas of social psy-
chology) that are useful in understanding conflict processes as well as in help-
ing people to learn to manage their conflicts constructively. The authors of the
chapters in the first four parts discuss the practical implications of their ideas
for conflict as well as the theoretical foundations underlying the implications
they draw.

Even apart from their usefulness for conflict, the theoretical ideas should be
of value to anyone interested in understanding the nature of basic social
psychological processes involved in social interactions of any kind. The table
of contents for Parts One through Four indicates to the reader the broad range of
theoretical ideas and their implications for conflict that are discussed in this
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section. They are grouped, arbitrarily, into interpersonal and intergroup
processes, intrapsychic processes, personal difference, and creativity and change.
Almost all of the chapters discuss matters that cross such arbitrary boundaries.
New chapters (Chapters Seven, Ten, Twelve, Fourteen, and Nineteen) respec-
tively deal with language, emotion, gender, and personal implicit theories as
they relate to conflict.

Part Five is concerned with difficult conflicts. Two revised chapters (Twenty-
Three and Twenty-Four) are concerned with aggression as violence and
intractable conflict, respectively. Three new chapters have been added: Chap-
ter Twenty-Five is focused on moral conflict, Chapter Twenty-Six is concerned
with religious issues, and Chapter Twenty-Seven deals with the connections
between human rights and conflicts.

Part Six contains three chapters that consider the relation between culture and
conflict, each from a somewhat different perspective. Chapters Twenty-Eight
and Twenty-Nine (a new chapter) examine some of the common sorts of mis-
understanding that can arise when people from varying cultural backgrounds
interact and what can be done to help people learn to understand one another’s
cultural background. Then Chapter Thirty examines an influential theoretical
approach to conflict resolution, developed in the United States, to see how it is
(or is not) applicable to conflict in the entirely different context of China.

Part Seven is most directly concerned with practice. The first of its chapters
presents the Coleman-Raider Model for training in constructive conflict resolu-
tion, which has been extensively used by our colleagues in the International
Center for Cooperation and Conflict Resolution. Chapter Thirty-Two discusses
mediation, as well as its values and limitations, from the perspective of some-
one who is both a highly respected mediator and an outstanding researcher in
this area. Chapter Thirty-Three then discusses recently developed methods of
managing conflict in large groups by someone who has coauthored the first
book in this area and who is a distinguished scholar and practitioner of these
methods. Two new chapters have been added to this section. Chapter Thirty-
Four is concerned with managing conflict in organizations by a leading
scholar/practitioner in this area, and Chapter Thirty-Five presents reflections
on practice by one of the most creative practitioners in the field.

Finally, in Part Eight, we look to the future. Chapter Thirty-Six presents a
framework for thinking about research on conflict resolution training. As of this
writing, there has been little good and systematic research in this area. If the
field is to develop and have a bright future, it needs more research. Chapter
Thirty-Seven (a new chapter) presents the author’s views of the future direc-
tions that basic research on conflict and its resolution might well take; the
author has been the leading researcher and scholar in this area. The conclud-
ing chapter is an overview and commentary on the current state of the field; it



Xiv PREFACE

considers issues such as what substantive questions need to be addressed that
have not received the attention they warrant—that is, the practice as well as
theoretical issues.

The contributors to The Handbook of Conflict Resolution are an illustrious
group of experts in the areas with which their chapters are concerned. We have
asked them to write chapters that can be easily understood by readers who are
not social scientists but that are also credible to other experts in their areas. Fur-
ther, we suggested to them that they limit considerably the number of techni-
cal references in their chapter but add a short list of Recommended Readings to
provide additional sources of information, if they desired to do so. Given the
opaqueness of much writing in the social sciences, it is surprising how well
the contributors have succeeded in writing clear, informative, interesting, useful,
and authoritative chapters.

We believe The Handbook of Conflict Resolution is accessible and valuable to
a wide variety of groups who have an interest in constructive conflict manage-
ment: to undergraduate and graduate students, as well as their professors, in a
number of academic fields such as psychology, education, sociology, political
science, business, international relations, law, social work, and health care. It
is also of value to practitioners such as conflict resolution trainers and consul-
tants, negotiators, mediators, and those who manage or supervise others. In
editing this handbook, we have learned a great deal, so we believe that even
those considered “experts” can find much of value in it.

One final word about the handbook’s orientation. This handbook is concerned
with finding cooperative, win-win solutions to conflict, no matter how difficult.
The “black arts” of conflict (such as violence, coercion, intimidation, deceit, black-
mail, and seduction) are not discussed except, if at all, in the context of how to
respond to or prevent the use of such tactics by oneself or others. In our view, such
tactics are used too often, are commonly destructive and self-defeating, and are
less productive in the long run than a constructive approach.

We wish to thank our faculty colleagues who participated in an informal
seminar on conflict resolution at Teachers College; the inspiration for this book
emerged from the lively discussions in the seminar. We also wish to thank Riva
Kantowitz, Kathleen Vaughan, Joanne Lim, Danny Mallonga, Will Concepcion,
Kathryn Crawford, Melissa Sweeney, and Naira Musallam, who typed, e-mailed,
did editorial work, and provided other invaluable services necessary to produce
a completed manuscript.

July 2006 Morton Deutsch
New York, New York Peter T. Coleman
Eric C. Marcus
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INTRODUCTION

Morton Deutsch

of questions one might pose to understand what is going on in the conflicts—

questions that are addressed in many of the following chapters. It also
includes a brief discussion of the orientations of both practitioners and
researcher-theorists to provide some insight into the misunderstandings that
often occur between these two groups. It concludes with an abbreviated history
of the study of conflict from a social psychological perspective.

I n this introduction, I give some examples of conflicts and indicate the kinds

A CONFLICT BETWEEN HUSBAND AND WIFE

Some time ago, I had the opportunity to do therapeutic work with a professional
couple involved in bitter conflicts over issues they considered nonnegotiable.
The destructiveness of their way of dealing with their conflicts was reflected in
their tendency to escalate a dispute about almost any specific issue (for exam-
ple, a household chore, the child’s bedtime) into a power struggle in which each
spouse felt that his or her self-esteem or core identity was at stake. The destruc-
tive process resulted in (as well as from) justified mutual suspicion; correctly
perceived mutual hostility; a win-lose orientation to their conflicts; a tendency
to act so as to lead the other to respond in a way that would confirm one’s worst
suspicion; inability to understand and empathize with the other’s needs and
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vulnerabilities; and reluctance—based on stubborn pride, nursed grudges, and
fear of humiliation—to initiate or respond to a positive, generous action so as
to break out of the escalating vicious cycle in which they were trapped.

Many couples involved in such conflicts do not seek help; they continue to
abuse one another, sometimes violently, or they break up. The couple that I
worked with sought help for several reasons. On the one hand, their conflicts
were becoming physically violent. This frightened them, and it also ran counter
to their strongly held intellectual values regarding violence. On the other hand,
there were strong constraints making it difficult for them to separate. Their child
would suffer; they felt they would be considerably worse off economically; and
they had mutually congenial intellectual, aesthetic, sexual, and recreational
interests that would be difficult to continue engaging in together if they sepa-
rated. As is often the case in such matters, it was the woman—being less
ashamed to admit the need for help—who took the initiative to seek the assis-
tance of a skilled third party.

The wife, who worked (and preferred to do so), wanted the husband to share
equally in the household and child care responsibilities; she considered equality
of the genders to be a core personal value. The husband wanted a “traditional
marriage” with a conventional division of responsibilities in which he would be
the primary income-producing worker outside the home, while his wife would
principally do the work related to the household and child care. The husband con-
sidered household work and child care inconsistent with his deeply rooted image
of adult masculinity. The conflict seemed nonnegotiable to the couple. For the
wife, it would mean betrayal of her feminist values to accept her husband’s terms;
for him, it would violate his sense of male adult identity to become deeply
involved in housework and child care.

Yet this nonnegotiable conflict became negotiable when, with the help of
the therapist, the husband and wife were able to listen to and really understand the
other’s feelings and how their respective life experiences had led them to the views
they each held. Understanding the other’s position fully, and the feelings and expe-
riences behind them, made each person feel less hurt and humiliated by the other’s
position and readier to seek solutions that would accommodate the interests of
both. They realized that with their joint incomes they could afford to pay for
household and child care help that would enable the wife to be considerably less
burdened by such responsibilities without increasing the husband’s chores in these
areas (though doing so, of course, lessened the amount of money they had avail-
able for other purposes).

This solution was not perfect for either partner. Each would have preferred
that the other share his or her own view of what a marriage should be like. But
their deeper understanding of the other’s position made them feel less humili-
ated and threatened by it and less defensive toward the other. It also enabled
them to negotiate a mutually acceptable agreement that lessened tensions,
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despite the continuing differences in basic perspective. (See Deutsch, 1988, for
further discussion of negotiating the nonnegotiable.)

AN INTERGROUP CONFLICT AT A SCHOOL

A conflict has developed between two groups of teachers at a high school in New
York City: the Black Teachers Caucus (BTC) and the newly formed Site-Based
Management (SBM) Committee. The SBM committee’s eighteen members con-
sist of the principal, the union chairperson, a representative from the parents’
association, a student, and an elected teacher representative from each acade-
mic department. All of the SBM members are European American, with the
exception of an African American teacher chosen from the math department.

At the last SBM meeting, the math teacher proposed that an official voting
seat be designated for an African American teacher. After much heated discus-
sion, the proposal was voted down. But the problems raised by the proposal did
not go away. Much personal bitterness has ensued.

The school has experienced a recent demographic shift from a predominantly
white student body to one that is now mainly composed of students of color.
This has occurred for two reasons. First, there has been a large influx of stu-
dents of color from the city-owned housing projects constructed in the district
during the past two years. Second, as a result the number of science-oriented
students coming from other parts of the city has dropped.

The present student population is approximately 40 percent African American,
30 percent Latino American, 25 percent European American, and 5 percent
Asian American. The faculty is 90 percent European American and 10 per-
cent African American. The parents’ association is 100 percent European
American.

The Position of the BTC

The BTC believes that the SBM committee needs its input to make the changes
needed—specifically, the curriculum is Eurocentric and many school policies are
out of touch with the cultural perspective of the current student population. In
addition, the caucus is very concerned about an increase in bias-related incidents
in the community and wants to initiate antiracism classes at all grade levels.

The members of the BTC believe that even though the majority of the man-
agement committee members are sincerely interested in bringing about positive
school change and are good, dedicated teachers, they lack personal under-
standing of the impact of racism on the African American experience. Some
even seem to still value the old melting-pot approach to race relations, a posi-
tion the caucus members believe is naive and dysfunctional when it comes to
positive educational change.
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The BTC believes that having its representative present as a voting member
on the committee will add a needed multicultural and antiracist perspective at
this critical time of change. The caucus wants to be part of this change and will
not take no for an answer.

The Position of the Euro-American SBM Committee Members

There are many reasons the European Americans voted against an African
American seat on the SBM committee, and they deeply resent the implication
that they are racists for so doing. First of all, they believe that if any particular
black teacher wants a seat, he or she should go through regular democratic pro-
cedures and get elected by the respective department. New elections will be
held in May.

Second, it would not be fair to give a special seat to the black teachers with-
out opening up other seats for the Latino, Asian, Jewish, Greek, or “you name
it” teachers. SBM is about department representation, the members say, not
about representation based on race or ethnicity.

Third, designating a seat for Blacks or establishing quotas of any kind based
on race would give the appearance of catering to pressure from a special-interest
group and be difficult to explain to the rest of the faculty and the parents’ asso-
ciation. They believe that the best direction for the school and society as a whole
is a color-blind policy that would assimilate all races and ethnic groups into the
great American melting pot. The site-management members sincerely believe that
they do not discriminate because of race, and they resent the implication that they
are incapable of teaching children of color.

The principal of the school, who is strongly committed to both site-based
management and multiculturalism, very much wants this conflict to be
resolved constructively. After several months of unproductive discussions
between the two groups, during which they become progressively hardened in
their respective positions, the principal calls in a mediator (Ellen Raider, the
lead author of Chapter Thirty-One) to help the groups resolve their conflict. By
various means over a period of time, she—as well as the principal—encour-
ages a civil problem-solving discussion of the issue. Together, the groups brain-
storm and come up with twenty-seven ideas for handling the problem.
Ultimately, they agree on one solution as being the best, namely, each year the
principal will appoint seven faculty members to a multicultural task force that
reflects the student composition. Two of the task-force members will also be
members of the SBM committee, one to be elected by the task force members
and one selected from the ethnic group most heavily represented in the stu-
dent population.

The solution, though not perfect, is acceptable to both sides and is imple-
mented to the satisfaction of the teachers. It goes on contributing to the reduc-
tion of intergroup tensions as well as to the effectiveness of the SBM committee.
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THE CONFLICT IN NORTHERN IRELAND

As Cairns and Darby (1998) point out, “The conflict in Northern Ireland is at
its most basic a struggle between those who wish to see Northern Ireland
remain part of the United Kingdom and those who wish to see the reunification
of the island of Ireland” (p. 754). The roots of the conflict go back centuries to
the period when the English colonized the island, occupied 95 percent of the
land, and introduced a community of foreigners (mainly Scottish Protestants)
in Northern Ireland. They became a majority in this area, in contrast to a
Catholic majority in the south of the island.

Cairns and Darby (1998) also state that “years of oppression by the colonists
and rebellion by the native Irish culminated in the Treaty of 1921, which parti-
tioned the island into two sections: the six predominantly Protestant counties
of the North, which remained an integral part of the United Kingdom, and the
twenty-six mainly Catholic counties of the South, which separated from
the United Kingdom” (p. 755) and ultimately became known as the Republic of
Ireland. Despite the partition, significant violence has occurred periodically in
Northern Ireland.

The use of the terms Catholic and Protestant to label the conflicting groups
is not meant to indicate that the conflict is primarily a religious one, although
that is an element. A small sector of the Protestant population is virulently anti-
Catholic and fears for its religious freedom if union occurs with the Irish repub-
lic, whose population is 98 percent Catholic. The Irish Roman Catholic hierarchy
has heavily influenced the laws of the Republic of Ireland in such matters as
divorce and birth control.

Other elements come into play. The Catholics mainly consider themselves
to be Irish, while the Protestants prefer to be viewed as British. Economic
inequality has been an important factor in fueling the conflict: there has been
considerably more unemployment, less education, and poorer housing among
the Catholics as compared with the Protestants. The two communities are
largely separated psychologically even though they are not always physically
separated. Each has developed separate social identities that affect how the
members in each community view themselves and the people of the commu-
nity. The social identities of the two groups have, until recently, been nega-
tively related: a perceived gain for one side is usually associated with a
perceived loss for the other.

Although the costs of the intergroup conflict in Northern Ireland have been
relatively small compared to ethnic conflicts in areas such as Rwanda, Lebanon,
Bosnia, Sri Lanka, and Kosovo, they have not been insignificant. Taking into
account population size, the deaths due to violence in Northern Ireland are
equivalent to 500,000 deaths in the United States. There are not only the direct
costs of violence in terms of death and injury (about 3,000 killed and 30,000
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injured between 1969 and 1994) but also the indirect, harder-to-measure eco-
nomic and mental health costs. Some of these costs were borne by England: the
economic, psychological, and political toll from seeing some of its soldiers
attacked and killed in an attempt to control the violence.

Over the years, various attempts have been made to reduce the explosive-
ness of the conflict, including efforts by the Northern Ireland government to
improve the economic situation of the Catholics, stimulation of intergroup con-
tact under favorable circumstances, conduct of intergroup workshops for influ-
entials in both groups, organization of women’s groups that conducted various
demonstrations against violence, integration of some of the Catholic and Protes-
tant schools, recognition and honoring of the cultural traditions of both groups,
and so forth. Many of these efforts were sabotaged by extremist groups on both
sides. However, cumulatively they began to create the recognition that peaceful
relations might be possible and that continued violence would not lead to vic-
tory for either side. Most of the ordinary people on both sides became increas-
ingly alienated from the perpetrators of violence.

The conditions for possible successful negotiation of a solution to the con-
flict were beginning to develop. The heads of three interested and concerned
governments—U.S. President Clinton, Prime Minister Blair of Great Britain, and
Prime Minister Ahern of Ireland—played key roles in getting the leaders of the
various factions involved in the conflict to the negotiating table. Appointing for-
mer U.S. Senator George Mitchell, a highly respected and influential political
figure, as a mediator was an important, positive step. He was acceptable to both
sides and was a well-practiced, skilled political mediator.

There have been substantial popular votes in Northern Ireland as well as in
Ireland in favor of an agreement negotiated among leaders of the main Protes-
tant and Catholic factions in Northern Ireland that was hoped would end their
protracted, sometimes violent conflict. The agreement was developed with the
aid of a skillful mediator and with strong pressures from the leaders of the three
interested governments in constant telephone contact with the negotiators dur-
ing the difficult phases of the process. In coming to an agreement, each of the
conflicting parties had to modify long-held positions, reduce their aspirations,
and act with greater civility toward one another as well as bring the extremists
in their groups under control. This was difficult to do. The level of distrust
among the conflicting groups is still very high despite the agreement. Its suc-
cessful implementation over a period of time requires a high level of vigilance
among those committed to its successful implementation, to prevent misun-
derstandings or the actions of extremists from unraveling it. The agreement itself
was a creative attempt to respond to the apprehensions as well as interests of
the various participants in the conflict. Its achievement was honored in 1998
by the Nobel Peace Prize, awarded to John Hume and David Trimble, the leading
negotiators for the Catholics and Protestants, respectively.
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Professor Ed Cairns, a social psychologist at the University of Ulster in North-
ern Ireland, e-mailed me on November 5, 2005 with his views of what has hap-
pened since the agreement. He indicated that the agreement led to the setting
up of a regional parliament known as the Northern Ireland Assembly. This made
a good start and included ministers from all parties—even those initially
opposed to the agreement. However, the Assembly has had a stop-start exis-
tence and has been suspended more often than it has been in action. These sus-
pensions came about largely because of Protestant/Unionist perceptions that
the IRA was refusing to decommission its weapons as required by the Good
Friday Agreement. No weapons were decommissioned until 2001 and the final
decommissioning was not announced until 2005. In between, however, there
were allegations that the IRA had been involved in espionage, training Colombian
guerrillas, and a major bank robbery.

Sinn Fein has also pointed out that Loyalist paramilitaries, which tend to be
smaller organizations, have not offered to decommission and are now believed
to be involved in racketeering and major crime. Further, although there have
been major changes to the policing system, Sinn Fein believed that all the
reforms promised in the Agreement have not yet been implemented.

The IRA’s refusal to decommission cost David Trimble (the main Unionist
leader at the time of the Agreement and in the Assembly) dearly. He had entered
into the government with Sinn Fein—seen by most as the political wing of the
IRA. However, Protestants felt that Catholic/Nationalists had most of their
demands met—for example, by the release of “political” prisoners and the dis-
bandment of the Royal Ulster Constabulary, but had given nothing in return.
The result was that in the 2003 elections Trimble lost his seat and his party was
virtually wiped out, being replaced by the more radical, anti-Agreement Demo-
cratic Unionist Party (DUP) led by Dr. Ian Paisley. Similarly, Sinn Fein made
gains in the 2003 elections replacing the Social Domocratic and Labour Party
SDLP, (founded by John Hume) as the largest Catholic/Nationalist party.

Generally, these electoral moves have been reflected in social surveys in
which a majority of Protestants report that today they would be unlikely to vote
again for the Agreement had they the opportunity to do so. Demographic trends
also suggest a worsening of intergroup relations indicating that Northern Ireland
is entering a period of “benign apartheid” with segregation now worse than it
was before the “troubles” began in 1968. Observers are in agreement then that
one lesson from Northern Ireland is that a peace agreement does not necessar-
ily lead straight to a post-conflict era but instead may be followed by a post-
agreement phase, which may last a considerable period of time.

Despite mostly gloomy news, the original Good Friday Agreement is still in
existence, large-scale violence is unknown, and there is general agreement that
no appetite exists among politicians, the people, or indeed the (former) terror-
ists for a return to out-and-out violence.
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SOME QUESTIONS ABOUT CONFLICT

Conflicts such as these three suggest many questions pertinent to conflicts of
all sorts—interpersonal, intergroup, and international. These questions relate
to fundamental processes that have been studied extensively by social psychol-
ogists. The chapters in this book address many of the fundamental social psy-
chological processes involved in conflict and develop the implications of these
processes for understanding conflict and for managing conflicts more effectively.
Here is an outline of some of the processes affecting conflict that are addressed
in one or more chapters.

Cooperation-competition. Each of the conflicts I have described had a
destructive phase characterized by a win-lose or competitive orientation
to the conflict. What determines whether a conflict takes a destructive,
win-lose course or a constructive, cooperative, problem-solving one?

Social justice. All of the parties in the three conflicts had initially differ-
ing conceptions of what would be a fair resolution. What are the impor-
tant sources of perceived injustice?

Motivation. What needs do the parties in conflict have? Are their needs

the same as their positions? What motives foster conflict, and which are
fostered by conflict and tend to perpetuate it? Which facilitate construc-
tive conflict resolution?

Trust. Distrust is common whenever a conflict takes a destructive
course. What processes give rise to trust, and which give rise to distrust?

Communication. Faulty communication engenders misunderstanding,
which may lead to conflict, and conflict often leads to breakdown of
communication. What are the characteristics of effective communication
in terms of the communicator and the listener? What can be done to
develop such communication?

Language. What role does language usage play in affecting the course
of conflict? Do metaphors, images, and words relating to war and
competition (for example, battle, struggle, fight, coercion, defeat,
enemy, suspicion) dominate the discourse, or does the language use
reflect terms related to cooperation and peace (for example, construc-
tive controversy, problem solving, creativity, mutual enlightenment,
persuasion, trust)?

Attribution processes. Our emotional responses toward the actions of
another are very much influenced by what intentions we attribute to the
other as well as how much responsibility for the actions we attribute to
that person. What are the nature and consequences of common errors in
attribution?
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Emotions. What emotions make a constructive conflict resolution less or
more likely? What gives rise to these emotions? How can one control
one’s destructive emotions during a conflict?

Persuasion. In most negotiations and conflicts, much of each party’s
effort is channeled into attempting to persuade the other of the sound-
ness of the former’s position. What insights into the conditions resulting
in effective persuasion have resulted from systematic research of the
processes involved in persuasion?

Self-control. Effective goal-directed actions, particularly those that have
to be sustained over a period of time, require effective self-control. Dur-
ing the course of conflict, various distractions, unexpected events, and
emotions (such as rage, wounded pride, despair, anxiety) may, when
uncontrolled, lead one to lose sight of one’s important, enduring needs
and goals. Knowing how to keep oneself on course during a conflict is
obviously valuable; what help does theory provide?

Power. The distribution of power among parties in conflict and

how power is employed strongly influence conflict processes. How

do the bases of each party’s power (including economic resources,
weapons, information, legitimate authority, effective social organization)
determine the type of influence exerted during a conflict?

Violence. When conflict takes a destructive course, it sometimes leads
to violence. What factors contribute to violent behavior? What sorts of
intervention reduce the likelihood of violence?

Judgmental biases. A host of misunderstandings, misperceptions, and
potential biases interfere with the ability to resolve a conflict construc-
tively. What gives rise to misunderstandings and biases, and how can
their occurrence be reduced?

Personality. How do unresolved self-conflict and individual personality
characteristics affect how conflict is managed? How important is it to
know the conflictual styles of various types of people (anxious, obses-
sive, analytical, and so on)?

Development. What differences typically exist in managing conflict
depending on whether it is between children, adolescents, or adults?
How does psychological development (such as acquisition of language,
increase in physical strength, and decreasing dependence on adults)
affect response to conflict?

Group problem solving and creativity. Constructive management of con-
flict can be viewed as a creative, cooperative problem-solving process in
which the conflict is defined as the mutual problem to be solved. What
leads to effective group problem solving, and what enables individuals
to be creative in their approach to nonroutine problems?
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e [ntergroup conflict. Conflict between groups that differ in ethnicity, race,
religion, gender, sexual orientation, and the like appear to have become
prevalent and salient in recent years. How do the processes involved in
intergroup conflicts differ from those in interpersonal conflicts?

e Moral conflict. Conflict over basic values (for example, “pro-choice”
versus “pro-life”), which are often experienced as moral conflict, are
often difficult to resolve. Why are they so difficult to resolve and
wha approaches have been developed to manage such conflicts
constructively?

e Religious conflict. Despite the fact that the major religions of the world
share many values throughout the ages, religious differences have given
rise to many destructive conflicts. Why? It is also evident that religious
leaders have often been instrumental in preventing deadly conflict. How
can leaders of the different religions be encouraged and helped to foster
more cooperative relations among the different religions and more con-
structive conflict resolution within their own communities?

e Family and gender conflict. Some of the most destructive interpersonal
conflicts occur within families between genders (husband and wife) and
between parents and children. What are the conflicts about, why are
they so emotionally intense, and how can the participants learn to man-
age their conflicts constructively?

e Organizational conflicts. Most of us spend a considerable portion of our
lives in organizations: as students in schools, as workers in economic
organizations, as citizens in community organizations, and so on. We
experience interpersonal conflicts with peers, subordinates, or superor-
dinates; intergroup conflicts with other groups within our organizations,
and interorganizational conflicts with other organizations. How are such
conflicts managed constructively?

® Culture. How does the culture in which an individual or group is embed-
ded affect how conflicts develop and are managed? What problems are
faced by negotiators from diverse cultural backgrounds?

e [ntractable conflicts. Difficult, long-standing, intractable conflicts occur
at all levels—interpersonal, intergroup, and international. When are
such conflicts “ripe” for intervention? What methods of intervention are
likely to be productive? How can reconciliation and forgiveness be
encouraged between historically bitter enemies?

e Mediation. Third-party intervention, such as mediation, can sometimes
help people resolve their conflicts when they are unable to do so by
themselves. When is mediation likely to be effective? What are the
processes involved in mediation?
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® Managing conflict in large groups. When the conflict occurs among fac-
tions within a large group, are there ways of bringing the total group, or
its relevant components, together so that the group as a whole can con-
tribute to resolving the conflict?

e Constructive controversy. Conflict can take the form of lively, construc-
tive controversy, which stimulates creativity and richer thought
processes; yet differences in belief and opinion often produce quarrels
that lead to hardening of positions and breakdown of relations. What
leads to lively controversy rather than deadly quarrel?

® Culture and conflict. Is conflict theory, largely developed in Western cul-
ture, applicable elsewhere? Can it be usefully applied in China, for
example? What modifications, if any, are necessary?

e Teaching the knowledge, attitudes, and skills of constructive conflict.
What are the methods employed by some of the most experienced edu-
cators (practitioners and trainers to help students acquire the knowl-
edge, attitudes, and skills of constructive conflict resolution?

e Research. The field of conflict resolution is relatively young. There is
still much basic research needed to acquire fundamental knowledge
about all of the issues mentioned in the preceding paragraphs. What
are the most important and urgent questions to investigate? Also,
there are many practitioners doing training and intervening in relation
to many different kinds of conflicts. There is much need for research that
helps us to know what kinds of intervention or training, with what
kinds of clients, in what sorts of circumstances, produce what types
of effects.

These and other questions relevant to all sorts of conflict are addressed in
one or more of the chapters of this handbook—sometimes directly and some-
times indirectly by articulating the fundamental social psychological processes
that occur in all sorts of conflict.

SOME DIFFERENCES BETWEEN THE ORIENTATION
OF THEORISTS AND PRACTITIONERS

Inevitable differences in the theory and practice orientations can lead to mis-
understanding and alienation if these inherent differences are not understood.
In many disciplines of the natural as well as social sciences, the “scientist” and
the “practitioner” tend to stereotype each other: the scientist viewing the prac-
titioner as “unscientific” and the practitioner considering the scientist to be
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“impractical.” In the hope of fostering mutual respect and understanding of each
other’s orientation, we contrast several aspects of each orientation.

The Analytical Versus the Synthetic Approach

The practitioner must synthesize the knowledge from many theories and
research studies; she must make a collage or mosaic of many theoretical ideas of
the kind presented in this book rather than relying on any single one. In
contrast, the theorist-researcher generates knowledge by analysis and isolation
of the object of inquiry; the focus is often narrowly defined. Breadth of theo-
retical knowledge is more important for the practitioner than precision, consis-
tency, or elegance, although the opposite is true for the theoretically oriented
researcher. Moreover, because there are no well-established procedures for com-
bining theories to fit them to a given practical problem, practitioners must often
work intuitively without being able to specify precisely how they are weaving
together the theoretical ideas employed. In contrast, the pressure on theorist-
researchers is to be explicit and specific about their ideas and procedures.

The Skeptical Versus the Pragmatic

The practitioner is rewarded if what he does “works” even if his practice is not
grounded in well-established knowledge. Moreover, he is usually more persua-
sive and effective if he has a positive, confident attitude about what he is doing
and recommending. The scientist, on the other hand, knows very well that the
path of progress in science is littered with discarded theories, and honor goes
to those who help to determine the well-established ones. Thus, it is no won-
der that the professional stance of the theorist-researcher is hesitant, self-critical,
and skeptical toward the theory and research that social technologists often use
with a confident attitude.

Enduring Versus Useful Truths

The theorist has the (rarely achieved) aim of developing knowledge that is uni-
versally true; enduringly valid for different times and places, and relevant for
understanding cave people as well as astronauts, aborigines in Kakadu as well
as Park Avenue sophisticates. Such theoretical knowledge is usually general and
abstract, and developing its implications for specific situations requires consid-
erable additional thought and effort. The scientist is especially interested in
developing the surprising and thus interesting implications of a theory because
its validity and generality seem enhanced by the ability to predict the
unexpected.

In contrast, the practitioner is necessarily concerned with the mundane and
practical, namely, with those aspects of a specific situation that can be altered
with minimum cost to produce the desired consequence. Her interest is more
focused on the here and now, on the concrete aspects of the situation in which
she has to work, rather than on the general and abstract. Of course, the practitioner
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also seeks to have general knowledge of the kind of situation and type of people
with whom her model of intervention is effective, but the focus of attention is
on what can be done to produce the desired effects. In practical work, it is more
important to know that a child’s ability to learn may be improved more easily
and economically by changing motivation rather than by modifying genes, even
though the child’s genes may play an important role in determining the ability
to learn.

A BRIEF HISTORY OF SOCIAL PSYCHOLOGICAL
THEORIZING ABOUT CONFLICT

This section of the Introduction is an overview of the progress made during the past
one hundred years or so in the social psychological study of conflict. The writings
of three intellectual giants—Darwin, Marx, and Freud—dominated the intellectual
atmosphere during social psychology’s infancy. These three theorists significantly
influenced the writings of the early social psychologists on conflict as well as in
many other areas. All three appeared, on a superficial reading, to emphasize the
competitive, destructive aspects of conflict.

Darwin stressed “the competitive struggle for existence” and “the survival of
the fittest.” He wrote that “all nature is at war, one organism with another, or
with external nature. Seeing the contented face of nature, this may at first be
well doubted; but reflection will inevitably prove it is too true” (quoted in
Hyman, 1966, p. 29).

Marx emphasized class struggle, and as the struggle proceeds, “the whole
society breaks up more and more into two great hostile camps, two great,
directly antagonistic classes: bourgeoisie and proletariat.” He and Engels end
their Communist Manifesto with a ringing call to class struggle: “The proletari-
ans have nothing to lose but their chains. They have a world to win. Working
men of all countries, unite.”

Freud’s view of psychosexual development was largely that of constant
struggle between the biologically rooted infantile id and the socially deter-
mined, internalized parental surrogate, the superego. As Schachtel (1959) has
noted, “The concepts and language used by Freud to describe the great meta-
morphosis from life in the womb to life in the world abound with images of
war, coercion, reluctant compromise, unwelcome necessity, imposed sacri-
fices, uneasy truce under pressure, enforced detours and roundabout ways to
return to the original peaceful state of absence of consciousness and stimula-
tion” (p. 10).

Thus, the intellectual atmosphere prevalent during the period when social
psychology began to emerge contributed to viewing conflict from the perspective
of “competitive struggle.” Social conditions too—the intense competition among
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businesses and among nations, the devastation of World War I, the economic
depression of the 1920s and 1930s, the rise of Nazism and other totalitarian
systems—reinforced this perspective.

The vulgarization of Darwin’s ideas in the form of “social Darwinism” pro-
vided an intellectual rationale for racism, sexism, class superiority, and war.
Such ideas as “survival of the fittest,” “hereditary determinism,” and “stages of
evolution” were eagerly misapplied to the relations between human social
groups—classes and nations, as well as social races—to rationalize imperialist
policies. The influence of pseudo-evolutionary thinking was so strong that, as
a critic suggested, it gave rise to a new imperialist beatitude: “Blessed are the
strong, for they shall prey upon the weak” (Banton, 1967, p. 48). The rich and
powerful were biologically superior; they had achieved their positions as a result
of natural selection. It would be against nature to interfere with the inequality
and suffering of the poor and weak.

Social Darwinism and the mode of explaining behavior in terms of innate,
evolutionary, derived instincts were in retreat by the mid-1920s. The prestige of
the empirical methods in the physical sciences, the point of view of social deter-
minism advanced by Karl Marx and various sociological theorists, and the find-
ings of cultural anthropologists all contributed to their decline. With the waning
of the instinctual mode of explaining such conflict phenomena as war, inter-
group hostility, and human exploitation, two others have become dominant: the
psychological and the social-political-economic.

The psychological mode attempts to explain such phenomena in terms of
“what goes on in the minds of men” (Klineberg, 1964) or “tensions that cause
war” (Cantril, 1950). In other words, it explains such phenomena in terms of the
perceptions, beliefs, values, ideology, motivations, and other psychological states
and characteristics that individual men and women have acquired as a result of
their experiences and as these characteristics are activated by the particular situ-
ation and role in which people are situated. The social-political-economic mode,
by contrast, seeks an explanation in terms of such social, economic, and politi-
cal factors as levels of armament, objective conflicts between economic and
political interests, and the like.

Although the two modes of explanation are not mutually exclusive, there is
a tendency for partisans of the psychological mode to consider that the causal
arrow points from psychological conditions to social-political-economic con-
ditions and for partisans of the latter to believe the reverse is true. In any
case, much of the social psychological writing in the 1930s, 1940s, and early
1950s on the topics of war, intergroup conflict, and industrial strife was
largely non-empirical, and in one vein or the other. The psychologically
trained social psychologist tended to favor the psychological mode; the Marx-
ist-oriented or sociologically trained social psychologist more often favored
the other.



INTRODUCTION 15

The decline of social Darwinism and the instinctivist doctrines was hastened
by the development and employment of empirical methods in social psychol-
ogy. This early empirical orientation to social psychology focused on the social-
ization of the individual; in part as a reaction to the instinctivist doctrine. It led
to a great variety of studies, including a number investigating cooperation and
competition. These latter studies are, in my view, the precursors to the empiri-
cal, social psychological study of conflict.

Field Theory, Conflict, and Cooperation-Competition

During the 1920s, 1930s, and 1940s, quite independently of the work being con-
ducted in the United States on cooperation-competition, Kurt Lewin and his stu-
dents were theorizing and conducting research that profoundly affected later
work in many areas of social psychology. Lewin’s field theory—with its dynamic
concepts of tension systems, driving and restraining forces, own and induced
forces, valences, levels of aspiration, power fields, interdependence, overlap-
ping situations, and so on—created a new vocabulary for thinking about con-
flict and cooperation-competition.

As early as 1931, employing his analysis of force fields, Lewin (1931, 1935)
presented a penetrating theoretical discussion of three basic types of psycho-
logical conflict: approach-approach, in which the individual stands between two
positive valences of approximately equal strength; avoidance-avoidance, where
the individual stands between two negative valences of approximately equal
strength; and approach-avoidance, meaning the individual is exposed to oppos-
ing forces deriving from positive and negative valences. Hull (1938) translated
Lewin’s analysis into the terminology of the goal gradient, and Miller (1937,
1944) elaborated and did research on it. Numerous experimental studies sup-
ported the theoretical analysis.

My own initial theorizing on cooperation-competition (Deutsch, 1949b) was
influenced by Lewinian thinking on tension systems, which was reflected in a
series of brilliant experiments on the recall of interrupted activities (Zeigarnik),
the resumption of interrupted activities (Ovsiankina), substitutability (Mahler),
and the role of ego in cooperative work (Lewis and Franklin). But even more of
my thinking was indebted to the ideas that were in the air at the MIT Research
Center for Group Dynamics. Ways of characterizing and explaining group
processes and group functioning, employing the language of Lewinian theoriz-
ing, were under constant discussion there among the students and faculty. Thus,
it was quite natural that when I settled on cooperation-competition as the topic
of my doctoral dissertation, I employed the Lewinian dynamic emphasis on
goals and how they are interrelated as my key theoretical wedge into this topic.

Even more important, the preoccupation at the MIT center with understand-
ing group processes pressed me to formulate my ideas about cooperation and
competition so that they would be relevant to the psychological and interpersonal
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processes occurring within and between groups. This pressure forced my theory
and research (Deutsch, 1949a, 1949b) to go considerably beyond the prior social
psychological work on cooperation-competition. My theorizing and research were
concerned not only with the individual and group outcomes of cooperation and
competition but also with the social psychological processes that would give rise
to those outcomes. This work has central relevance to understanding the
processes involved in conflict. It is summarized in Chapter One.

Game Theory and Games

In 1944, von Neumann and Morgenstern published their now-classic work, The-
ory of Games and Economic Behavior. Game theory has made a major contri-
bution to the work of social scientists by formulating in mathematical terms
the problem of conflict of interest. However, it is neither the mathematics nor the
normative prescriptions for minimizing losses when facing an intelligent adver-
sary that have made game theory of considerable value to social psychologists.
Rather, it is the core emphasis on the parties in conflict having interdependent
interests; their fates are woven together. Although the mathematical and nor-
mative development of game theory has been most successful in connection
with pure competitive conflict (zero-sum games), game theory also recognizes
that cooperative as well as competitive interests may be intertwined in conflict
(as in coalition games or non-zero-sum games).

Game theory’s recognition of the intertwining of cooperative and competi-
tive interests in situations of conflict (or, in Schelling’s useful term, the mixed-
motive nature of conflict; Schelling, 1960) has had a productive impact on the
social psychological study of conflict, theoretically as well as methodologically.
Theoretically, at least for me, it helped buttress a viewpoint that I had devel-
oped prior to my acquaintance with game theory, namely, that conflicts were
typically mixtures of cooperative and competitive processes and that the course
of conflict would be determined by the nature of the mixture. This emphasis on
the cooperative elements involved in conflict ran counter to what was then the
dominant view of conflict as a competitive struggle.

Methodologically, game theory had an impact on an even larger group of psy-
chologists. The mathematical formulations of game theory had the indirect but
extremely valuable consequence of laying bare some fascinating paradoxical sit-
uations in such a way that they were highly suggestive of experimental work.
Game matrices as an experimental device were popular because they facilitated
precise definition of the reward structure encountered by the subjects, and
hence of the way they depend on one another. Partly stimulated by and partly in
reaction to the research using game matrices, other research games for the study
of conflict were also developed. Well over one thousand studies based on exper-
imental games had been published by 1985. Much of this research, as is true
in other areas of science, was mindless—being done because a convenient
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experimental format was readily available. But some of it has, I believe, helped
to develop systematic understanding of conflict processes and conflict resolu-
tion. Fortunately, in recent years, experimental gaming has been supplemented
by other experimental procedures and by field studies that overcome some of
the inherent limitations of experimental gaming.

Themes in Contemporary Social Psychological
Research on Conflicts

Social psychological research and theorizing on conflict during the past forty
years have primarily addressed thirteen major questions (see Deutsch, 1990 for
more detail about the first five):

1. What conditions give rise to a constructive or destructive process of con-
flict resolution? In terms of bargaining and negotiation, the emphasis
here is on determining the circumstances that allow the conflicting par-
ties to arrive at a mutually satisfactory agreement that maximizes their
joint outcomes. In a sense, this first question arises from focusing on
the cooperative potential inherent in conflict. In social psychology, this
question has been most directly addressed in the work of my students
and myself and summarized in my 1973 book, The Resolution of
Conflict: Constructive and Destructive Processes. All of the chapters in
this handbook are relevant; the chapters focusing on constructive
controversy and cooperation-competition are most relevant.

2. What circumstances, strategies, and tactics lead one party to do better
than another in a conflict situation? The stress here is on how one can
wage conlflict, or bargain, so as to win or at least do better than one’s
adversary. This second question emerges from focusing on the compet-
itive features of a conflict situation. It has been mainly addressed by
economists and political scientists (for example, Schelling, 1960). In
social psychology, research related to this question focuses on bargain-
ing tactics such as “being ignorant,” “being tough,” “being belligerent,”
“the effects of threats,” and how to increase one’s bargaining
power. This question is treated only indirectly in this handbook, by
inference, because of the book’s emphasis on constructive conflict
resolution.

» «

3. What determines the nature of the agreement between conflicting
parties if they are able to reach an agreement? Here, the concern is with
the cognitive and normative factors that lead people to conceive a pos-
sible agreement and to perceive it as a salient possibility for reaching a
stable agreement—one that each of the conflicting parties sees as “just”
under the circumstances. This third question is a recent one and has
been addressed under the heading of research on the social psychology
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of equity and justice. Chapter Two, on social justice and conflict, is most
directly relevant to this question, but other chapters bear on it as well.

4. How can third parties be used to prevent conflicts from becoming
destructive or to help deadlocked or embittered negotiators move toward
constructive management of their conflicts? This fourth question has
been reflected in studies of mediation and in strategies for de-
escalating conflict. Chapter Thirty-Two, on mediation, pertains most
directly, but all of the chapters have some relevance.

5. How can people be educated to manage their conflicts constructively?
This has been a concern of consultants working with leaders in indus-
try and government and also with those who have responsibility for
educating children in our schools. All the chapters bear on this
question.

During the past fifteen years, many additional questions have emerged as foci
of work in the field of conflict resolution:

6. How and when should one intervene in prolonged, intractable conflicts?
Much of the literature in conflict resolution has been preventive rather
than remedial in its emphasis. It is concerned with understanding the
conditions that foster productive rather than destructive conflict (as in
question 1) or developing knowledge about the circumstances that
lead to intractable, destructive conflict, in the hope of preventing
such conflict. More recently, the reality that many protracted, destruc-
tive conflicts exist in the world has induced some scholars to focus
their attention on this problem. In this book, the discussions of
intractable conflicts (Chapter Twenty-Four), mediation (Chapter Thirty-
Two), and intergroup conflict (Chapter Eight) are particularly relevant.

7. How are we to understand why ethnic, religious, and identity conflicts
frequently take an intractable, destructive course? With the end of the
Cold War, there appears to be a proliferation of such conflicts. In the
past ten years, interest in such conflicts has been renewed. The chap-
ters most directly pertaining to this question are those dealing with
intergroup and cultural conflict, but almost all are relevant.

8. How applicable in other cultural contexts are the theories related to con-
flict that have largely been developed in the United States and Western
Europe? In recent years, there has been much discussion in the litera-
ture of the differences that exist in how people from varying cultural
backgrounds deal with negotiations and, more generally, manage con-
flict. We have not attempted to summarize the cultural differences that
exist with regard to conflict management. However, in discussing
culture and conflict (Chapters Twenty-Eight and Twenty-Nine), on
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applying conflict theory in China, there is discussion of the issue of
cross-cultural generalizability.

9. How do we foster reconciliation between parties who have been in a bit-
ter, deadly, destructive conflict? Since the work of the Truth and Recon-
ciliation Commission in South Africa, there has been considerable
interest and some research related to this question. Although no chap-
ter has its sole focus on this topic, various chapters have very relevant
discussions—for example, the chapters on justice, trust, change,
intractable conflict, and intergroup conflict.

10. How do we help people “negotiate the nonnegotiable,” as in conflicts
over identity, basic values, or religious conflict? In its more extreme
form, this question can be expressed as, how does one understand and
deal with fundamentalism, terrorism, and suicide bombers? While
many chapters have relevance to this question (in its less extreme
form), the chapters dealing with moral and religious conflicts are
focused on this issue (as is the first case in this Introduction).

11. How do we understand the often implicit, theoretical presuppositions
and framework about the conflict that affect one’s orientation to and
behaviors during conflict? These presuppositions often reflect personal-
ity disposition, cultural influences, and life experiences. The chapters
on implicit theories and conflict and personality and conflict, and the
chapters concerned with culture and conflict, are directly relevant;
many other chapters have indirect relevance.

12. How do we identify “ripeness,” “critical moments,” or “turning points”
in a conflict? Often, these crucial periods provide an opportunity to
change the direction of a conflict from a destructive process to a con-
structive one. No chapter focuses on this but there are relevant discus-
sions in the chapters dealing with trust, intractable conflict, and
mediation.

13. What are the constructive and destructive effects of emotions during
conflict? The important role of emotions during conflict has been much
neglected until recently. The chapter on emotions and conflict focuses
on this question and many other chapters have some relevant
discussion.

Although various chapters of this book have direct relevance to the questions
listed here, the aim of the Handbook of Conflict Resolution is not to summarize
the work done so far in the field of conflict resolution. Rather, its aim is to
enrich the field by presenting the theoretical underpinnings that throw light on
the fundamental social psychological processes involved in all levels of conflict.
None of the theories is adequate to deal by itself with the complexities involved
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in any specific conflict or any type of conflict. As indicated earlier in this chap-
ter, each theory is a component of the particular mosaic that needs to be cre-
ated to understand and manage a unique conflict constructively.

References

Banton, M. Race Relations. New York: Basic Books, 1967.

Cairns, E., and Darby, J. “The Conflict in Northern Ireland: Causes, Consequences,
and Controls.” American Psychologist, 1998, 53, 754-760.

Cantril, H. (ed.). Tensions That Cause Wars. Urbana, University of Illinois Press, 1950.

Deutsch, M. “An Experimental Study of the Effects of Cooperation and Competition
upon Group Processes.” Human Relations, 1949a, 2, 199-231.

Deutsch, M. “A Theory of Cooperation and Competition.” Human Relations, 1949b, 2,
129-152.

The Resolution of Conflict: Constructive and Destructive Processes. New
Haven, Conn.: Yale University Press, 1973.

“Commentary: On Negotiating the Nonnegotiable.” In B. Kellerman and
J. Rubin (eds.), Leadership and Negotiation in the Middle East. New York: Praeger,
1988.

“Sixty Years of Conflict.” International Journal of Conflict Management,
1990, 1, 237-263.

Hull, C. L. “The Goal-Gradient Hypothesis Applied to Some ‘Field Force’ Problems in
the Behavior of Young Children.” Psychological Review, 1938, 45, 271-279.

Hyman, S. E. The Tangled Bank. New York: Grosset & Dunlap, 1966.

Klineberg, O. The Human Dimensions in International Relations. Austin, Tex.: Holt,
Rinehart and Winston, 1964.

Lewin, K. “Environmental Forces in Child Behavior and Development.” In C. Murchi-
son (ed.), A Handbook of Child Psychology. Worcester, Mass.: Clark University
Press, 1931.

A Dynamic Theory of Personality. New York: McGraw-Hill, 1935.

Miller, N. E. “Analysis of the Form of Conflict Reactions.” Psychological Bulletin, 1937,

34, 720.

“Experimental Studies of Conflict.” In J. M. Hunt (ed.), Personality and the
Behavior Disorders. Vol. 1. New York: Ronald Press, 1944.

Schachtel, E. G. Metamorphosis: On the Development of Affect, Perception, Attention,
and Memory. New York: Basic Books, 1959.

Schelling, T. C. The Strategy of Conflict. Cambridge, Mass.: Harvard University Press,
1960.

von Neumann, J., and Morgenstern, O. Theory of Games and Economic Behavior.
New York: Wiley, 1944.



PART ONE

INTERPERSONAL AND
INTERGROUP PROCESSES






CHAPTER ONE

Cooperation and Competition

Morton Deutsch

his chum were struggling over possession of a water hose. (They were in

conflict.) Each wanted to use it first to water the garden. (They had a com-
petitive orientation.) Each was trying to tug it away from the other and both
were crying. Each was very frustrated, and neither was able to use the hose to
sprinkle the flowers as he had desired. After reaching a deadlock in this tug-of-
war, they began to punch one another and call each other names. (As a result
of their competitive approach, the conflict took a destructive course for both of
them—producing frustration, crying, and violence.)

Now imagine a different scenario. The garden consists mainly of two sec-
tions, flowers and vegetables. Each kid wants to use the hose first. Let’s sup-
pose they want to resolve their conflict amicably. (They have a cooperative
orientation.) One says to the other, “Let’s flip a coin to see who uses the hose
first.” (A fair procedure for resolving the conflict is suggested.) The other agrees
and suggests that the loser be given the right to select which section of the gar-
den he waters. They both agree to the suggestion. (A cooperative, win-win
agreement is reached.) Their agreements are implemented and both kids feel
happy and good about one another. (These are common effects of a coopera-
tive or constructive approach to a conflict.)

As this example illustrates, whether the participants in a conflict have a coop-
erative orientation or a competitive one is decisive in determining its course and
outcomes. This chapter is concerned with understanding the processes involved

Some time ago, in the garden of a friend’s house, my five-year-old son and

23
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in cooperation and competition, their effects, and the factors that contribute to
developing a cooperative or competitive relationship. It is important to under-
stand the nature of cooperation and competition because almost all conflicts are
mixed-motive, containing elements of both cooperation and competition.

A THEORY OF COOPERATION AND COMPETITION

The theory being presented here was initially developed by Morton Deutsch
(1949a, 1949b, 1973, 1985) and much elaborated by David W. Johnson (Johnson
and Johnson, 1989). The Johnsons have provided the most extensive summary
of the theory and the research bearing on it; their 1989 book and 2003 paper
should be consulted for greater detail.

The theory has two basic ideas. One relates to the type of interdependence
among goals of the people involved in a given situation. The other pertains to
the type of action taken by the people involved.

[ identify two basic types of goal interdependence: positive (where the goals
are linked in such a way that the amount or probability of a person’s goal attain-
ment is positively correlated with the amount or probability of another obtain-
ing his goal) and negative (where the goals are linked in such a way that the
amount or probability of goal attainment is negatively correlated with the amount
or probability of the other’s goal attainment). To put it colloquially, if you’re pos-
itively linked with another, then you sink or swim together; with negative link-
age, if the other sinks, you swim, and if the other swims, you sink.

It is well to realize that few situations are “purely” positive or negative. In
most situations, people have a mixture of goals so that it is common for some
of their goals initially to be positive and some negatively interdependent. In this
section, for analytical purposes, I discuss pure situations. In mixed situations,
the relative strengths of the two types of goal interdependency, as well as their
general orientation to one another, largely determine the nature of the conflict
process.

I also characterize two basic types of action by an individual: “effective
actions,” which improve the actor’s chances of obtaining a goal, and
“bungling actions,” which worsen the actor’s chances of obtaining the goal. (For
the purpose of simplicity, I use dichotomies for my basic concepts; the dichoto-
mous types of interdependence and the dichotomous types of actions are, I
assume, polar ends of continua.) I then combine types of interdependence and
types of action to posit how they jointly affect three basic social psychological
processes that are discussed later in this chapter: substitutability, attitudes, and
inducibility.

People’s goals may be linked for various reasons. Thus, positive interdepen-
dence can result from people liking one another, being rewarded in terms of their
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joint achievement, needing to share a resource or overcome an obstacle together,
holding common membership or identification with a group whose fate is impor-
tant to them, being unable to achieve their task goals unless they divide up the
work, being influenced by personality and cultural orientation, being bound
together because they are treated this way by a common enemy or an authority,
and so on. Similarly, with regard to negative interdependence, it can result from
people disliking one another or from their being rewarded in such a way that the
more the other gets of the reward, the less one gets, and so on.

In addition to positive and negative interdependence, it is well to recognize
that there can be lack of interdependence, or independence, such that the activ-
ities and fate of the people involved do not affect one another, directly or indi-
rectly. If they are completely independent of one another, no conflict arises; the
existence of a conflict implies some form of interdependence.

One further point: asymmetries may exist with regard to the degree of inter-
dependence in a relationship; suppose that what you do or what happens to
you may have a considerable effect on me, but what I do or what happens
to me may have little impact on you. I am more dependent on you than you are
on me. In the extreme case, you may be completely independent of me and I
may be highly dependent on you. As a consequence of this asymmetry, you
have greater power and influence in the relationship than I. This power may
be general if the asymmetry exists in many situations, or it may be situation-
specific if the asymmetry occurs only in a particular situation. A master has gen-
eral power over a slave, while an auto mechanic repairing my car’s electrical
system has situation-specific power.

The three concepts mentioned previously—substitutability, attitudes, and
inducibility—are vital to understanding the social and psychological processes
involved in creating the major effects of cooperation and competition. Substi-
tutability (how a person’s actions can satisfy another person’s intentions) is
central to the functioning of all social institutions (the family, industry, schools),
to the division of labor, and to role specialization. Unless the activities of other
people can substitute for yours, you are like a person stranded on a desert island
alone: you have to build your own house, find or produce your own food, pro-
tect yourself from harmful animals, treat your ailments and illnesses, educate
yourself about the nature of your new environment and about how to do all
these tasks, and so on, without the help of others. Being alone, you can neither
create children nor have a family. Substitutability permits you to accept the
activities of others in fulfilling your needs. Negative substitutability involves
active rejection and effort to counteract the effects of another’s activities.

Attitudes refer to the predisposition to respond evaluatively, favorably or
unfavorably to aspects of one’s environment or self. Through natural selection,
evolution has ensured that all living creatures have the capacity to respond pos-
itively to stimuli that are beneficial to them and negatively to those that are
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harmful. They are attracted to, approach, receive, ingest, like, enhance, and oth-
erwise act positively toward beneficial objects, events, or other creatures; in
contrast, they are repelled by harmful objects and circumstances and avoid,
eject, attack, dislike, negate, and otherwise act negatively toward them. This
inborn tendency to act positively toward the beneficial and negatively toward
the harmful is the foundation on which the human potentials for cooperation
and love as well as for competition and hate develop. The basic psychological
orientation of cooperation implies the positive attitude that “we are for each
other,” “we benefit one another”; competition, by contrast, implies the nega-
tive attitude that “we are against one another” and, in its extreme form, “you
are out to harm me.”

Inducibility refers to the readiness to accept another’s influence to do what
he or she wants; negative inducibility refers to the readiness to reject or obstruct
fulfillment of what the other wants. The complement of substitutability is
inducibility. You are willing to be helpful to another whose actions are helpful to
you, but not to someone whose actions are harmful. In fact, you reject any
request to help the other engage in harmful actions and, if possible, obstruct or
interfere with these actions if they occur.

THE EFFECTS OF COOPERATION AND COMPETITION

Thus, the theory predicts that if you are in a positively interdependent relation-
ship with someone who bungles, the bungling is not a substitute for effective
actions you intended; thus, the bungling is viewed negatively. In fact, when your
net-playing tennis partner in a doubles game allows an easy shot to get past
him, you have to extend yourself to prevent being harmed by the error. On
the other hand, if your relationship is one of negative interdependence, and the
other person bungles (as when your tennis opponent double-faults), your oppo-
nent’s bungle substitutes for an effective action on your part, and it is regarded
positively or valued. The reverse is true for effective actions. An opponent’s
effective actions are not substitutable for yours and are negatively valued; a
teammate can induce you to help him or her make an effective action, but you
are likely to try to prevent or obstruct a bungling action by your teammate. In
contrast, you are willing to help an opponent bungle, but your opponent is not
likely to induce you to help him or her make an effective action (which, in effect,
harms your chances of obtaining your goal).

The theory of cooperation and competition, then, goes on to make further
predictions about different aspects of intrapersonal, interpersonal, intragroup,
and intergroup processes from the predictions about substitutability, atti-
tudes, and inducibility. Thus, assuming that the individual actions in a group
are more frequently effective than bungling, among the predictions that follow
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from the theory are that cooperative relations (those in which the goals of the
parties involved are predominantly positively interdependent), as compared
with competitive ones, show more of these positive characteristics:

1. Effective communication is exhibited. Ideas are verbalized, and group
members are attentive to one another, accepting of the ideas of
other members, and influenced by them. They have fewer difficulties
in communicating with or understanding others.

2. Friendliness, helpfulness, and lessened obstructiveness are expressed in
the discussions. Members also are more satisfied with the group and
its solutions and favorably impressed by the contributions of the other
group members. In addition, members of the cooperative groups rate
themselves high in desire to win the respect of their colleagues and in
obligation to the other members.

3. Coordination of effort, division of labor, orientation to task achieve-
ment, orderliness in discussion, and high productivity are manifested in
the cooperative groups (if the group task requires effective communica-
tion, coordination of effort, division of labor, or sharing of resources).

4. Feeling of agreement with the ideas of others and a sense of basic simi-
larity in beliefs and values, as well as confidence in one’s own ideas
and in the value that other members attach to those ideas, are obtained
in the cooperative groups.

5. Recognizing and respecting the other by being responsive to the other’s
needs.

6. Willingness to enhance the other’s power (for example, the knowledge,
skills, resources, and so on) to accomplish the other’s goals increases.
As the other’s capabilities are strengthened, you are strengthened; they
are of value to you as well as to the other. Similarly, the other is
enhanced from your enhancement and benefits from your growing
capabilities and power.

7. Defining conflicting interests as a mutual problem to be solved by col-
laborative effort facilitates recognizing the legitimacy of each other’s
interests and the necessity to search for a solution responsive to the
needs of all. It tends to limit rather than expand the scope of conflict-
ing interests. Attempts to influence the other tend to be confined to
processes of persuasion.

In contrast, a competitive process has the opposite effects:

1. Communication is impaired as the conflicting parties seek to gain
advantage by misleading the other through use of false promises,
ingratiation tactics, and disinformation. It is reduced and seen as futile
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as they recognize that they cannot trust one another’s communications
to be honest or informative.

2. Obstructiveness and lack of helpfulness lead to mutual negative atti-
tudes and suspicion of one another’s intentions. One’s perceptions
of the other tend to focus on the person’s negative qualities and
ignore the positive.

3. The parties to the process are unable to divide their work, duplicating
one another’s efforts such that they become mirror images; if they do
divide the work, they feel the need to check what the other is doing
continuously.

4. The repeated experience of disagreement and critical rejection of ideas
reduces confidence in oneself as well as the other.

5. The conflicting parties seek to enhance their own power and to
reduce the power of the other. Any increase in the power of the other
is seen as threatening to oneself.

6. The competitive process stimulates the view that the solution of a con-
flict can be imposed only by one side on the other, which in turn leads
to using coercive tactics such as psychological as well as physical
threats and violence. It tends to expand the scope of the issues in con-
flict as each side seeks superiority in power and legitimacy. The
conflict becomes a power struggle or a matter of moral principle and is
no longer confined to a specific issue at a given time and place. Esca-
lating the conflict increases its motivational significance to the partici-
pants and may make a limited defeat less acceptable and more
humiliating than a mutual disaster.

As the conflict escalates, it perpetuates itself by such processes as autistic
hostility, self-fulfilling prophecies, and unwitting commitments. Autistic hostility
involves breaking off contact and communication with the other; the result is
that the hostility is perpetuated because one has no opportunity to learn that it
may be based on misunderstandings or misjudgments or to learn if the other
has changed for the better.

Self-fulfilling prophecies are those wherein you engage in hostile behavior
toward another because of a false assumption that the other has done or is
preparing to do something harmful to you; your false assumption comes true
when it leads you to engage in hostile behavior that then provokes the other to
react in a hostile manner to you. The dynamics of an escalating, destructive
conflict have the inherent quality of a folie @ deux in which the self-fulfilling
prophecies of each side mutually reinforce one another. As a result, both sides
are right to think that the other is provocative, untrustworthy, and malevolent.



COOPERATION AND COMPETITION 29

Each side, however, tends to be blind to how it and the other have contributed to
this malignant process.

In the case of unwitting commitments, during the course of escalating con-
flict the parties not only overcommit to rigid positions but also may unwittingly
commit to negative attitudes and perceptions, beliefs, defenses against the
other’s expected attacks, and investments involved in carrying out their con-
flictual activities. Thus, during an escalated conflict, a person (a group, a nation)
may commit to the view that the other is an evil enemy, the belief that the other
is out to take advantage of oneself (one’s group, nation), the conviction that
one has to be constantly vigilant and ready to defend against the danger
the other poses to one’s vital interests, and also invest in the means of defend-
ing oneself as well as attacking the other. After a protracted conflict, it is hard
to give up a grudge, to disarm without feeling vulnerable, as well as to give
up the emotional charge associated with being mobilized and vigilant in rela-
tion to the conflict.

As Johnson and Johnson (1989) have detailed, these ideas have given rise to
a large number of research studies indicating that a cooperative process (as
compared to a competitive one) leads to greater group productivity, more favor-
able interpersonal relations, better psychological health, and higher self-esteem.
Research has also shown that more constructive resolution of conflicts results
from cooperative as opposed to competitive processes.

For understanding the nature of the processes involved in conflict, this last
research finding is of central theoretical and practical significance. It suggests
that constructive processes of conflict resolution are similar to cooperative
processes of problem solving, and destructive processes of conflict resolution
are similar to competitive processes. Because our prior theoretical and research
work gave us considerable knowledge about the nature of the processes
involved in cooperation and competition, it is evident that this knowledge pro-
vides detailed insight into the nature of the processes entailed in constructive
and destructive conflict resolution. This kind of knowledge contributes to under-
standing what processes are involved in producing good or bad outcomes of
conflict. There are many ways of characterizing the outcomes of a conflict:
satisfaction-dissatisfaction of the parties, material benefits and costs, improve-
ment or worsening of their relationship, effects on self-esteem and reputation,
precedents set, kinds of lessons learned, effects on third parties (such as chil-
dren of divorcing parents), and so on. Thus, there is reason to believe that a
cooperative-constructive process of conflict resolution leads to such good out-
comes as mutual benefits and satisfaction, strengthening relationships, positive
psychological effects, and so on, while a competitive-destructive process leads
to material losses and dissatisfaction, worsening relationships, and negative
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psychological effects in at least one party (the loser if it is a win-lose outcome)
or both parties (if it is a lose-lose outcome).

CONSTRUCTIVE AND DESTRUCTIVE COMPETITION

Competition can vary from destructive to constructive: unfair, unregulated com-
petition at the destructive end; fair, regulated competition in between; and con-
structive competition at the positive end. In constructive competition, the losers
as well as the winners gain. Thus, in a tennis match that takes the form of con-
structive competition, the winner suggests how the loser can improve, offers
an opportunity for the loser to learn and practice skills, and makes the match an
enjoyable or worthwhile experience for the loser. In constructive competition,
winners see to it that losers are better off, or at least not worse off than they
were before the competition.

The major difference, for example, between constructive controversy and
competitive debate is that in the former, people discuss their differences with
the objective of clarifying them and attempting to find a solution that inte-
grates the best thoughts that emerge during the discussion, no matter who artic-
ulates them (see Chapter Three for a fuller discussion). There is no winner and
no loser; both win if during the controversy each party comes to deeper insights
and enriched views of the matter that is initially in controversy. Constructive
controversy is a process for constructively coping with the inevitable differences
that people bring to cooperative interaction because it uses differences in under-
standing, perspective, knowledge, and world view as valued resources. By con-
trast, in competitive contests or debates there is usually a winner and a loser.
The party judged to have “the best”—ideas, skills, knowledge, and so on—
typically wins, while the other, who is judged to be less good, typically loses.
Competition evaluates and ranks people based on their capacity for a particu-
lar task, rather than integrating various contributions.

By my emphasis throughout this chapter, I do not mean to suggest that com-
petition produces no benefits. Competition is part of everyday life. Acquiring
the skills necessary to compete effectively can be of considerable value. More-
over, competition in a cooperative, playful context can be fun. It enables one to
enact and experience, in a nonserious setting, symbolic emotional dramas relat-
ing to victory and defeat, life and death, power and helplessness, dominance
and submission; these dramas have deep personal and cultural roots. In addi-
tion, competition is a useful social mechanism for selecting those who are more
able to perform the activities involved in the competition. Further, when no
objective, criterion-referenced basis for measurement of performance exists, the
relative performance of students affords a crude yardstick. Nevertheless, seri-
ous problems are associated with competition when it does not occur in a
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cooperative context and if it is not effectively regulated by fair rules. (See
Deutsch, 1973, pp. 377-388, for a discussion of regulating competition.)

INITIATING COOPERATION AND COMPETITION

If we know that cooperative and competitive processes have important effects on
conflict resolution, a question follows: what initiates or gives rise to one or the other
process? We did much research (Deutsch, 1973) in an attempt to find the answer.
The results of our many studies fell into a pattern I slowly began to grasp. They
seemed explainable by an assumption I have immodestly labeled “Deutsch’s Crude
Law of Social Relations”:

The characteristic processes and effects elicited by a given type of social
relationship also tend to elicit that type of social relationship.

Thus, cooperation induces and is induced by perceived similarity in beliefs
and attitudes, readiness to be helpful, openness in communication, trusting and
friendly attitudes, sensitivity to common interests and de-emphasis of opposed
interests, orientation toward enhancing mutual power rather than power dif-
ferences, and so on. Similarly, competition induces and is induced by use of the
tactics of coercion, threat, or deception; attempts to enhance the power differ-
ences between oneself and the other; poor communication; minimization of the
awareness of similarities in values and increased sensitivity to opposed inter-
ests; suspicious and hostile attitudes; the importance, rigidity, and size of issues
in conflict; and so on.

In other words, if one has systematic knowledge of the effects of cooperative
and competitive processes, one has systematic knowledge of the conditions that
typically give rise to such processes and, by extension, to the conditions that affect
whether a conflict takes a constructive or destructive course. My early theory of
cooperation and competition is a theory of the effects of cooperative and com-
petitive processes. Hence, from the Crude Law of Social Relations, it follows that
this theory brings insight into the conditions that give rise to cooperative and com-
petitive processes.

This law is certainly crude. It expresses surface similarities between effects
and causes; the basic relationships are genotypical rather than phenotypical.
The surface effects of cooperation and competition are due to the underlying
type of interdependence (positive or negative) and type of action (effective or
bungling), the basic social psychological processes involved in the theory (sub-
stitutability, attitudes, and inducibility), and the cultural or social medium and
situational context in which these processes are expressed. Thus, how a posi-
tive attitude is expressed in an effective, positively interdependent relationship
depends on what is appropriate to the cultural or social medium and situational
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context; that is, presumably one would not seek to express it in a way that is
humiliating or embarrassing or likely to be experienced negatively by one’s
partner.

Similarly, the effectiveness of any typical effect of cooperation or competi-
tion as an initiating or inducing condition of a cooperative or competitive
process is not due to its phenotype but rather to the inferred genotype of the
type of interdependence and type of action. Thus, in most social media and
social contexts, perceived similarity in basic values is highly suggestive of the
possibility of a positive linkage between oneself and the other. However, we are
likely to see ourselves as negatively linked in a context that leads each of us to
recognize that similarities in values impel seeking something that is in scarce
supply and available for only one of us. Also, it is evident that although threats
are mostly perceived in a way that suggests a negative linkage, any threat per-
ceived as intended to compel you to do something that is good for you or that
you feel you should do is apt to be suggestive of a positive linkage.

Although the law is crude, my impression is that it is reasonably accurate;
phenotypes often indicate the underlying genotypes. Moreover, it is a synthe-
sizing principle, which integrates and summarizes a wide range of social psy-
chological phenomena. The typical effects of a given relationship tend to induce
that relationship; similarly, it seems that any of the typical effects of a given
relationship tend to induce the other typical effects. For example, among the
typical effects of a cooperative relationship are positive attitudes, perception of
similarities, open communication, and orientation toward mutual enhancement.
One can integrate much of the literature on the determinants of positive and neg-
ative attitudes in terms of the other associated effects of cooperation and com-
petition. Thus, positive attitudes result from perceptions of similarity, open
communication, and so on. Similarly, many of the determinants of effective com-
munication can be linked to the other typical effects of cooperation or competi-
tion, such as positive attitudes and power sharing.

SUMMARY OF THE THEORY OF CONFLICT RESOLUTION

In brief, the theory equates a constructive process of conflict resolution with an
effective cooperative problem-solving process in which the conflict is the mutual
problem to be resolved cooperatively. It also equates a destructive process of
conflict resolution with a competitive process in which the conflicting parties
are involved in a competition or struggle to determine who wins and who loses;
often, the outcome of the struggle is a loss for both parties. The theory further
indicates that a cooperative-constructive process of conflict resolution is fos-
tered by the typical effects of cooperation. The theory of cooperation and com-
petition outlined in the beginning of this chapter is a well-verified theory of the
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effects of cooperation and competition and thus allows insight into what can
give rise to a constructive or destructive process.

The theory cannot serve as a “cookbook” for a practitioner in the field of con-
flict resolution. It is a general intellectual framework for understanding what
goes on in conflicts and how to intervene in them. Additionally, understanding
and intervening in a specific conflict requires specific knowledge about the con-
flicting parties, their social contexts, their aspirations, their conflict orientations,
the social norms, and so on.

Cooperation-competition, although of central importance, is only one factor
influencing the course of conflict. The other chapters in this volume detail some
of the other ingredients affecting conflict: power and influence, group problem
solving, social perception and cognition, creativity, intrapsychic conflict, and
personality. A practitioner must develop a mosaic of theories relevant to the
specific situation of interest, rather than relying on any single one. The symp-
toms or difficulties in one situation may require emphasis on the theoretical
theme related to power; in another, it may require focusing on problem-solving
deficiencies.

IMPLICATIONS OF THE THEORY
FOR UNDERSTANDING CONFLICT

Kurt Lewin, a famous psychologist, used to tell his students, of whom I was one,
that “there is nothing so practical as a good theory.” To this point, I have pre-
sented the basic ideas of a good theory; in what follows, I indicate their use-
fulness in conflict situations.

The Importance of a Cooperative Orientation

The most important implication of cooperation-competition theory is that a
cooperative or win-win orientation to resolving a conflict enormously facilitates
constructive resolution, while a competitive or win-lose orientation hinders it.
It is easier to develop and maintain a win-win attitude if you have social sup-
port for it. The social support can come from friends, coworkers, employers, the
media, or your community.

To have a win-win attitude in a hostile environment, it is valuable to become
part of a network of people or a member of groups with similar orientations that
can extend social support to you. It is also helpful to develop the personal
strengths and skills that are useful in bucking the tide.

If you are the manager in a system (for example, a principal in a school, a
CEO in a company, a parent in a family), it is worthwhile to recognize that basic
change in the system involves more than educating students, employees, or
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children to have a win-win orientation. It also involves educating yourself and
other key people in the system such as supervisors, staff, teachers, and parents
so that their actions reflect and support a win-win orientation. Additionally, it
often requires fundamental change in the incentive structure so that the
rewards, salaries, grades, perks, etc., in the system do not foster a win-lose rela-
tionship among the people in it.

Reframing

The second most important implication of the theory has to do with the coop-
erative process that is involved in constructive conflict resolution. At the heart
of this process is reframing the conflict as a mutual problem to be resolved (or
solved) through joint cooperative efforts. Reframing helps to develop a cooper-
ative orientation to the conflict even if the goals of the conflicting parties are
seen, initially, to be negatively interdependent. A cooperative orientation to
what is initially a win-lose conflict leads the parties to search for just procedures
to determine who the winner is as well as for helping the loser gain through
compensation or other means. Reframing has inherent within it the assumption
that whatever resolution is achieved, it is acceptable to each party and consid-
ered to be just by both. This assumption is made explicit when one or both par-
ties to a conflict communicate to the other something like, “I won’t be satisfied
with any agreement unless you also feel satisfied with it and consider it to be
just, and I assume that you feel the same way. Is my assumption correct?”

Thus, consider the school that is developing site-based management (SBM)
procedures but faces a conflict (the second opening vignette of the Introduc-
tion). One group of teachers, mainly White, insists on having teachers elected
to the SBM executive committee from the various academic departments by
majority vote. Another group of teachers, the Black Teachers Caucus (BTC),
demands that several members of the committee be from minority groups to
represent their interests. This conflict can be reformulated as a joint problem:
how to develop SBM procedures that empower and are responsive to the inter-
ests and needs of faculty, parents, and students from minority groups without
abandoning the regular democratic procedures whereby teachers are elected to
the SBM committee by their respective departments.

This joint problem is not easy to solve, but similar problems have been faced
and resolved in many organizations. There is reason to believe that if the con-
flicting groups—the SBM committee members elected by their departments and
the BTC—define the conflict as a joint problem to be resolved cooperatively,
they can come up with a solution that is mutually satisfactory. (See Chapter
Two for a discussion of resolving conflicts about what is “just.”)

The Norms of Cooperation

Of course, the parties are more apt to succeed in reframing their conflict into a
mutual problem if the participants abide by the norms of cooperative behavior,
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even when in conflict, and have the skills that facilitate effective cooperation. The
norms of cooperative behavior basically are similar to those for respectful, respon-
sible, honest, empowering, and caring behavior toward friends or fellow group
members. Some of these norms, particularly relevant to conflict, are the following:

Place the disagreements in perspective by identifying common ground
and common interests.

When there is disagreement, address the issues and refrain from making
personal attacks.

When there is disagreement, seek to understand the other’s views from
his or her perspective; try to feel what it would be like if you were on
the other’s side.

Build on the ideas of the other, fully acknowledging their value.

Emphasize the positive in the other and the possibilities of constructive
resolution of the conflict. Limit and control expression of your negative
feelings so that they are primarily directed at the other’s violation of
cooperative norms (if that occurs) or at the other’s defeatism.

Take responsibility for the harmful consequences—unwitting as well as
intended—of what you do and say; seek to undo the harm as well as
openly accept responsibility and make sincere apology for it.

If the other harms you, be willing to forgive if the other accepts respon-
sibility for doing so, sincerely apologizes, and is willing to try to undo it;
seek reconciliation rather than nurturing an injury or grudge.

Be responsive to the other’s legitimate needs.

Empower the other to contribute effectively to the cooperative effort;
solicit the other’s views, listen responsively, share information, and oth-
erwise help the other—when necessary—to be an active, effective par-
ticipant in the cooperative problem-solving process.

Be appropriately honest. Being dishonest, attempting to mislead or
deceive, is of course a violation of cooperative norms. However, one
can be unnecessarily and inappropriately truthful. In most relationships,
there is usually some ambivalence, a mixture of positive as well as
negative thoughts and feelings about the other and about oneself.
Unless the relationship has developed to a very high level of intimacy,
communicating every suspicion, doubt, fear, and sense of weakness

one has about oneself or the other is apt to be damaging to the
relationship—particularly if the communication is blunt, unrationalized,
and unmodulated. In effect, one should be open and honest in commu-
nication but appropriately so, realistically taking into account the conse-
quences of what one says or does not say and the current state of the
relationship.
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¢ Throughout conflict, remain a moral person—therefore, a person who is
caring and just—and consider the other as a member of one’s moral
community—therefore, as a person who is entitled to care and justice.

In the heat of conflict, there is often a tendency to violate the norms of coop-
eration. For example, you begin to attack the other as a person (“you’re stub-
born,” “you’re selfish,” “you’re unreasonable,” “you’re inconsiderate,” “you’re
narcissistic,” “you’re paranoid”). Recognize when you start to do this, stop,
apologize, and explain what made you angry enough to want to belittle and hurt
the other. If the other starts to do this to you, then interrupt, explain why you
are interrupting, and try to resume a mutually respectful dialogue. (“You’re call-
ing me names; that’s making me angry and makes me want to retaliate, so
pretty soon we’ll be in a name-calling contest and that will get us nowhere. Let’s
stick to the issues and be respectful of one another. If you're angry with me, tell
me why. If 'm at fault, I’ll remedy it.”)

It is wise to recognize that you, as well as the other, have hot buttons that,
if pressed, are likely to evoke strong emotions. The emotions evoked may be
anxiety, anger, rage, fear, depression, withdrawal, and so on. It is important to
know your own hot buttons and how you tend to react when they are pressed,
so that you can control your reactions in that event. Sometimes you need to take
time out to control your emotional reactions and to consider an appropriate
response to what elicits them. Similarly, it is valuable to know the other’s hot
buttons so as to avoid pressing them and provoking disruptive emotions in the
other.

» » » «

The Values Underlying Constructive Conflict Resolution

The norms of cooperation and constructive conflict resolution reflect some basic
values, to which people who are “profoundly divided by reasonable religious,
philosophical, and moral doctrines” can adhere (Rawls, 1996, p. Xxxix). A rea-
sonable doctrine includes conceptions of the values and norms with regard to
conflict that people who adhere to another reasonable doctrine (as well as those
who adhere to one’s own) can endorse and be expected to follow during con-
flict. Thus, pro-life and pro-choice advocates in the abortion conflict may have
profoundly differing views, but they are both components of reasonable doc-
trines if the adherents to each are willing to follow common values in dealing
with their conflict about abortion. Among such values are reciprocity, human
equality, shared community, fallibility, and nonviolence. A brief discussion of
these interrelated values follows.

Reciprocity. This is the value involved in the maxim “Do unto others as you
would have others do unto you.” My understanding of the maxim as it applies
to conflict requires each party to treat the other with the fairness that it would
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normatively expect if in the other’s position. It assumes reciprocity from the
other—fairness to and from the other. The fairness in behavior, in process, and
in outcomes expected is normative. As defined by one’s culture, it is how the
conflicting parties should or should not behave toward one another if they are,
at a minimum, to avoid a destructive conflict or, more positively, to promote
constructive management of their conflict. The norms against violence, disre-
spect, deceit, and irresponsibility are widespread standards for avoiding destruc-
tive conflict.

Human Equality. This value implies that all human beings are equally entitled
to just and respectful treatment, with consideration for their needs, and enti-
tled to such basic liberties as freedom of conscience, thought, and expression,
as well as freedom from coercion. You are entitled to this from the other, but
the other is entitled to this from you too. Human equality does not imply that
people necessarily have the same status, privileges, power, needs, or wealth. It
does imply that such differences are not the consequence of one’s violation of
the other’s entitlements.

Shared Community. Implicit in constructive conflict resolution is mutual recog-
nition of being part of a broader community that members wish to preserve, a
community sharing some key values and norms; such recognition occurs despite
important differences between oneself and the other.

Fallibility. The sources of disagreement between reasonable people are mani-
fold. Disagreements may arise from such sources as the nature of the evidence,
the weight to be given to types of evidence, and the vagueness of the moral or
other concepts involved, as well as from differences in basic values or world-
views. Reasonable people understand that their own judgment as well as the
judgment of others may be fallible.

Nonviolence. This value implies that coercive tactics are not employed by you
or the other to obtain agreement or consent. Such tactics include physical or
psychological violence (for example, humiliation), destruction of property
or other valued goods, harm to one’s life chances (a potential career), harm to
one’s loved ones, and so on.

IMPLICATIONS FOR MANAGING CONFLICT

In prior sections, discussion focused on the attitudes, norms, and values that
foster cooperation. These are necessary but not in themselves sufficient. Knowl-
edge and skills are also important in promoting constructive resolution of a
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conflict. This is the thesis underlying the book. Knowledge of the theory pre-
sented earlier in this chapter offers a useful framework for organizing one’s
thinking about the social psychological consequences of cooperation and com-
petition as well as the conditions that lead to one rather than the other. It is a
way of orienting oneself to situations not previously encountered. Along with
the other theories discussed in this book, it enlarges one’s knowledge of the
range of conditions to be considered as one wishes to develop and maintain a
constructive, cooperative process of conflict resolution and to prevent develop-
ing a destructive process.

Skills are also vitally important if one wishes to develop and implement suc-
cessfully an effective, cooperative problem-solving process. There has not been
much systematic discussion of the skills involved in constructive solutions to
conflict. There are, I believe, three main kinds useful to the participants in
a conflict as well as to third parties (such as mediators, conciliators, counselors,
or therapists) who are called on to provide assistance to conflicting parties. For
convenience, I label them rapport-building skills, cooperative conflict resolution
skills, and group process and decision-making skills.

First, there are the skills involved in establishing effective working relation-
ships with each of the conflicting parties and between the conflicting parties if
you are the mediator or with the other if you are a participant. Some of the com-
ponents of this broad category include such skills as breaking the ice; reducing
fears, tensions, and suspicion; overcoming resistance to negotiation; establish-
ing a framework for civil discourse and interaction; and fostering realistic hope
and optimism. Thus, before negotiations begin between two individuals or
groups perceiving each other as adversaries, it is often useful to have informal
social gatherings or meetings in which the adversaries can get to know one
another as human beings who share some similar interests and values. Skill in
breaking the ice and creating a safe, friendly atmosphere for interaction between
the adversaries is helpful in developing the prenegotiation experiences likely to
lead to effective negotiations about the issues in dispute.

A second, related set of skills concerns developing and maintaining a coop-
erative conflict resolution process among the parties throughout their conflict.
These are the skills that are usually emphasized in practicum courses or work-
shops on conflict resolution. They include identifying the type of conflict in
which you are involved; reframing the issues so the conflict is perceived as a
mutual problem to be resolved cooperatively; active listening and responsive
communication; distinguishing between needs and positions; recognizing and
acknowledging the other’s needs as well as your own; encouraging, supporting,
and enhancing the other; taking the perspective of the other; identifying shared
interests and other similarities in values, experiences, and so on; being alert to
cultural differences and the possibilities of misunderstanding arising from them;
controlling anger; dealing with difficult conflicts and difficult people; being
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sensitive to the other’s anxieties and hot buttons and how to avoid pressing them;
and being aware of your own anxieties and hot buttons as well as your tenden-
cies to be emotionally upset and misperceiving if they are pressed so that these
can be controlled.

A third set of skills is involved in developing a creative and productive group
problem-solving and decision-making process. These include skills pertinent to
group process, leadership, and effective group discussion, such as goal and stan-
dard setting; monitoring progress toward group goals; eliciting, clarifying, coor-
dinating, summarizing, and integrating the contributions of the various
participants; and maintaining group cohesion. The third set also includes such
problem-solving and decision-making skills as identifying and diagnosing the
nature of the problem confronting the group; acquiring the relevant information
necessary for developing possible solutions; creating or identifying several pos-
sible, alternative solutions; choosing the criteria for evaluating the alternatives
(such as the “effects” on economic costs and benefits, on relations between the
conflicting parties, and on third parties); selecting the alternative that optimizes
the results on the chosen criteria; and implementing the decision through appro-
priate action.

People are not novices with regard to conflict. From their life experiences,
many people have developed some of the component skills involved in build-
ing rapport, constructive conflict resolution, and effective group process and
problem solving. However, some are not aware that they have the skills; nor are
they aware of how and when to use them in a conflict. The fact that everyone
has been a participant and observer in many conflicts from childhood on results
in implicit knowledge, preconceptions, attitudes, and modes of behavior toward
conflict that may be deeply ingrained before any systematic training occurs.
Many of a person’s preexisting orientations to conflict and modes of behavior
in it reflect those prevalent in his or her culture, but some reflect individual pre-
dispositions acquired from unique experiences in the contexts of family, school,
watching TV, and the like.

Before students can acquire explicit competence in conflict resolution, they
have to become aware of their preexisting orientations to conflict as well as their
typical behaviors. Awareness and motivation are developed by having a model
of good performance that students can compare with their preconscious, pre-
existing one. Internalization comes from guided and repeated practice in imi-
tating the model. Feedback on the students’ successfulness gradually shapes
their behavior to be consistent with the model, and frequent practice leads to
its internalization. Once the model has been internalized, recurrence of earlier
incompetent orientations to conflict is experienced as awkward and out of place
because there are internal cues to the deviations of one’s behavior from the
internalized model. In tennis, if you have internalized a good model of serving,
internal cues tell you if you are deviating from it (say, by throwing the ball too
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high). If self-taught tennis students have internalized poor serving models, train-
ing should be directed at making them aware of this and providing a good
model. So too in conflict resolution.

In summary, the discussion in this and the preceding sections has centered
on the orientation, norms, values, and skills that help to develop a cooperative,
constructive process of conflict resolution. Without competence in the skills,
having a cooperative orientation and knowledge of conflict processes is often
insufficient to develop a cooperative process of conflict resolution. Similarly,
having the skills is insufficient to develop a cooperative process without the
cooperative orientation and motivation to apply the skills or without the knowl-
edge of how to apply the skills in various social and cultural contexts.

IMPLICATIONS FOR TRAINING

There are, for training, several implications of the material presented in the pre-
ceding parts of this chapter. They center on the social context of learning, the
social context of applying one’s learning, the substantive content of the train-
ing, and the reflective practitioner.

The Social Context of Learning

The theory described in this chapter suggests that the social context of learning
be one in which cooperation, constructive conflict resolution, and creative con-
troversy are strongly emphasized. The teaching method employed should take
the form of cooperative learning, and the conflictual interactions within the
classroom or workshop between teacher and students and among students
should model those of creative controversy and constructive conflict resolution.
The social context of learning should walk the talk, and in so doing offer stu-
dents the experiences that support a cooperative orientation, exemplify the val-
ues and social norms of cooperation, and model the skills involved in
constructive management of conflict.

The Social Context of Application

It can be anticipated that many social contexts are unfavorable to a cooperative
orientation and the use of one’s skills in constructive conflict resolution. In some
social contexts, an individual who has such skills may expect to be belittled by
friends or associates as being weak, unassertive, or afraid. In other contexts,
she may anticipate accusations of being “disloyal,” a “traitor,” or an “enemy
lover” if she tries to develop a cooperative problem-solving relationship with
the other side. In still other contexts, the possibility of developing a construc-
tive conflict resolution process seems so slim that one does not even try to do
so. In other words, if the social context leads you to expect to be unsuccessful or
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devalued in employing your skills, you are not apt to use them; you will do so
if it leads you to expect approval and success.

The foregoing suggests that, in unfavorable social contexts, as a skilled con-
flict resolver you often need social support as well as two additional types of
skill. One relates to the ability to place yourself outside or above your social
context so that you can observe the influences emanating from it and then
consciously decide whether to resist them personally or not. The other type
involves the skills of a successful change agent, someone who is able to help
an institution or group change its culture so that it facilitates rather than hin-
ders constructive conflict resolution. I mention these additional skills because
it is important to recognize that institutional and cultural changes are often
necessary for an individual to feel free to express his or her constructive
potential.

The common need for social support after training has occurred has impli-
cations for who are selected for training and also for post-training contacts.
There are several ways to foster a social context that is supportive: train all of
the participants in it, train the influential people, or train a cohort of people of
sufficient size to provide effective mutual support in the face of resistance. Post-
training contacts with the training institution and its trainers may also yield the
social support necessary to buttress the individual in a hostile environment.

The Substantive Content of Training

In prior parts of this chapter, I have outlined what I consider to be the attitudes,
knowledge, and skills that amount to a framework for education in construc-
tive conflict resolution. A skillful trainer fleshes out such a framework with sub-
stantive content that is sufficiently vital and intellectually compelling to engage
the interest and motivation of the student, is relevant to his or her most com-
mon and most difficult conflicts, and is sufficiently diverse in content and social
context to facilitate generalizing and applying the training in a variety of situa-
tions. To accomplish these objectives, a trainer must not only have a clear
framework for training, but also must be open and creative so that he or she
can respond to the students’ needs effectively.

The Reflective Practitioner

One of the important goals of education in this area is to help the student, as
well as the trainer, become a reflective practitioner of constructive conflict res-
olution. I refer to two kinds of reflection: on managing the conflicts that you are
experiencing and on the framework of conflict resolution that you are employ-
ing. Self-reflection about how you are handling conflicts is necessary to contin-
uing improvement and also to prevent old habits, your hot spots, social
pressure, and the like from making you regress to less constructive modes of
conflict resolution.
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Conflict resolution as a field of study is relatively young; it is going through
a period of rapid intellectual development. It is experiencing an upsurge in
research, theoretical development, and practical experience that, we hope, result
in improvement of the frameworks that are used for training in conflict resolu-
tion. The reflective practitioner, by reflecting on his or her practice, can learn
from as well as contribute to this growing body of knowledge and reflected-on
experience.

CONCLUSION

The central theme of this chapter is that a knowledgeable, skillful, cooperative
approach to conflict enormously facilitates its constructive resolution. It is well
to realize, however, that there is a two-way relation between effective coopera-
tion and constructive conflict resolution. Good cooperative relations facilitate
constructive management of conflict; the ability to handle constructively the
inevitable conflicts that occur during cooperation facilitates the survival and
deepening of cooperative relations.
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CHAPTER TWO

Justice and Conflict

Morton Deutsch

brother cries out that his older brother is getting “a bigger piece of cake

than I am.” An applicant for a job feels that the selection procedures are
biased against members of her race, gender, or ethnic group. A politician thinks
the election was lost because his opponent stuffed the ballot boxes. A wife feels
that her husband doesn’t help sufficiently with the household chores. These all
involve issues of justice, which may give rise to conflict. Conflict can lead to
changes that reduce injustice, or it can increase injustice if it takes a destruc-
tive form, as in war.

It is useful to make a distinction between injustice and oppression. Oppression
is the experience of repeated, widespread, systemic injustice. It need not be
extreme and involve the legal system (as in slavery, apartheid, or the lack of
right to vote) nor violent (as in tyrannical societies). Harvey (1999) has used
the term “civilized oppression” to characterize the everyday processes of oppres-
sion in normal life. Civilized oppression “is embedded in unquestioned norms,
habits, and symbols, in the assumptions underlying institutions and rules, and
the collective consequences of following those rules. It refers to the vast
and deep injustices some groups suffer as a consequence of often unconscious
assumptions and reactions of well-meaning people in ordinary interactions
which are supported by the media and cultural stereotypes as well as by the
structural features of bureaucratic hierarchies and market mechanisms” (Young,
1990, p. 41).

T hat’s not fair expresses a feeling that frequently leads to conflict. A younger

43
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Structural oppression cannot be eliminated by getting rid of the rulers or by
making some new laws, because oppressions are systematically reproduced in
the major economic, political, and cultural institutions. While specific privileged
groups are the beneficiaries of the oppression of other groups and thus have an
interest in the continuation of the status quo, they do not typically understand
themselves to be agents of oppression. (See Deutsch, 2006 for a fuller discussion
on oppression.)

WHAT FORMS DOES INJUSTICE TAKE?

[ consider here six types of injustices that are involved in oppression: distribu-
tive injustice, procedural injustice, the sense of injustice, retributive injustice,
moral exclusion, and cultural imperialism. To identify which groups of people
are oppressed and what forms their oppression takes, each of these six types of
injustices should be examined. For a comprehensive discussion of social
psychological research related to the following topics, see Tyler and associates
(1997).

TYPES OF INJUSTICE

In the scholarly literature on injustice, there are several foci of attention:

e Distributive injustice, which is concerned with the criteria that lead you
to feel you receive a fair outcome. (The boy receives a fair share of the
pie being distributed.)

e Procedural injustice, concerned with fair treatment in making and imple-
menting the decisions that determine the outcome. (Is the politician
being treated with dignity and respect? Has he lost the election fairly?)

e The sense of injustice, centering on what factors determine whether an
injustice is experienced as such. (If the wife does more than her fair
share of the household chores, what will determine whether or not she
feels it is unjust?)

e Retributive and reparative injustice, concerned with how to respond to
the violation of moral norms and how to repair the moral community
that has been violated (for example, in the case of job discrimination
against an applicant because of race).

e Moral exclusion or the scope of injustice, is concerned with who is
included in the moral community and who is thought to be entitled to
fair outcomes and fair treatments. Generally, you don’t include such
creatures as ticks and roaches in your moral community—and some
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people think of other ethnic groups, heretics, or those with differing
sexual orientation as “vermin” who are not entitled to justice.

¢ Cultural imperialism occurs when a dominant group imposes its values,
norms, and customs upon subordinated groups so that members of
these subordinated groups find themselves defined by the dominant
others. To the extent that women, Africans, Jews, Muslims, homosexu-
als, the elderly, and so on must interact with the dominant group whose
culture mainly provides stereotyped images of them, they are often
under pressure to conform to and internalize the dominant group
images of their group.

I discuss each focus separately in this chapter. Recognize, though, that there
is considerable overlap among them.

Distributive Justice

Issues of distributive justice pervade social life. They occur not only at the soci-
etal level, but also in intimate social relations. They arise when something of
value is scarce and not everyone can have what they want or when something
of negative value (a cost, a harm) cannot be avoided by all. In the schools, such
questions arise in connection with who gets the teacher’s attention, who gets
what marks, and how much of a school’s resources are to be allocated for stu-
dents who are physically handicapped or socioeconomically disadvantaged.
Similarly, distribution of pay, promotion, benefits, equipment, space, and so
forth are common problems in work settings. Also, issues of distributive justice
are involved in health care and medical practice: how is a scarce or expensive
medical resource, such as a mechanical heart, to be allocated?

Scholars have identified a large number of principles that could be used in
distributing grades, pay, scarce medical resources, and the like. Discussions
focus on three key principles—equity, equality, and need—and their variants.
The equity principle asserts that people should receive benefits in proportion to
their contribution; those who contribute more should receive more than those
who contribute less. The equality principle states that all members of a group
should share its benefits equally. The need principle indicates that those who
need more of a benefit should get more than those who need it less.

In any particular allocation situation, the three principles may be in conflict.
Thus, paying the members of a workgroup according to their individual pro-
ductivity may conflict with paying all the members of a work group equally, and
these two principles may conflict with paying them according to their need
(such as giving higher pay to those with more dependents). Only if all are
equally productive and equally needy is there no conflict among the principles.

The principles of distributive justice may be favored differently among indi-
viduals, groups, social classes, ideologies, and so forth. For example, in a
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collectivist community such as an Israeli kibbutz, the members have essentially
the same pay and standard of living no matter how much they differ in their
individual work productivity. In contrast, in an individualistic society such as
the United States, the CEO of a profit-making firm may get paid more than a
thousand times what an individual worker makes. Conflict within the kibbutz
arises if individuals feel that their standard of living does not adequately reflect
their unusually valuable contribution to the community; conflict within the
American firm is likely if workers feel that they are not getting a fair share of
the profits.

Theory and research (Deutsch, 1985) suggest that the principles are usually
salient in different social contexts. Equity is most prominent in situations in
which economic productivity is the primary goal; equality is dominant when
social harmony, cohesiveness, or fostering enjoyable social relations is the
primary emphasis; and need is most salient in situations where encouraging
personal development and personal welfare is the major goal.

Many times, all three goals are important. In such situations, the three prin-
ciples can be applied in a manner that is either mutually supportive or mutu-
ally contradictory. In a mutually supportive application, the equity principle
leads to recognizing individual differences in contribution and honoring those
who make uniquely important contributions. In a socially harmonious honor-
ing, no invidious distinctions are drawn between those who are honored
and those who are not; the equal divine or moral value of everyone in the coop-
erative community is affirmed as the community honors those who give so
much to it. Similarly, the equal moral worth of every individual leads to special
help for those who are especially needy.

Thus, if a football player helps his team win by an unusually skillful or coura-
geous feat, he is honored by his teammates and others in such a way that they
feel good rather than demeaned by his being honored. His being honored does
not imply that they have lost something; it is not a win-lose or competitive
situation for them. If, in contrast, the equity principle is applied in a manner
that suggests those who produce more are better human beings and entitled to
superior treatment generally, then social harmony and cohesiveness are
impaired. If the equality principle leads to a sameness or uniformity in which
the value of unique individual contributions is denied, then productivity as well
as social cohesion are impaired. It is a delicate balance that often tilts too far in
one direction or the other.

The judgment that you have received a fair outcome is determined not only
by whether the appropriate distributive principles are employed but also by
whether your outcome is in comparative balance with the outcomes received
by people like you in similar situations. If you and a coworker are equally pro-
ductive, do you each receive the same pay raise? Are all members of a club
invited to a party given by the club leader? If it’s my turn to receive a heart
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transplant, is someone else—maybe a wealthy benefactor of the hospital—given
higher priority?

The theory of relative deprivation indicates that the sense of deprivation or
injustice arises if there is comparative imbalance: egoistical deprivation occurs if
an individual feels disadvantaged relative to other individuals, and fraternal
deprivation occurs if a person feels her group is disadvantaged relative to other
groups. The sense of being deprived occurs if there is a perceived discrepancy
between what a person obtains, of what she wants, and what she believes she
is entitled to obtain. The deprivation is relative because one’s sense of depri-
vation is largely determined by past and current comparisons with others as
well as by future expectations.

There is an extensive literature on the determinants of the choice of other
individuals or groups with whom one chooses to compare oneself. This litera-
ture is too extensive to summarize here, but it clearly demonstrates that people’s
feelings of deprivation are not simply a function of their objective circumstances;
they are affected by a number of psychological variables. Thus, paradoxically,
members of disadvantaged groups (such as women, low-paid workers, ethnic
minorities) often feel less deprived than one might expect, and even less so than
those who are more fortunate, because they compare themselves with “similar
others”—other women, other low-paid workers. In contrast, men and middle-
income workers who have more opportunities may feel relatively more deprived
because they are comparing themselves with those who have enjoyed more suc-
cess in upward mobility. Also, there is evidence that discontent, social unrest,
and rebellion often occur after a period of improvement in political-economic
conditions that leads to rising expectations regarding entitlements if they are not
matched by a corresponding rise in one’s benefits. The result is an increased per-
ceived discrepancy between one’s sense of entitlement and one’s benefits; this
is sometimes referred to as the revolution of rising expectations.

Procedural Justice

In addition to assessing the fairness of outcomes, individuals judge the fairness
of the procedures that determine the outcomes. Research evidence indicates that
fair treatment and procedures are a more pervasive concern to most people
than fair outcomes. (See Lind and Tyler, 1988, for a comprehensive discussion
of procedural justice.) Fair procedures are psychologically important for several
reasons, first in encouraging the assumption that they give rise to fair outcomes
in the present and also in the future. In some situations, where it is not clear
what fair outcomes should be, fair procedures are the best guarantee that the
decision about outcomes is made fairly. Research indicates that one is less apt to
feel committed to authorities, organizations, social policies, and governmental
rules and regulations if the procedures associated with them are considered
unfair. Also, people feel affirmed if the procedures to which they are subjected
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treat them with the respect and dignity they feel is their due; if so treated, it is
easier for them to accept a disappointing outcome.

Questions with regard to the justice of procedures can arise in various ways.
Let us consider, for example, evaluation of teacher performance in a school.
Some questions immediately come to mind. Who has “voice” or representation
in determining whether such evaluation is necessary? How are the evaluations
to be conducted? Who conducts them? What is to be evaluated? What kind of
information is collected? How is its accuracy and validity ascertained? How are
its consistency and reliability determined? What methods of preventing incom-
petence or bias in collecting and processing information are employed? Who
constitutes the groups that organize the evaluations, draw conclusions, make
recommendations, and make decisions? What roles do teachers, administrators,
parents, students, and outside experts have in the procedures? How are the eth-
icality, considerateness, and dignity of the process protected?

Implicit in these questions are some values with regard to procedural justice.
One wants procedures that generate relevant, unbiased, accurate, consistent,
reliable, competent, and valid information and decisions as well as polite, dig-
nified, and respectful behavior in carrying out the procedures. Also, voice and
representation in the processes and decisions related to the evaluation are con-
sidered desirable by those directly affected by the decisions. In effect, fair pro-
cedures yield good information for use in the decision-making processes as well
as voice in the processes for those affected by them, and considerate treatment as
the procedures are being implemented.

The Sense of Injustice

Whether an injustice takes the form of physical abuse, discrimination in employ-
ment, sexual harassment, or disrespectful treatment, there will always be some
people who are insensitive to the injustice and hence seemingly unaware of it.
In what follows, we discuss factors that influence the sense of injustice.

Victims and Victimizers. Distributive as well as procedural injustice can
advantage some people and groups and disadvantage others. Those who bene-
fit from injustice are, wittingly or unwittingly, often its perpetrators or perpetu-
ators, and they are usually not fully aware of their complicity. Awareness brings
with it such unpleasant emotions as guilt, fear of revenge, and sometimes feel-
ings of helplessness with regard to their ability to bring about the social changes
necessary to eliminate the injustice. As one might expect, the disadvantaged are
more apt to be aware of the injustice. Associated with this awareness are feel-
ings such as anger (outrage, indignation), resentment, humiliation, depression,
and a sense of helplessness. Positive emotions related to self-esteem, sense of
power, and pride are experienced by those who are engaged in effective actions
to eliminate injustice, whether they are advantaged or disadvantaged.
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There seems to be a straightforward explanation for the asymmetry in sensi-
tivity to the injustice of the disadvantaged (the victims) and the advantaged (the
victimizers). The victims usually have relatively little power compared to
the victimizers; the latter are more likely to set the terms of their relationship
and, through their control of the state and other social institutions, to establish
the legal and other reigning definitions of justice.

Thus, the victimizers—in addition to gains from their exploitative actions—
commonly find reassurance in official definitions of justice and the support of
such major social institutions as the church, the media, and the schools, to
deaden their sensitivity to the injustices inherent in their relations with the vic-
tim. The victim may, of course, be taken in by the official definitions and the
indoctrination emanating from social institutions and, as a result, lose sensitiv-
ity to her situation of injustice. However, the victim is less likely than the
victimizer to lose sensitivity to injustice because she is the one who is experi-
encing its negative consequences. She is also less likely to feel committed to the
official definitions and indoctrinations because of her lack of participation in
creating them.

This explanation of differential sensitivity in terms of differential gains and
differential power is not the complete story. There are, of course, relations in
which the victimizer is not of superior power; even so, he avoids experiencing
guilt for his actions. Consider a traffic accident in which a car hits a pedestrian.
The driver of the car usually perceives the accident so as to place responsibil-
ity for it on the victim. Seeing the victim as responsible enables the driver to
maintain a positive image of himself. Projecting the blame onto the victim
enables the victimizer to feel blameless.

If we accept the notion that most people try to maintain a positive concep-
tion of themselves, we can expect differential sensitivity to injustice in those
who experience pain, harm, and misfortune and those who cause it. If I try to
think well of myself, I shall minimize my responsibility for any injustice that is
connected with me or minimize the extent of injustice that has occurred if I can-
not minimize my responsibility. On the other hand, if I am the victim of pain
or harm, to think well of myself I have to believe that it was not my due; it is
not just desserts for a person of my good character. Thus, the need to maintain
positive self-esteem leads to opposite reactions in those who cause an injustice
and those who suffer from it. There is, of course, also the possibility that a vic-
tim may seek to maintain her self-esteem by denying or minimizing the injus-
tice she is suffering; denial may not be completely conscious. Resort to denial
is less apt to occur if there are other similar victims who are prepared to
acknowledge and protest their own victimization.

Although the need to maintain positive self-regard is common, it is not uni-
versal. If she views herself favorably, the victim of injustice may be outraged by
her experience and attempt to undo it; in so doing, she may have to challenge



50 THE HANDBOOK OF CONFLICT RESOLUTION: THEORY AND PRACTICE

the victimizer. If the victimizer is more powerful than she and has the support
of legal and other social institutions, she will realize that it is dangerous to act
on her outrage—or even to express it. Under such circumstances, in a process
that Anna Freud (1937) labeled “identification with the aggressor,” the victim
may control her dangerous feelings of injustice and outrage by denying them
and by internalizing the derogatory attitudes of the victimizer toward herself as
well as toward others who are similar to her (other women, other disadvantaged
groups). Paradoxically, by identifying with the aggressor you feel more power-
ful as you attack or aggress against others on whom you project the “bad”
characteristics in yourself that you have suppressed because of your fear of
being attacked by someone with the power to harm you. We can see this phe-
nomenon in parents who were abused as children going on to abuse their own
children and in traditionally submissive women derogating independent,
assertive women.

From this discussion, it is evident that for numerous reasons victims as well
as their victimizers may be insensitive to injustices that are occurring. I turn now
to a brief discussion of how the sense of injustice may be activated in the victim
and the victimizer. (See Deutsch and Steil, 1988, for an extended discussion.)

Activating the Sense of Injustice. The process entails falsifying and delegiti-
mating officially sanctioned ideologies, myths, and prejudices that “justify” the
injustices. I am referring to such myths as these:

e Women like men to make sexual passes at them, even at work, because
it makes them feel attractive.

e African Americans are morally and intellectually inferior to European
Americans.

e The poor deserve to be poor because they are lazy.

e Everyone in the United States has equal opportunity in the competition
to achieve success.

The activation process also involves exposing the victims and victimizers to
new ideologies, models, and reference groups that support realistic hope about
the possibility that the injustice can be eliminated. Because of the anxieties they
elicit, one can anticipate that the changes necessary to eliminate an injustice
produce resistance from others—and sometimes in oneself. It is easier to man-
age resistance and anxiety by becoming aware of the value systems that support
the change and of models of successful change as well as of the social sup-
port you can get from groups and individuals who support the change. You feel
less vulnerable if you know that you are not alone, that others are with you.

Additionally, the process entails the work necessary to make oneself and
one’s group effective forces for social change. There is internally directed work,
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aimed at enhancing cohesiveness, trust, and effective organization among those
who favor change; and there is external work, involved in building up one’s
political and economic strength as well as one’s bargaining power. Doing so
enables effective action to increase the incentives for accepting change among
the advantaged who are content with the status quo and among those who
desire change but are fearful of the consequences of seeking change. However,
some victims of injustice may have to free themselves from the seductive
satisfaction of feeling morally superior to the victimizers before they can fully
commit to and be effective in their struggle against injustice.

Retributive and Reparative Justice

In a study comparing responses to injustice and to frustration (reported in
Deutsch, 1985), it was found that an injustice that is experienced, whether to
oneself or to another, involves one not only personally but also as a member of
a moral community whose moral norms are being violated; it evokes an oblig-
ation to restore justice. The psychology of retributive and reparative justice is
concerned with the attitudes and behavior of people in response to moral rule
breaking. It is reasonable to expect a person’s response to be influenced by the
nature of the transgression, the transgressor, the victim, and the amount of harm
experienced by the victim, as well as by the person’s relations to the transgres-
sor and victim. A transgression such as murder evokes a different response than
violation of customary norms of courtesy and politeness. In the United States,
a white murderer is less likely to be executed than a black one. Similarly, beat-
ing and raping a black woman is less apt to result in widespread media atten-
tion than in the case of a white victim. Burning a synagogue is considered a
more serious offense than painting swastikas on its walls. An Israeli Jew is less
apt to be concerned about Israeli discrimination against Palestinians than Arabs
are, and Arabs are unlikely to be as concerned about discrimination against
Jews in their countries as Israeli Jews are.

A number of means are employed to support and reestablish the validity of
moral rules once they are violated. They generally call for one or a combination
of these actions on the part of the violator: full confession, sincere apology con-
trition, restitution, compensation, self-abasement, or self-reform. They also may
involve various actions by the community addressed to the violator, such as
humiliation, physical punishment, incarceration, or reeducation. These actions
may be addressed not just to the violator but also to others related to the violator,
such as his children, family, or ethnic group.

Retribution can serve a number of functions:

e Violation of a moral code tends to weaken the code; one of the most
important functions of retribution is to reassert the continuing strength
and validity of the moral rule that has been violated. For example, many
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communities are experiencing a breakdown of the rules of courtesy and
respect because children and adolescents are no longer taught these
rules and there is no appropriate response when they are violated.

e Retribution can also serve a cathartic function for members of the moral
community who have been affronted and angered by the transgression.

¢ Punishment of the violator may have a deterrent effect against future
violation as well as a cathartic effect.

e Retribution may take the form of compulsory reeducation and reform of
the transgressor so that he is no longer likely to engage in immoral
behavior.

e Retribution in the form of restitution, in addition to its other functions,
may serve to help the victim recover from the losses and damages that
he or she has suffered.

There are considerable variations among cultures and subcultures with regard
to both the nature of moral rules and how to respond to violations of them.
Ignorance with regard to the moral rules of another culture as well as ethno-
centrism are likely to give rise to misunderstanding as well as conflict if one
violates the moral code of the other’s group.

The Scope of Justice

The scope of justice refers to who (and what) is included in one’s moral com-
munity. Who is and is not entitled to fair outcomes and fair treatment by inclu-
sion or lack of inclusion in one’s moral community? Albert Schweitzer included
all living creatures in his moral community, and some Buddhists include all of
nature. Most of us define a more limited moral community.

Individuals and groups who are outside the boundary in which considerations
of fairness apply may be treated in ways that would be considered immoral if
people within the boundary were so treated. Consider the situation in Bosnia.
Prior to the breakup of Yugoslavia, the Serbs, Muslims, and Croats in Bosnia were
more or less part of one moral community and treated one another with some
degree of civility. After the start of civil strife (initiated by power-hungry politi-
cal leaders), vilification of other ethnic groups became a political tool, and it led
to excluding others from one’s moral community. As a consequence, the various
ethnic groups committed the most barbaric atrocities against one another. The
same thing happened with the Hutus and Tutsis in Rwanda and Burundi.

At various periods in history and in different societies, groups and individuals
have been treated inhumanly by other humans: slaves by their masters, natives
by colonialists, blacks by whites, Jews by Nazis, women by men, children by
adults, the physically disabled by those who are not, homosexuals by hetero-
sexuals, political dissidents by political authorities, and one ethnic or religious
group by another.
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Lesser forms of moral exclusions, marginalization, occur also against whole
categories of people—women, the physically impaired, the elderly, and various
ethnic, religious, and racial groups—in many societies where barriers prevent
them from full participation in the political, economic, and social life of their
societies. The results of these barriers are not only material deprivation but also
disrespectful, demeaning, and arbitrary treatment as well as decreased oppor-
tunity to develop and employ their individual talents. For extensive research
and writing in this area, see the work of Susan Opotow (2001), a leading scholar
in this area.

Three central psychological questions arise with regard to moral exclusion:

1. What social conditions lead an individual or group to exclude others
from the individual or group’s moral community?

2. What psychological mechanisms enable otherwise moral human
beings to commit atrocities against other human beings?

3. What determines which individuals or groups are likely to be excluded
from the moral community?

Existing knowledge to answer these questions adequately is limited; their
seriousness deserves fuller answers than space allows here.

Social Conditions. Studies of political, ethnic, and religious violence have iden-
tified several social conditions that appear particularly conducive to developing
or intensifying hatred and alienating emotions that permit otherwise nonviolent
members of a society to dehumanize victims and kill (Gurr, 1970; Staub, 1989).

The first of these conditions is emergence of, or increase in, difficult life con-
ditions, with a corresponding increase in the sense of relative deprivation. This
may happen as a result of defeat in war, economic depression, rapid social
change, or even physical calamity. The resulting decrease in living standards
often leads to a sense of insecurity and a feeling of being threatened by potential
rivals for scarce jobs, housing, and the like.

The second condition is an unstable political regime whose power may be
under challenge. In such situations, scapegoating may be employed by those in
power as a means of deflecting criticism and of attacking potential dissidents
and rivals.

Third, there may be a claim for superiority—national, racial, gender, class,
cultural, religious, genetic—that justifies treating the other as having inferior
moral status.

The fourth condition is when violence is culturally salient and sanctioned as
a result of past wars, attention in the media, or availability of weapons.

Fifth, there may be little sense of human relatedness or social bonding with
the potential victims because there is little in the way of cooperative human
contact with them.
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The sixth condition consists of social institutions that are authoritarian; there,
nonconformity and open dissent against violence sanctioned by authority are
inhibited.

Finally, hatred and violence are intensified if there is no active group of
observers of the violence, in or outside the society, who strongly object to it and
serve as a constant reminder of its injustice and immorality.

Psychological Mechanisms. There are many mechanisms by which reprehen-
sible behavior toward another can be justified. One can do so by appealing to
a higher moral value (killing physicians who perform abortions to discourage
abortion and “save unborn children”). Or one can rationalize by relabeling the
behavior (calling physical abuse of a child “teaching him a lesson”). Or one can
minimize the behavior by saying it is not so harmful (“it hurts me more than it
does you”). Or one can deny personal responsibility for the behavior (your supe-
rior has ordered you to torture the prisoner). Or one can blame the victim (it is
because they are hiding the terrorists in their village that the village must be
destroyed). Or one can isolate oneself emotionally or desensitize oneself to the
human consequences of delegitimating the others (as many do in relation to
beggars and homeless people in urban areas).

Selection of Targets for Exclusion. We are most likely to delegitimate others
whom we sense as a threat—to anything that is important to us: our religious
beliefs, economic well-being, public order, sense of reality, physical safety, rep-
utation, ethnic group, family, moral values, institutions, and so on. If harm by
the other was experienced in the past, we are apt to be increasingly ready to
interpret ambiguous actions of the other as threats. A history of prior violent
ethnic conflict predisposes a group to be suspicious of another’s intentions. We
also delegitimate others whom we exploit, take advantage of, or otherwise treat
unfairly because of their deviance from normative standards of appearance or
behavior. However, as indicated earlier in this chapter, there is an asymmetry
such that the ability to exclude the other is more available to the powerful as
compared to the weak; the powerful can do this overtly, the weak only covertly.
Thus, the targets for exclusion are likely to be those with relatively little power,
such as minority groups, the poor, and “sexual deviants.”

Sometimes suppressed inner conflicts encourage individuals or groups to seek
out external enemies. There are many kinds of internal needs for which a hostile
external relationship can be an outlet:

e [t may amount to an acceptable excuse for internal problems; the prob-
lems can be held out as caused by the adversary or by the need to
defend against the adversary.

e [t may be a distraction so that internal problems appear less salient.

¢ [t can provide an opportunity to express pent-up hostility arising from
internal conflict through combat with the external adversary.
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¢ [t may enable one to project disapproved aspects of oneself (which are
not consciously recognized) onto the adversary and to attack those
aspects through assault on the adversary. The general tendency is to
select for projection those who are weaker, those with whom there is a
prior history of enmity, and those who symbolically represent the
weaker side of the internal conflict. Thus, someone who has repressed
his homosexual tendencies, fearing socially dangerous consequences for
acting on them, may make homosexuals into an enemy group.

e Especially if it has dangerous undertones, conflict can serve to counter-
act such personal feelings as aimlessness, boredom, lack of focus, lack
of energy, and depression. It can give a sense of excitement, purpose,
coherence, and unity as well as energize and mobilize oneself for strug-
gle. It can be an addictive stimulant masking underlying depression.

¢ [t may permit important parts of oneself—including attitudes, skills, and
defenses developed during conflictual relations in one’s formative
stages—to be expressed and valued because relations with the present
adversary resemble earlier conflictual relations.

Cultural Imperialism

“Cultural imperialism involves the universalization of a dominant group’s expe-
rience and culture and establishing it as the norm.” (Young, 1990, p. 59). Those
living under cultural imperialism find themselves defined by the dominant
others. As Young (op cit points out: “Consequently, the differences of women
from men, American Indians or Africans from Europeans, Jews from Christians,
becomes reconstructed as deviance and inferiority.” Culturally dominated
groups often experience themselves as having a double identity, one defined by
the dominant group and the other coming from membership in one’s own
group. Thus, in my childhood, adult African American men were often called
“boy” by members of the dominant white groups but within their own group,
they might be respected ministers and wage earners. Culturally subordinated
groups are often able to maintain their own culture because they are segregated
from the dominant group and have many interactions within their own group,
which are invisible to the dominant group. In such contexts, the subordinated
culture commonly reacts to the dominant culture with mockery and hostility
fueled by their sense of injustice and of victimization.

IMPLICATIONS FOR UNDERSTANDING CONFLICT

There are several interrelated implications for conflict in this discussion. First
of all, as indicated at the beginning of this chapter, perceived injustice is a fre-
quent source of conflict. Second, if the processes or outcomes of a conflict are
perceived to be unjust, the resolution of a conflict is likely to be unstable and
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give rise to further conflict. Third, conflict may exist about what is “just.”
Fourth, paradoxically, justifying as a negotiation technique—that is, blaming
the other for an injustice and claiming special privilege because of the injury
one has presumably suffered—is apt to lead to conflict escalation unless the
other agrees that she has been unjust and takes responsibility for remedying it.
Blaming tends to be inflaming.

Injustice as the Source of Conflict

A paradigmatic example of procedural as well as distributive injustice is two
people who have to share something to which each is equally entitled (found
cash, space, equipment, inherited property) and the one who gets at it first takes
what he wants of it and leaves the remainder (a smaller or less valuable por-
tion) to the other. Thus, if two children have to share a piece of cake and the
one who divides it into two portions takes the larger one, then the other child
is likely to get mad. If not afraid of the other, the child may challenge the unfair
division and try to restore equality. If afraid, the child may be unwilling to admit
the injustice but, if he or she does, will be resentful and try to get even covertly.
Thus, conflict continues even though the episode ends.

There is a clear procedural way to avoid this sort of injustice (see also the
later section, Inventing Solutions), in which the person who divides the cake
(or whatever) does not get first choice with regard to his or her portion of the divi-
sion. There is also final-offer arbitration, a form sometimes employed when the
parties cannot resolve conflict by themselves. It is based on a similar notion,
namely, creating an incentive for making fair offers. Each party to a conflict
agrees to binding arbitration and secretly informs the arbitrator of his or her last
and best offer for an agreement; the arbitrator then selects the one that is the
fairest.

Suppose two ethnic groups in a country are in conflict over how many rep-
resentatives they are each allocated in the national parliament. One group wants
to make the allocations in terms of the proportion of each ethnic group in the
population; the other group wants to do it in terms of the proportion of the ter-
ritory occupied by each ethnic population. Ethnic group A, which has fewer
people but more land, makes its final offer a bicameral legislature in which one
legislative body would be elected by per capita vote and the other in proportion
to the size of the territory. Ethnic group B makes a final offer of a simple
legislative body based on per capita vote.

Injustice in the Course of Conflict

Unfair procedures employed in resolving conflict undermine confidence in the
institutions that establish and implement the policies and rules regulating con-
flict. Thus, people become alienated from political institutions if they feel that
elections are not conducted fairly, or that their interests are ignored and they
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have no voice in affecting social policies and how they are implemented, or that
they are discriminated against such that they are apt to be the losers in any
political conflict. Similarly, people lose confidence in legal and judicial institu-
tions and third-party procedures such as mediation and arbitration if the police,
judges, and other third parties are biased, if they are not treated courteously, if
competent legal representation is not available to them, or if they have little
opportunity to express their concerns.

Trust in organizations and groups as well as in interpersonal relations is also
undermined if, when conflict occurs, one is abused, not given opportunity to
voice one’s concerns and views, treated as an inferior whose rights and inter-
ests have legitimacy only as they are bestowed by others, or otherwise not
respected as a person.

Alienation and withdrawal of commitment, of course, are not the only pos-
sible forms of response to unjust processes of conflict resolution. Anger, aggres-
sion, rebellion, sabotage, and similarly assertive attempts to remove the injustice
are some other forms of response. Depending on the perceived possibilities, one
may become openly or covertly active in attempting to change the institutions,
relations, and situations giving rise to the injustice. Conflict is central in the
functioning of all institutions and relations. If the processes involved in conflict
resolution are unfair, pressures to bring about change arise; they may take a
violent form if there are no socially recognized and available procedures for
dealing with grievances.

Conflict About What Is Just

Many conflicts are about which principle of justice should be applied or how a
given principle should be implemented. Thus, disputes about affirmative action
often center on whether students (or employees) should be selected on the basis
of individual relative merit as measured by test scores, academic grades, and
prior work experience, or selected so as to reflect racial and ethnic diversity in
the population. Each principle, in isolation, can be considered to be just. How-
ever, selection by the criterion of relative merit as measured by test scores and
grades often means that ethnic diversity is limited. Selection so as to achieve
ethnic diversity frequently means that some individuals from the majority
group, with higher relative standing on tests, are not selected even as some
minority group members with lower standing are. These results are possible
even when only well-qualified applicants are chosen.

Conflict over affirmative action may not only be about principles of justice;
it also concerns the justness of the procedures for measuring merit. Some claim
that the standard measures of merit—tests, grades, prior work experience—are
biased against individuals who are not from the dominant culture. Others assert
that the measures are appropriate since selection is for performance in a
setting—a college or workplace—that reflects the dominant culture.
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The BTC-SBM conflict described in the Introduction is between two principles
of justice. Should teacher representatives on the school council be selected to rep-
resent their academic department by vote of the department members? Or should
they be selected to represent their academic departments but also chosen to repre-
sent the ethnic diversity of the teachers?

In dealing with conflict between reasonable principles of justice, it is well to
apply the notions advanced in the previous chapter. Specifically, you want
to turn the conflict into a win-win one in which it is perceived to be a mutual
problem to be resolved cooperatively. In the illustration of affirmative action,
there are many ways in which both claims—for diversity and for merit—can be
represented in selection policies. It is better to discuss how these two principles
can be combined, so that the claims of each can be adequately realized, than
to create a win-lose conflict by denying the claims of one side so that the other’s
can be victorious.

“Justifying” as a Negotiation Tactic

“Justice” can be employed as a tactical weapon during negotiations to claim
higher moral ground for oneself. Doing so claims greater morality for your posi-
tion as compared to the other’s. This form of justifying commonly has several
effects. It hardens your position and makes it inflexible as you become morally
committed to it as well as increasingly self-righteous. It leads to blaming the
other and implicit denigration of the other as morally inferior. It produces a sim-
ilar effect in the other and escalates the conflict into a conflict about morality.

As this happens, the conflicting parties often lose sight of the actual interests
underlying their respective positions and the conflict becomes a win-lose one
that is not likely to advance the interests of either side. It is not the justifying
or giving reasons for your interests that is harmful but rather the claim of moral
superiority, with its explicit or implicit moral denigration of the other. Whatever
justifying takes place, it should be in the context of full recognition of one
another’s equal moral status.

IMPLICATIONS FOR TRAINING

There are several important implications here for training in constructive con-
flict resolution. First, knowledge of the intimate connection between conflict and
injustice has to be imparted. (This chapter is an introduction to the knowledge
in this area.) Second, training should help to enlarge the scope of the student’s
moral community so that he or she perceives that all people are entitled to care
and justice. Third, it should help increase empathic capacity so that the student
can sense and experience in some measure what the victims of injustice experience.
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Fourth, given the nature of the many embittered conflicts between groups that
have inflicted grievous harm, we need to develop insight into the processes
involved in forgiveness and reconciliation. Finally, training should help to
develop skill in inventing productive, conflict-resolving combinations of justice
principles when they appear to be in conflict.

Many training programs deal in some measure with the first three implica-
tions, but few if any deal with the last two. Before turning to a more extended
consideration of the latter implications, I briefly consider the first three.

Knowledge of Systematic Forms of Injustice in Society

Some injustices are committed by people with full realization that they are acting
unjustly. Most are unwitting participants in a system—a family, community,
social organization, school, workplace, society, or world—in which there are
established traditions, structures, procedures, norms, rules, practices, and the
like that determine how one should act. These traditions, structures, and so on
may give rise to profound injustices that are difficult to recognize because they
are taken for granted since they are so embedded in a system in which one is
thoroughly enmeshed.

[lustrations of Types of Injustice

How can we help become aware of systemic injustices? I suggest taking each
type of injustice (distributive, procedural, retributive, and morally exclusionary)
discussed at the beginning of the chapter and using them to probe the system
we wish to examine to heighten awareness of its structural sources of injustice.
Illustrations for each type of injustice follow.

Distributive Injustice. Every type of system—from a society to a family—
distributes benefits, costs, and harms (its reward systems are a reflection of
this). One can examine such benefits as income, education, health care, police
protection, housing, and water supplies, and such harms as accidents, rapes,
physical attacks, sickness, imprisonment, death, and rat bites, and see how they
are distributed among categories of people: males versus females, employers
versus employees, whites versus blacks, heterosexuals versus homosexuals,
police officers versus teachers, adults versus children. Such examination reveals
some gross disparities in distribution of one or another benefit or harm received
by the categories of people involved. Thus, blacks generally receive fewer ben-
efits and more harm than whites in the United States. In most parts of the world,
female children are less likely than male children to receive as much education
or inherit parental property, and they are more likely to suffer sexual abuse.

Procedural Injustice. Similarly, one can probe a system to determine whether
it offers fair procedures to all. Are all categories of people treated with politeness,
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dignity, and respect by judges, police, teachers, parents, employers, and others
in authority? Are some but not others allowed to have voice and representation,
as well as adequate information, in the processes and decisions that affect
them?

Retributive Injustice. Are “crimes” by different categories of people less likely to
be viewed as crimes, to result in an arrest, to be brought to trial, to result in con-
viction, to lead to punishment or imprisonment or the death penalty, and so on?
Considerable disparity is apparent between how “robber barons” and ordinary
robbers are treated by the criminal-justice system, between manufacturers who
knowingly sell injurious products to many (obvious instances being tobacco and
defective automobiles) and those who negligently cause an accident. Similarly,
almost every comparison of the treatment of black and white criminal offenders
indicates that, if there is a difference, blacks receive worse treatment.

Moral Exclusion. When a system is under stress, are there differences in how
categories of people are treated? Are some people apt to lose their jobs, be
excluded from obtaining scarce resources, or be scapegoated and victimized?
During periods of economic depression, social upheaval, civil strife, and war,
frustrations are often channeled to exclude some groups from the treatment
normatively expected from others in the same moral community.

Enlarging the Scope of One’s Moral Community

Our earlier discussion of the scope of justice suggests several additional, expe-
rientially oriented foci for training. A good place to start is to help students
become aware of their own social identities: national, racial, ethnic, religious,
class, occupational, gender, sexual, age, community, and social circle. Explore
what characteristics they attribute to being American, or white, or Catholic, or
female, and so on and what they attribute to other, contrasting identities such
as being Muslim or black. Help them recognize which of these identities claim
an implicit moral superiority and greater privilege in contrast to other people
who have contrasting identities. Have them reverse roles, to assume an identity
that is frequently viewed as morally inferior and less entitled to customary rights
and privileges. Then act out, subtly but realistically, how they are treated by
those who are now assuming the morally superior and privileged identity. Such
exercises help students become more aware of implicit assumptions about their
own identity as well as other relevant contrasting identities and more sensitive
to the psychological effects of considering others to have identities that are
morally inferior and less privileged.

Intergroup simulations can also be used to give students an experience in
which they start developing prejudice, stereotypes, and hostility toward mem-
bers of other, competing groups—even as the students have full knowledge that
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they have been randomly assigned to the groups. Many such experiences can
be employed to demonstrate how a moral community is broken down and to
illustrate the psychological mechanisms that people employ to justify this hos-
tility toward out-group members. (Some widely used intergroup simulations are
identified in the Recommended Reading section for this chapter at the back of
the book.)

It is also useful to give students the experience of how their moral commu-
nity can expand or contract as a function of temporary events. Thus, research
has demonstrated that people are apt to react to a stranger with trust after being
exposed by radio broadcasts to “good” news about people (such as acts of hero-
ism, altruism, and helpfulness) and with suspicion after “bad” news (such as
murder, rape, robbery, assault, and fraud). By helping students become aware
of the temporary conditions, inside as well as outside themselves, that affect
the scope of their moral community, they gain capacity to resist contracting their
moral community under adverse conditions.

Increasing Empathy

Empathic concern allows you to sympathetically imagine how someone else
feels and put yourself in his or her place. It is a core component of helpful
responsiveness to another. It is most readily aroused for people with whom we
identify, with those we recognize as people who are like ourselves and belong to
our moral community. Empathy is inhibited by excluding the other from one’s
moral community, by dehumanizing him, and by making him into an enemy or
a devil. Empathy stimulates helpfulness and altruism toward those who are in
need of help; dehumanization encourages neglect, derogation, or attack.

Enlarging one’s moral community increases one’s scope of empathy. How-
ever, empathy can occur at different levels. The fullest level contains all of
several aspects of empathy: (1) knowing what the other is feeling; (2) feeling in
some measure what the other is feeling; (3) understanding why the other is feel-
ing the way she does, including what she wants or fears; and (4) understanding
her perspective and frame of reference as well as her world. Empathic respon-
siveness to another’s concern helps the other feel understood, validated, and
cared for.

Role-playing, role exchanging or role reversal, and guided imagination are
three interrelated methods commonly employed in training people to become
empathically responsive to others. Role-playing involves imagining that you are
someone else, seeing the world through his eyes, wanting what he wants, feel-
ing the emotions he feels, and behaving as he would behave in a particular sit-
uation or in reaction to someone else’s behavior. Role exchange or role reversal
is similar to role-playing, except that it involves reversing or exchanging roles
with the person with whom you are interacting in a particular situation (as
during a conflict). In guided imagination, you help the student take on the role
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of the other by stimulating the student to imagine and adopt various relevant
characteristics (not caricatures) of the role or person that is being enacted,
such as how he walks, talks, eats, fantasizes, dresses, and wakes up in the
morning.

Forgiveness and Reconciliation

After protracted, violent conflicts in which the conflicting parties have inflicted
grievous harm (humiliation, destruction of property, torture, assault, rape, mur-
der) on one another, the conflicting parties may still have to live and work
together in the same communities. This is often the case in civil wars, ethnic
and religious conlflicts, gang wars, and even family disputes that have taken a
destructive course. Consider the slaughter that has taken place between Hutus
and Tutsis in Rwanda and Burundi; between blacks and whites in South Africa;
between Bloods and Crips of Los Angeles; and among Serbs, Croats, and Mus-
lims in Bosnia. Is it possible for forgiveness and reconciliation to occur? If so,
what fosters these processes?

There are many meanings of forgiveness in the extensive and growing liter-
ature concerned with this topic. I shall use the term to mean giving up rage, the
desire for vengeance, and a grudge toward those who have inflicted grievous
harm on you, your loved ones, or the groups with whom you identify. It also
implies willingness to accept the other into one’s moral community so that he or
she is entitled to care and justice. As Borris (2003) has pointed out, it does not
mean you have to forget the evil that has been done, condone it, or abolish pun-
ishment for it. However, it implies that the punishment should conform to the
canons of justice and be directed toward the goal of reforming the harmdoer so
that he or she can become a moral participant in the community.

There has been rich discussion in the psychological and religious literature
of the importance of forgiveness to psychological and spiritual healing as well
as to reconciliation (see Minow, 1998; Shriver, 1995). Forgiveness is, of course,
not to be expected in the immediate aftermath of torture, rape, or assault. It is
unlikely, as well as psychologically harmful, until one is able to be in touch with
the rage, fear, guilt, humiliation, hurt, and pain that have been stored inside.
But nursing hate keeps the injury alive and active in the present, instead of per-
mitting it to take its proper place in the past. Doing so consumes psychological
resources and energy that is more appropriately directed to the present and
future. Although forgiveness of the other may not be necessary for self-healing,
it seems to be very helpful, as well as an important ingredient in the process of
reconciliation.

A well-developed psychological and psychiatric literature deals with posttrau-
matic stress disorder (PTSD), that is, the psychological consequences of having
been subjected or exposed to grievous harm, and a growing literature is emerg-
ing from workshop experiences centering on forgiveness and reconciliation.
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These literatures are too extensive and detailed for more than a brief overview
of the major ideas here.

Treatment of PTSD (Basoglu, 1992; Foa, Keane, and Friedman, 2000; Ochberg,
1988) essentially (1) gives the stressed individuals a supportive, safe, and secure
environment (2) in which they can be helped to reexperience, in a modulated
fashion, the vulnerability, helplessness, fear, rage, humiliation, guilt, and other
emotions associated with the grievous harm (medication may be useful in limit-
ing the intensity of the emotions being relived), thus (3) helping them identify
the past circumstances and contexts in which the harm occurred and distinguish
current realities from past realities; (4) helping them understand the reasons for
his emotional reactions to the traumatic events and the appropriateness of their
reactions; (5) helping them acquire the skills, attitudes, knowledge, and social
support that make them less vulnerable and powerless; and (6) helping them
develop an everyday life characterized by meaningful, enjoyable, and support-
ive relations in their family, work, and community.

PTSD treatment requires considerable professional education beyond that
involved in conflict resolution training. Still, it is well for students of conflict to
be aware that exposure to severe injustice can have enduring harmful psycho-
logical effects unless the posttraumatic conditions are treated effectively.

Forgiveness and reconciliation may be difficult to achieve at more than a
superficial level unless the posttraumatic stress is substantially relieved. Even
so, it is well to recognize that the processes involved in forgiveness and recon-
ciliation may also play an important role in relieving PTSD. The causal arrow
is multidirectional; progress in forgiveness or reconciliation or posttraumatic
stress reduction facilitates progress in the other two.

There are two distinct but interrelated approaches to developing forgiveness.
One centers on the victim and the other on the relationship between the victim
and the harmdoer. The focus on the victim, in addition to providing some relief
from PTSD, seeks to help the victim recognize the human qualities common
to victim and victimizer. In effect, various methods and exercises are employed to
enable victims to recognize the bad as well as good aspects of themselves, that
they have “sinful” as well as “divine” capabilities and tendencies. In other
words, one helps victims become aware of themselves as total persons—with
no need to deny their own fallibility and imperfections—whose lifelong experi-
ences in their family, schools, communities, ethnic and religious groups, and
workplaces have played a key role in determining their own personality
and behavior. As the victim comes to accept their own moral fallibility, they are
likely to accept the fallibility of the harmdoer as well and to perceive both the
good and the bad in the other.

Both victims and harmdoers are often quite moral toward those they include
in their own moral community but grossly immoral to those excluded. Thus,
Adolf Eichmann, who efficiently organized the mass murder of Jews for the
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Nazis, was considered a good family man. The New England captains of the
slave ships, who transported African slaves to the Americas under the most
abominable conditions, were often deacons of their local churches. The white
settlers of the United States, who took possession of land occupied by native
Americans and killed those who resisted, were viewed as courageous and moral
within their own communities.

Recognition of the good and bad potential in all humans, the self as well as
the other, facilitates the victim’s forgiveness of the harmdoer. But it may not be
enough. Quite often, forgiveness also requires interaction between the victim
and harmdoer to establish the conditions needed for forgiving. This interaction
sometimes takes the form of negotiation between the victim and harmdoer. A
third party representing the community (such as a mediator or judge) usually
facilitates the negotiation and sets the terms if the harmdoer and victim cannot
reach an agreement. It is interesting to note that in some European courts, such
negotiations are required in criminal cases before the judge sentences the con-
victed criminal.

Obviously, the terms of an agreement for forgiveness vary as a function of the
nature and severity of the harm as well as the relationship between the victim and
harmdoer. As I have suggested earlier in this chapter, the victim may seek full
confession, sincere apology, contrition, restitution, compensation, self-abasement,
or self-reform from the harmdoer. (For an excellent discussion of apology and
other related issues, see Lazare, 2004.) The victim may also seek some form of
punishment and incarceration for the harmdoer. Forgiveness is most likely if the
harmdoer and the victim accept the conditions, whatever they may be.

Reconciliation goes beyond forgiveness in that it not only accepts the other
into one’s moral community, but also establishes or reestablishes a positive,
cooperative relationship among the individuals and groups estranged by the
harms they inflict on one another. Borris (2003) has indicated: “Reconciliation
is the end of a process that forgiveness begins.” (For excellent discussions of
reconciliation processes, see Nadler, 2003, and Staub, 2005).

In Chapter One, I discussed in detail some of the factors involved in initiat-
ing and maintaining cooperative relations; that discussion is relevant to the
process of reconciliation. Here, I wish to consider briefly some of the special
issues relating to establishing cooperative relations after a destructive conflict. In
the following list I outline a number of basic principles.

1. Mutual security. After a bitter conflict, each side tends to be concerned
with its own security, without adequate recognition that neither side
can attain security unless the other side also feels secure. Real security
requires that both sides have as their goal mutual security. If weapons
have been involved in the prior conflict, mutually verifiable disarma-
ment and arms control are important components of mutual security.
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. Mutual respect. Just as true security from physical danger requires
mutual cooperation, so does security from psychological harm and
humiliation. Each side must treat the other side with the respect,
courtesy, politeness, and consideration normatively expected in civil
society. Insult, humiliation, and inconsiderateness by one side usually
leads to reciprocation by the other and decreased physical and psycho-
logical security.

. Humanization of the other. During bitter conflict, each side tends to
dehumanize the other and develop images of the other as an evil
enemy. There is much need for both sides to experience one another in
everyday contexts as parents, homemakers, schoolchildren, teachers,
and merchants, which enables them to see one another as human
beings who are more like themselves than not. Problem-solving work-
shops, along the lines developed by Burton (1969, 1987) and Kelman
(1972), are also valuable in overcoming dehumanization of one
another.

. Fair rules for managing conflict. Even if a tentative reconciliation has
begun, new conflicts inevitably occur—over the distribution of scarce
resources, procedures, values, and so on. It is important to anticipate
that conflicts will occur and to develop beforehand the fair rules,
experts, institutions, and other resources for managing such conflicts
constructively and justly.

. Curbing the extremists on both sides. During a protracted and bitter
conflict, each side tends to produce extremists committed to the
processes of the destructive conflict as well as to its continuation.
Attaining some of their initial goals may be less satisfying than contin-
uing to inflict damage on the other. It is well to recognize that extrem-
ists stimulate extremism on both sides. The parties need to cooperate
in curbing extremism on their own side and restraining actions that
stimulate and justify extremist elements on the other side.

. Gradual development of mutual trust and cooperation. It takes repeated
experience of successful, varied, mutually beneficial cooperation to
develop a solid basis for mutual trust between former enemies. In the
early stages of reconciliation, when trust is required for cooperation, the
former enemies may be willing to trust a third party (who agrees to
serve as a monitor, inspector, or guarantor of any cooperative arrange-
ment) but not yet willing to trust one another if there is a risk of the
other failing to reciprocate cooperation. Also in the early stages, it is
especially important that cooperative endeavors be successful. This
requires careful selection of the opportunities and tasks for cooperation
so that they are clearly achievable as well as meaningful and significant.
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Inventing Solutions

It is helpful in trying to resolve any problem constructively (as with a conflict
between principles of justice) to be able to discover or invent alternative solu-
tions that go beyond win-lose outcomes such as selecting the more powerful
party’s principle or flipping a coin to determine the winner. Flipping a coin pro-
vides equal opportunity to win, but it does not result in satisfactory outcomes
for both sides.

For simplicity’s sake, let us consider a conflict over possession of a valuable
object, say, a rare antique clock bequeathed to two sons who live in separate parts
of the world. Each wants the clock and feels equally entitled to it. Unlike the
cake in an earlier example, the clock is not physically divisible. However, they
could agree to divide possession of the clock so that they share it for equal peri-
ods, say, six months or one year at a time. Another solution is to sell the clock
and divide the resulting money equally.

Let us assume, though, that the mother’s will has prohibited sale of the clock
to anyone else. Here is an alternative: the two sons can bid against one another
in an auction, and the higher bidder gets the clock while the other gets half the
price of the winner’s bid. The auction can offer open bidding against one
another or a closed, single, final bid from each person. Thus, if the winning bid
is $5,000, the winner gets the clock but has to pay the other $2,500; each ends
up with equally valued outcomes. The winner’s net value is $2,500, but the
loser also ends up with $2,500.

Another procedure employs a version of the divide-and-choose rule discussed
earlier. A pool to be divided between the sons comprises the clock and an
amount of money that each son contributes equally to the pool, say, $3,000.
One son divides the total pool (the clock and $6,000 in cash) into two bundles
of his own devising, declares the contents of the bundles, and lets the other
party choose which bundle to take. Thus, if the son who values the clock at
$5,000 is the divider, he might put the clock and $500 in one bundle and $5,500
in the other. Doing so ensures that he receives a gross return of $5,500 and a
net return of $2,500 ($5,500 minus $3,000), no matter which bundle the other
chooses. The chooser can also obtain a net return of $2,500 if he chooses the
cash bundle; presumably he would do so if he values the clock at less than
$5,000. Such an outcome would be apt to be seen as fair to both sons.

The outcome of the divide-and-choose approach as well as the auction pro-
cedure seem eminently fair. Both sons win. The one who wants the clock more
obtains it, while the other gets something of equivalent value. Other win-win
procedures can undoubtedly be invented for types of conflict that at first glance
seem to allow only win-lose outcomes. (See Bram and Taylor, 1996, for a very
useful discussion of developing fair outcomes.) Training, I believe, creates readi-
ness to recognize the possibility that win-win procedures can be discovered or
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invented. Skill in developing such procedures can be cultivated, I further
believe, by showing students illustrations and modeling this development as
well as giving them extensive practice in attempting to create them.

CONCLUSION

The relationship between conflict and justice is bidirectional. Injustice breeds
conflict, and destructive conflict gives rise to injustice. It is well to realize that
preventing destructive conflict requires more than training in constructive con-
flict resolution. It also necessitates reducing the gross injustices that character-
ize much of our social world at the interpersonal, intergroup, and international
levels. Such reduction requires changes in how various institutions of society—
political, economic, educational, familial, and religious—function so that they
recognize and honor the values underlying constructive conflict resolution,
described in the preceding chapter (human equality, shared community, non-
violence, fallibility, and reciprocity). Adherence to these values not only elimi-
nates gross injustices, but also reduces the likelihood that conflict itself takes a
destructive course and, as a consequence, gives rise to injustice.
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CHAPTER THREE

Constructive Controversy
The Value of Intellectual Opposition

David W. Johnson
Roger T. Johnson
Dean Tjosvold

THE IMPORTANCE OF INTELLECTUAL CONFLICT

Since the general or prevailing opinion on any subject
is rarely or never the whole truth, it is only by the collision
of adverse opinion that the remainder of the truth has
any chance of being supplied.

—John Stuart Mill

An airline flight crew is taking their large passenger jet with over 150 people on
board in for a landing. The instruments indicate the plane is still 5,000 feet
above the ground and the pilot sees no reason to doubt their accuracy. The co-
pilot thinks the instruments are malfunctioning and the plane is much lower.
Will this disagreement endanger the passengers and crew by distracting the pilot
and copilot from their duties? Or will this disagreement illuminate a problem
and increase the safety of everyone on board?

We know what Thomas Jefferson would have said. He noted, “Difference of
opinion leads to inquiry, and inquiry to truth.” Jefferson had a deep faith in the
value and productiveness of constructive controversy. He is not alone. Conflict
theorists have for hundreds of years posited that conflict could have positive as
well as negative benefits. Freud, for example, indicated that extra psychic con-
flict was a necessary (but not sufficient) condition for psychological develop-
ment. Developmental psychologists have proposed that disequilibrium within
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a student’s cognitive structure can motivate a shift from egocentrism to accom-
modation of the perspectives of others, and what results is a transition from one
stage of cognitive and moral reasoning to another. Motivational theorists believe
that conceptual conflict can create epistemic curiosity, which motivates the search
for new information and the reconceptualization of the knowledge one already
has. Organizational theorists insist that higher-quality problem solving depends
on constructive conflict among group members. Cognitive psychologists propose
that conceptual conflict may be necessary for insight and discovery. Educational
psychologists indicate that conflict can increase achievement. Karl Marx believed
that class conflict was necessary for social progress. From almost every social
science, theorists have taken the position that conflict can have positive as well
as negative outcomes.

Despite all the theorizing about the positive aspects of conflict, there has
been until recently very little empirical evidence demonstrating that the pres-
ence of conflict can be more constructive than its absence. Guidelines for man-
aging conflicts tend to be based more on folk wisdom than on validated theory.
Far from being encouraged and structured in most interpersonal and intergroup
situations, conflict tends to be avoided and suppressed. Creating conflict to cap-
italize on its potential positive outcomes tends to be the exception, not the rule.
In the late 1960s, therefore, building on the previous work of Morton Deutsch
and others, we began a program of theorizing and research to identify the con-
ditions under which conflict results in constructive outcomes. One of the results
of our work is the theory of constructive controversy.

The purpose of this chapter is to provide an integration of theory, research,
and practice on constructive controversy for individuals who wish to deepen
their understanding of conflict and how to manage it constructively. The first
part of the chapter provides (a) the definitions and procedure and (b) a theo-
retical framework that illuminates fundamental processes involved in creating
and utilizing conflict at the interpersonal, intergroup, organizational, and inter-
national levels. The second half of the chapter is aimed at helping readers use
constructive controversy effectively in their applied situations.

WHAT IS CONSTRUCTIVE CONTROVERSY?

The best way ever devised for seeking the truth in any given situation
is advocacy: presenting the pros and cons from different, informed
points of view and digging down deep into the facts.
—Harold S. Geneen, Former CEO, ITT

Constructive controversy exists when one person’s ideas, information, con-
clusions, theories, and opinions are incompatible with those of another, and
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Presented with Problem/
Decision, Initial Conclusion
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Figure 3.1 Processes of Controversy, Debate, Concurrence Seeking.

Reprinted with permission from Johnson and Johnson (1995).

the two seek to reach an agreement. Constructive controversies involve what
Aristotle called deliberate discourse (that is, the discussion of the advantages
and disadvantages of proposed actions) aimed at synthesizing novel solutions
(that is, creative problem solving). Structured constructive controversies are
most commonly contrasted with concurrence seeking, debate, and individu-
alistic learning (see Figure 3.1 and Table 3.1). Concurrence seeking occurs
when members of a group inhibit discussion to avoid any disagreement or
arguments, emphasize agreement, and avoid realistic appraisal of alternative
ideas and courses of action. Concurrence seeking is close to Janis’ (1982)
concept of groupthink (in which members of a decision-making group set
aside their doubts and misgivings about whatever policy is favored by the
emerging consensus so as to be able to concur with the other members).
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Table 3.1. Constructive Controversy, Debate, Concurrence-Seeking, and Individualistic Processes

Constructive
Controversy

Debate

Concurrence
Seeking

Individualistic

Categorizing and
organizing
information to
derive conclusions

Presenting,
advocating,
elaborating position
and rationale

Being challenged
by opposing views
results in
conceptual conflict
and uncertainty
about correctness
of own views

Epistemic curiosity
motivates active
search for new
information and
perspectives

Reconceptualization,
synthesis,
integration

High achievement,
positive
relationships,
psychological
health

Categorizing and
organizing
information to
derive conclusions

Presenting,
advocating,
elaborating position
and rationale

Being challenged
by opposing views
results in
conceptual conflict
and uncertainty
about correctness
of own views

Closed-minded
rejection of
opposing
information and
perspectives

Closed-minded
adherence to own
point of view

Moderate
achievement,
relationships,
psychological
health

Categorizing and
organizing
information to
derive conclusions

Presenting,
advocating,
elaborating position
and rationale

Being challenged
by opposing views
results in
conceptual conflict
and uncertainty
about correctness
of own view

Apprehension about
differences and
closed-minded
adherence to own
point of view

Quick compromise
to dominant view

Low achievement,
relationships,
psychological
health

Categorizing and
organizing
information to
derive conclusions

No oral statement
of positions

Presence of only
one view results in
high certainty
about the
correctness of own
views

Continued high
certainty about the
correctness of own
views

Adherence to own
point of view

Low achievement,
relationships,
psychological
health

Debate exists when two or more individuals argue positions that are incom-
patible with one another and a judge declares a winner on the basis of who
presented their position the best. An example of debate is when each member
of a group is assigned a position as to whether more or less regulation is
needed to control hazardous wastes, and an authority declares as the winner
the person who makes the best presentation of his or her position to the
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group. Individualistic efforts exist when individuals work alone without inter-
acting with each other, in a situation in which their goals are unrelated and
independent from each other (Johnson, Johnson, and Holubec, 2002).

THEORY

There is no more certain sign of a narrow mind,
of stupidity, and of arrogance, than to stand aloof
from those who think differently from us.
—Walter Savage Landor

Rique Campa, a Professor in the Department of Fisheries and Wildlife at
Michigan State University, asked his class, “Can a marina be developed in an
environmentally sensitive area where piping plovers (a shorebird) have a breed-
ing ground?” Constructive controversy begins with a strong cooperative goal for
the group to achieve. The group members are to examine the two sides to the
issue and come to their best reasoned judgment as to how to solve the prob-
lem. All students must agree on the final plan. Professor Campa emphasizes
that there are no “winners” or “losers,” only the quality of the final decision
matters. He assigns students to groups of four, divides each group into two
pairs, and assigns one pair the Developer Position and the other pair the Depart-
ment of Natural Resources Position. He then follows the structured academic
constructive controversy procedure over several class periods. Participants
research the issue, prepare a persuasive case for their position, present their
position in a compelling and interesting way, refute the opposing position while
rebutting criticisms of their position, take the opposing perspectives, and derive
a synthesis or integration of the positions. In conducting the constructive con-
troversy, Professor Campa is operationalizing the theoretical process by which
constructive controversy is implemented.

Professor Campa is conducting a lesson based on the process of constructive
controversy. The process, which is based on cooperation, involves the following
theoretical assumptions (D. W. Johnson and R. Johnson, 1979, 1989, 1995):

1. When individuals are presented with a problem or decision, they have
an initial conclusion based on categorizing and organizing incomplete
information, their limited experiences, and their specific perspective.
They have a high degree of confidence in their conclusions. (They
freeze the epistemic process.)

2. When individuals present their conclusion and its rationale to others,
they engage in cognitive rehearsal, deepen their understanding of their
position, and use higher-level reasoning strategies.
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3. When individuals are confronted with different conclusions based on
other people’s information, experiences, and perspectives, they become
uncertain as to the correctness of their views and a state of conceptual
conflict or disequilibrium is aroused. They unfreeze their epistemic
process.

4. Uncertainty, conceptual conflict, or disequilibrium motivates epistemic
curiosity, an active search for (a) more information and new experi-
ences (increased specific content) and (b) a more adequate cognitive
perspective and reasoning process (increased validity) in hopes of
resolving the uncertainty.

5. By adapting their cognitive perspective and reasoning through under-
standing and accommodating the perspective and reasoning of
others, individuals derive a new, reconceptualized, and reorganized
conclusion. Novel solutions and decisions that, on balance, are
qualitatively better are detected. The positive feelings and commit-
ment individuals feel in creating a solution to the problem together
is extended to each other and interpersonal attraction increases. The
competencies in managing conflicts constructively gained tend to
improve psychological health. The process may begin again at this
point, or it may be terminated by freezing the current conclusion and
resolving any dissonance by increasing the confidence in the validity
of the conclusion.

The process of debate, on the other hand, is based on competition. Two sides
prepare their positions, they present the best case possible, listen carefully to
the opposing position, attempt to refute it, rebut the opponent’s attempts
to refute their position, and wait for the judges to declare the winner. While the
process of debate begins the same as the process of controversy, the uncertainty
created by being challenged results in a closed-minded, defensive rejection of
other points of view and dissonant information. Individuals thus stay commit-
ted to their original position. Since the debate requires refutation of other points
of view, however, individuals do learn opposing information. Moderate achieve-
ment, relationships, and psychological health may result. The process of con-
currence seeking is based on cooperation with the avoidance of conflict. Two
sides prepare their positions, present the best case possible, experience uncer-
tainty once they realize there is disagreement, but immediately seek to avoid and
suppress all conflict by finding a compromise position that ends all discussion
become apprehensive about the disagreement, and then seek a quick compro-
mise to suppress the conflict. Since the differences among positions are not
explored, achievement tends to be low and relationships and psychological
health tend to be poor.

In individualistic situations, individuals study both sides of the issue but
make no oral statements, their initial conclusions are never challenged, and so
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their study tends to confirm what they initially thought. Low achievement tends
to result. The absence of interpersonal interaction results in neutral relation-
ships and no advances in psychological health.

Conditions Determining the Constructiveness of Controversy

Although controversies can operate in a beneficial way, they will not do so
under all conditions. Whether controversy results in positive or negative con-
sequences depends on the conditions under which it occurs and the way in
which it is managed. These conditions include the context within which the
constructive controversy takes place, the heterogeneity of participants, the dis-
tribution of information among group members, the level of group members’
social skills, and group members’ ability to engage in rational argument (D. W.
Johnson and R. Johnson, 1979, 1989, 1995).

Cooperative Goal Structure. Deutsch (1973) emphasizes that the context in
which conflicts occur has important effects on whether the conflict turns out to
be constructive or destructive. There are two possible contexts for controversy:
cooperative and competitive. A cooperative context tends to facilitate construc-
tive controversy, whereas a competitive context tends to promote destructive
controversy. Controversy within a competitive context tends to promote closed-
minded disinterest and rejection of the opponent’s ideas and information (Tjosvold,
1998). Within a cooperative context, constructive controversy induces feelings of
comfort, pleasure, and helpfulness in discussing opposing positions, an open-
minded listening to the opposing positions, motivation to hear more about the
opponent’s arguments, more accurate understanding of the opponent’s position,
and the reaching of more integrated positions where both one’s own and one’s
opponent’s conclusions and reasoning are synthesized into a final position.

Skilled Disagreement. For controversies to be managed constructively, partic-
ipants need collaborative and conflict-management skills (Johnson, 2006; D. W.
Johnson and F. Johnson, 2006). The skills are necessary for following and inter-
nalizing these norms:

1. T am critical of ideas, not people. I challenge and refute the ideas of the
other participants, while confirming their competence and value as
individuals. I do not indicate that I personally reject them.

2. I separate my personal worth from criticism of my ideas.

3. I remember that we are all in this together, sink or swim. I focus on
coming to the best decision possible, not on winning.

4. I encourage everyone to participate and to master all the relevant
information.

5. 1listen to everyone’s ideas, even if I don’t agree.

6. I restate what someone has said if it is not clear.
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7. 1 differentiate before I try to integrate. I first bring out all ideas and
facts supporting both sides and clarify how the positions differ. Then I
try to identify points of agreement and put them together in a way that
makes sense.

8. I try to understand both sides of the issue. I try to see the issue from
the opposing perspective in order to understand the opposing position.

9. I change my mind when the evidence clearly indicates that I should
do so.

10. I emphasize rationality in seeking the best possible answer, given the
available data.

11. I follow the golden rule of conflict. The golden rule is act toward oppo-
nents as you would have them act toward you. I want the opposing
pair to listen to me, so I listen to them. I want the opposing pair to
include my ideas in their thinking, so [ include their ideas in my think-
ing. I want the opposing pair to see the issue from my perspective, so I
take their perspective.

One of the most important skills is to be able to disagree with each other’s
ideas while confirming each other’s personal competence (Tjosvold, 1998). Dis-
agreeing with others, at the same time imputing that others are incompetent,
tends to increase their commitment to their own ideas and their rejection of the
other person’s information and reasoning. Disagreeing with others while simul-
taneously confirming their personal competence, however, results in being bet-
ter liked and in opponents being less critical of others’ ideas, more interested
in learning more about others’ ideas, and more willing to incorporate others’
information and reasoning into their own analysis of the problem. Protagonists
are more likely to believe their goals are cooperative, integrate their perspec-
tives, and reach agreement.

Another important set of skills for exchanging information and opinions
within a constructive controversy is perspective taking (Johnson, 1971; D. W.
Johnson and R. Johnson, 1989). More information, both personal and imper-
sonal, is disclosed when one is interacting with a person who is engaging in
perspective-taking behaviors, such as paraphrasing, which communicate a
desire to understand accurately. Perspective-taking ability increases one’s capac-
ity to phrase messages so that they are easily understood by others and to com-
prehend accurately the messages of others. Engaging in perspective taking in
conflicts results in increased understanding and retention of the opponent’s
information and perspective. Perspective taking facilitates the achievement of
creative, high-quality problem solving. Finally, perspective taking promotes
more positive perceptions of the information exchange process, of fellow group
members, and of the group’s work.
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A third set of skills involves the cycle of differentiation of positions and
their integration (D. W. Johnson and F. Johnson, 2006). Group members
should ensure that there are several cycles of differentiation (bringing out dif-
ferences in positions) and integration (combining several positions into one
new, creative position). The potential for integration is never greater than the
adequacy of the differentiation already achieved. Most controversies go
through a series of differentiations and integrations before reaching a final
decision.

Rational Argument. During a constructive controversy, group members have
to follow the canons of rational argumentation (D. W. Johnson and R. Johnson,
1995). Rational argumentation includes generating ideas, collecting relevant
information, organizing it by using inductive and deductive logic, and making
tentative conclusions based on current understanding. Rational argumentation
requires that participants keep an open mind, changing their conclusions and
positions when others are persuasive and convincing in their presentation of
rationale, proof, and logical reasoning.

RESEARCH RESULTS: HOW PARTICIPANTS BENEFIT

He that wrestles with us strengthens our nerves,
and sharpens our skill. Our antagonist is our helper.
—Edmund Burke, Reflection of the Revolution in France

The research on constructive controversy has been conducted in the last thirty-
five years by several different researchers in a variety of settings using many dif-
ferent participant populations and many different tasks within an experimental
and field-experimental format (see Tables 3.2 and 3.3). For a detailed listing of
all the supporting studies, see D. W. Johnson and R. Johnson (1979, 1989, 1995,
2003). All studies randomly assigned participants to conditions. The studies
have all been published in journals (except for one dissertation), have high
internal validity, and have lasted from one to sixty hours. The studies have been
conducted on elementary, intermediate, and college students. Taken together,
their results have considerable validity and generalizability. A recent meta-
analysis provides the data to validate or disconfirm the theory. Weighted effect
sizes were computed for the twenty-eight studies included in the analyses.

Quality of Decision Making, Problem Solving, and Learning

Effective decision making and problem solving includes higher-level reasoning,
accurate understanding of all perspectives, creative thinking, and openness
to influence (that is, attitude change). Compared with concurrence seeking
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Table 3.2. General Characteristics of Studies

Characteristic Number Percentage
1970-1979 12 43
1980-1989 16 57
Random assigned subjects 22 79
No random assignment 6 21
Grades 1-3 7 25
Grades 4-6 7 25
Grades 10-12 2 7
College 10 36
Adult 2 7
Published in journals 27 96
Dissertations 1 4
1 session 12 43
2-9 sessions 6 21
10-20 sessions 8 29
20+ sessions 2 7

Reprinted with permission from D. W. Johnson and R. Johnson (1995).
Creative Controversy: Intellectual Conflict in the Classroom. Edina, Minn.:
Interaction Book Company, 1995.

(Effect Size = 0.68), debate (Effect Size = 0.40), and individualistic
efforts (Effect Size = 0.87), constructive controversy tends to result in higher-
quality decisions (including decisions that involve ethical dilemmas) and
higher-quality solutions to complex problems for which different viewpoints
can plausibly be developed. Skillful participation in a constructive controversy
tends to result in (a) significantly greater mastery and recall of the information,
reasoning, and skills contained in one’s own and others’ positions, (b) more
skillful transfer of this learning to new situations, and (c) greater generaliza-
tion of principles learned to a wider variety of situations than do concurrence
seeking, debate, or individualistic efforts. Being exposed to a credible alterna-
tive view results in recalling more correct information, more skillfully transfer-
ring learning to new situations, and generalizing the principles they learned to
a wider variety of situations. The resolution of a controversy is likely to be in
the direction of correct problem solving, even when the initial conclusions of all
group members are erroneous and especially when individuals are exposed to
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Table 3.3. Meta-Analysis of Academic Controversy Studies: Weighted Effect Sizes (ESs)

Controversy/ Controversy/

Concurrence Controversy/ Individualistic
Dependent Variable Seeking Debate Efforts
Achievement 0.68 0.40 0.87
Cognitive reasoning 0.62 1.35 0.90
Perspective taking 0.91 0.22 0.86
Motivation 0.75 0.45 0.71
Attitudes toward task 0.58 0.81 0.64
Interpersonal attraction 0.24 0.72 0.81
Social support 0.32 0.92 1.52
Self-esteem 0.39 0.51 0.85

Reprinted with permission from D. W. Johnson and R. Johnson (1995).

a credible minority view (as opposed to a consistent single view) even when
the minority view is incorrect.

Consider the following question: can the advocacy of two conflicting but
wrong solutions to a problem result in a correct solution? The value of the con-
structive controversy process lies not so much in the correctness of an opposing
position, but rather in the attention and thought processes it induces. More cog-
nitive processing may take place when individuals are exposed to more than one
point of view, even if one or more of the points of view is incorrect. A number of
studies with both adults and children have found significant gains in performance
when erroneous information is presented by one or both sides in a constructive
controversy. Thus, the resolution of the conflict is likely to be in the direction of
correct performance. In this limited way, two wrongs came to make a right.

Cognitive Reasoning

When difficult issues are being discussed and effective decisions are needed,
higher-level reasoning strategies are needed. Controversy tends to promote more
frequent use of higher-level reasoning strategies than do concurrence seeking
(ES = 0.62), debate (ES = 1.35), or individualistic efforts (ES = 0.90). Contro-
versy tends to be more effective than modeling and nonsocial presentation of
information in influencing nonconserving children to gain the insights critical
for conservation. In classrooms where students are free to dissent and are also
expected to listen to different perspectives, students tend to think more criti-
cally about civic issues and be more tolerant of conflicting views.
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Perspective Taking

Understanding and considering all perspectives is important if difficult issues
are to be discussed, the decision is to represent the best reasoned judgment of
all participants, and all participants are to help implement the decision. Con-
structive controversy tends to promote more accurate and complete under-
standing of opposing perspectives than do concurrence seeking (ES = 0.91),
debate (ES = 0.22), and individualistic efforts (ES = 0.86). Engaging in con-
troversy tends to result in greater understanding of another person’s cognitive
perspective than the absence of controversy, and individuals engaged in a con-
troversy tend to be better able subsequently to predict what line of reasoning
their opponent would use in solving a future problem than were individuals
who interacted without any controversy. The increased understanding of oppos-
ing perspectives tends to result from engaging in controversy (as opposed to
engaging in concurrence-seeking discussions or individualistic efforts) regard-
less of whether one is a high-, medium-, and low-achieving student.

Creativity

Constructive controversy tends to promote creative insight by influencing indi-
viduals to (a) view problems from different perspectives and (b) reformulate
problems in ways that allow the emergence of new orientations to a solution.
Compared with concurrence, seeking, debate, and individualistic efforts, con-
structive controversy increases the number of ideas, quality of ideas, creation
of original ideas, the use of a wider range of ideas, originality, the use of more
varied strategies, and the number of creative, imaginative, novel solutions. Being
confronted with credible alternative views has resulted in the generation of more
novel solutions, varied strategies, and original ideas. Participants tend to have
a high degree of emotional involvement in and commitment to solving the prob-
lems the group was working on.

Attitude Change About the Issue

Open-minded consideration of all points of view is critical for deriving well-
reasoned decisions that integrate the best information and thought from a
variety of positions. Participants should open-mindedly believe that opposing
positions are based on legitimate information and logic that, if fully under-
stood, will lead to creative solutions that benefit everyone. Involvement in a
controversy tends to result in attitude and position change. Participants in a con-
troversy tend to reevaluate their attitudes about the issue and incorporate oppo-
nent’s arguments into their own attitudes. Participating in a controversy tends
to result in attitude change beyond what occurs when individuals read about
the issue, and these attitude changes tend to be relatively stable over time (that
is, not merely a response to the controversy experience itself).



CONSTRUCTIVE CONTROVERSY 81

Motivation to Improve Understanding

Effective decision making is typically enhanced by a continuing motivation to
learn more about the issues being considered. Most decisions are temporary
because they may be reconsidered at some future date. Participants in a con-
structive controversy tend to have more continuing motivation to learn about
the issue and come to the best reasoned judgment possible than do participants
in concurrence seeking (ES = 75), debate (0.45), and individualistic efforts
(ES = 0.64). Participants in a controversy tend to search for (a) more informa-
tion and new experiences (increased specific content) and (b) a more adequate
cognitive perspective and reasoning process (increased validity) in hopes of
resolving the uncertainty. There is also an active interest in learning the others’
positions and developing an understanding and appreciation of them. Lowry
and Johnson (1981), for example, found that students involved in a contro-
versy, compared with students involved in concurrence seeking, read more
library materials, reviewed more classroom materials, more frequently watched
an optional movie shown during recess, and more frequently requested infor-
mation from others.

Attitudes Toward Controversy

If participants are to be committed to implement the decision and participate in
future decision making, they must react favorably to the way the decision was
made. Individuals involved in controversy liked the procedure better than did
individuals working individualistically, and participating in a controversy con-
sistently promoted more positive attitudes toward the experience than did par-
ticipating in a debate, concurrence-seeking discussions, or individualistic
decisions. Controversy experiences promoted stronger beliefs that controversy
is valid and valuable.

Attitudes Toward Decision Making

If participants are to be committed to implement the decision and participate in
future decision making, they must consider the decision worth making. Indi-
viduals who engaged in controversies tended to like the decision-making task
better than did individuals who engaged in concurrence-seeking discussions
(ES = 0.63). Interpersonal attraction and support among participants’ decision
making, to be effective, must be conducted in ways that bring individuals
together, not create ill will and divisiveness. Within controversy there is dis-
agreement, argumentation, and rebuttal that could create difficulties in estab-
lishing good relationships. Constructive controversy, however, has been found
to promote greater liking among participants than did debate (ES = 0.72), con-
currence-seeking (ES = 0.24), or individualistic efforts (ES = 0.81). Debate
tended to promote greater interpersonal attraction among participants than
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did individualistic efforts (ES = 0.46). In addition, constructive controversy
tends to promote greater social support among participants than does
debate (ES = 0.92), concurrence-seeking (ES = 0.32), or individualistic efforts
(ES = 1.52). Debate tended to promote greater social support among partici-
pants than did individualistic efforts (ES = 0.85). The combination of frank
exchange of ideas coupled with a positive climate of friendship and support not
only leads to more productive decision making and greater learning, it discon-
firms the myth that conflict inevitably leads to divisiveness and dislike.

Self-Esteem

Participation in future decision making is enhanced when participants feel good
about themselves as a result of helping make the current decision, whether or
not they agree with it. Constructive controversy tends to promote higher self-
esteem than does concurrence-seeking (ES = 0.39), debate (ES = 0.51), or indi-
vidualistic efforts (ES = 0.85). Debate tends to promote higher self-esteem than
does individualistic efforts (ES = 0.45).

STRUCTURING CONSTRUCTIVE CONTROVERSIES

Conflict is the gadfly of thought. It stirs us to observation and memory.
It instigates invention. It shocks us out of sheeplike passivity,
and sets us at noting and contriving . . . Conflict is a
“sine qua non” of reflection and ingenuity.
—John Dewey, Human Nature and Conduct: Morals Are Human

Over the past thirty-five years, we have (a) developed a theory of constructive
controversy, (b) validated it through a program of research, (c) trained teachers,
professors, administrators, managers, and executives throughout North America
and numerous other countries to field-test and implement the constructive con-
troversy procedure, and (d) developed a series of curriculum units, academic
lessons, and training exercises structured for controversies. There are two formats,
one for decision-making situations and one for academic learning. A more detailed
description of conducting constructive controversies may be found in D. W. Johnson
and R. Johnson (1995) and D. W. Johnson and F. Johnson (2006).

CONSTRUCTIVE CONTROVERSY AND DECISION MAKING

A large pharmaceutical company faced the decision of whether to buy or build
a chemical plant (The Wall Street Journal, October 22, 1975). To maximize the
likelihood that the best decision was made, the president established two
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advocacy teams to ensure that each, both the “buy” and the “build” alternatives,
received a fair and complete hearing. An advocacy team is a subgroup that pre-
pares and presents a particular policy alternative to the decision-making group.
The “buy” team was instructed to prepare and present the best case for pur-
chasing a chemical plant, and the “build” team was told to prepare and present
the best case for constructing a new chemical plant near the company’s national
headquarters. The “buy” team identified over one hundred existing plants that
would meet the company’s needs, narrowed the field down to twenty, further
narrowed the field down to three, and then selected one plant as the ideal plant
to buy. The “build” team contacted dozens of engineering firms and, after four
months of consideration, selected a design for the ideal plant to build. Nine months
after they were established, the two teams, armed with all the details about cost,
(a) presented their best case and (b) challenged each other’s information, reason-
ing, and conclusions. From the spirited discussion, it became apparent that the
two options would cost about the same amount of money. The group, therefore,
chose the “build” option because it allowed the plant to be conveniently located
near company headquarters. This procedure represents the structured use of con-
structive controversy to ensure high-quality decision making.

The purpose of group decision making is to decide upon well-considered,
well-understood, realistic action toward goals every member wishes to achieve.
A group decision implies that some agreement prevails among group members
as to which of several courses of action is most desirable for achieving the
group’s goals. Making a decision is just one step in the more general problem-
solving process of goal-directed groups—but it is a crucial one. After defining a
problem or issue, thinking over alternative courses of action, and weighing the
advantages and disadvantages of each, a group will decide which course is
the most desirable for them to implement. To ensure high-quality decision making,
each alternative course of action (a) must receive a complete and fair hearing
and (b) be critically analyzed to reveal its strengths and weaknesses. In order
to do so, the following constructive controversy procedure may be implemented.
Group members:

1. Propose several courses of action that will solve the problem under con-
sideration: When the group is making a decision, identify a number of
alternative courses of action for the group to follow.

2. Form advocacy teams: To ensure that each course of action receives a
fair and complete hearing, assign two group members to be an advocacy
team to present the best case possible for the assigned position. Positive
interdependence is structured by highlighting the cooperative goal of
making the best decision possible (goal interdependence) and noting
that a high-quality decision cannot be made without considering the
information that is being organized by the other advocacy teams
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(resource interdependence). Individual accountability is structured by
ensuring that each member participates in preparing and presenting the
assigned position. Any information discovered that supports the other
alternatives is given to the appropriate advocacy pair.

3. Engage in the constructive controversy procedure:

a. Each advocacy team researches its position and prepares a persua-
sive presentation to convince other group members of its validity.
The advocacy teams are given the time to research their assigned
alternative course of action and find all the supporting evidence
available. They organize what is known into a coherent and reasoned
position. They plan how to present their case so that all members of
the group understand thoroughly the advocacy pair’s position, give it
a fair and complete hearing, and are convinced of its soundness.

b. Each advocacy team presents without interruption the best case
possible for its assigned alternative course of action to the entire
group. Other advocacy teams listen carefully, taking notes and striv-
ing to learn the information provided.

c. There is an open discussion characterized by advocacy, refutation,
and rebuttal. The advocacy teams give opposing positions a “trial
by fire” by seeking to refute them by challenging the validity of
their information and logic. They defend their own position while
continuing to attempt to persuade other group members of its valid-
ity. For higher-level reasoning and critical thinking to occur, it is
necessary to probe and push each other’s conclusions. Members ask
for data to support each other’s statements, clarify rationales, and
show why their position is the most rational one. Group members
refute the claims being made by the opposing teams and rebut the
attacks on their own position. They take careful notes on and thor-
oughly learn the opposing positions. Members follow the specific
rules for constructive controversy. Sometimes a time-out period
needs to be provided so that pairs can caucus and prepare new
arguments. Members should encourage spirited arguing and playing
devil’s advocate. Members are instructed to, “Argue forcefully and
persuasively for your position, presenting as many facts as you can
to support your point of view. Listen critically to the opposing pair’s
position, asking them for the facts that support their viewpoint, and
then present counterarguments. Remember that this is a complex
issue, and you need to know all sides to make a good decision.”

d. Advocacy teams reverse perspectives and positions by presenting
one of the opposing positions as sincerely and forcefully as team
members can. Members may be told, “Present an opposing position
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as if it were yours. Be as sincere and forceful as you can. Add any
new facts you know. Elaborate their position by relating it to other
information you have previously learned.” Advocacy pairs strive to
see the issue from all perspectives simultaneously.

e. All members drop their advocacy and reach a decision by consensus.
They may wish to summarize their decision in a group report that
details the course of action they have adopted and its supporting
rationale. Often, the chosen alternative represents a new perspective
or synthesis that is more rational than the two assigned. All group
members sign the report, indicating that they agree with the decision
and will do their share of the work in implementing it. Members
may be instructed to, “Summarize and synthesize the best arguments
for all points of view. Reach a decision by consensus. Change your
mind only when the facts and the rationale clearly indicate that you
should do so. Write a report with the supporting evidence and ratio-
nale for your synthesis that your group has agreed on. When you are
certain the report is as good as you can make it, sign it.”

f. Group members process how well the group functioned and how
their performance may be improved during the next constructive
controversy.

4. Implement decision: Once the decision is made, all members commit
themselves to implement it regardless of whether they initially favored
the alternative adopted.

Controversies are common within decision-making situations. In the mining
industry, for example, engineers are accustomed to addressing issues such as
land use, air and water pollution, and health and safety. The complexity of the
design of production processes, the balancing of environmental and manufac-
turing interests, and numerous other factors often create the opportunity for
constructive controversy. Most groups waste the benefits of such disputes, but
every effective decision-making situation thrives on what constructive contro-
versy has to offer. Decisions are by their very nature controversial, as alterna-
tive solutions are suggested and considered before agreement is reached. When
a decision is made, the constructive controversy ends and participants commit
themselves to a common course of action.

CONSTRUCTIVE CONTROVERSY AND ACADEMIC LEARNING

In an English class, participants are considering the issue of civil disobedience.
They learn that in the civil rights movement, individuals broke the law to gain
equal rights for minorities. In numerous literary works, such as Mark Twain’s
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The Adventures of Huckleberry Finn, individuals wrestle with the issue of break-
ing the law to redress a social injustice. Huck wrestles with the issue of breaking
the law in order to help Jim, the run away slave. In the 1970s and 1980s, promi-
nent public figures from Wall Street to the White House felt justified in break-
ing laws for personal or political gain. In order to study the role of civil
disobedience in a democracy, participants are placed in a cooperative learning
group of four members. The group is given the assignment of reaching its best
reasoned judgment about the issue and then divided into two pairs. One pair is
given the assignment of making the best case possible for the constructiveness
of civil disobedience in a democracy. The other pair is given the assignment of
making the best case possible for the destructiveness of civil disobedience in a
democracy. In the resulting conflict, participants draw from sources such as
Thomas Jefferson’s “Declaration of Independence,” Henry David Thoreau’s Civil
Disobedience, Abraham Lincoln’s “Cooper Union Address,” and Martin Luther
King Jr’s “Letter from Birmingham Jail” to challenge each other’s reasoning and
analyses concerning when civil disobedience is, or is not, constructive.

In order to use constructive controversy to foster academic learning, you imple-
ment the following procedure (D. W. Johnson and R. Johnson, 1979, 1989, 1995).

Structure the Task

The task must be structured (a) cooperatively and (b) so that there are at least two
well-documented positions (pro and con). The choice of topic depends on the inter-
ests of the instructor and the purposes of the course. In math courses, controver-
sies may focus on different ways to solve a problem. In science classes,
controversies may focus on environmental issues. Because drama is based on con-
flict, almost any piece of literature may be turned into a constructive controversy,
such as having participants argue over who is the greatest romantic poet. Because
most history is based on conflict, controversies can be created over any historical
event. In any subject area, controversies can be created to promote academic learn-
ing and creative group problem solving.

Make Preinstructional Decisions and Preparations

The teacher decides on the objectives for the lesson. Students are typically
randomly assigned to groups of four. Each group is then divided into two pairs.
The pairs are assigned randomly to represent either the pro or con position. The
instructional materials are prepared so that group members know what position
they have been assigned and where they can find supporting information. The
materials helpful for each position are (a) a clear description of the group’s task,
(b) a description of the phases of the constructive controversy procedure and
the relevant social skills, (c) a definition of the positions to be advocated with
a summary of the key arguments supporting each position, and (d) relevant
resource materials (including a bibliography).
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Explain and Orchestrate the Task, Cooperative Structure,
and Constructive Controversy Procedure

The teacher explains the task so that participants are clear about the assignment
and understand the objectives of the lesson. The task must be structured so that
there are at least two well-documented positions (pro and con). The choice of
topic depends on the interests of the teacher and the purposes of the course.
Teachers may wish to help students “get in role” by presenting the issue to be
decided in an interesting and dramatic way. Teachers structure positive interde-
pendence by assigning two group goals. Students are required to:

1. Produce a group report detailing the nature of the group’s decision and
its rationale. Members are to arrive at a consensus and ensure every-
one participates in writing a high-quality group report. Groups present
their report to the entire class.

2. Individually take a test on both positions. Group members must master
all the information relevant to both sides of the issue.

To supplement the effects of positive goal interdependence, the materials are
divided among group members (resource interdependence) and bonus points
may be given if all group members score above a preset criterion on the test
(reward interdependence).

The purpose of the constructive controversy is to maximize each student’s
learning. Teachers structure individual accountability by ensuring that each stu-
dent participates in each step of the constructive controversy procedure, by indi-
vidually testing each student on both sides of the issue and by randomly
selecting students to present their group’s report. Teachers specify the social
skills participants are to master and demonstrate during the constructive con-
troversy. The social skills emphasized are those involved in systematically advo-
cating an intellectual position and evaluating and criticizing the position
advocated by others, as well as the skills involved in synthesis and consensual
decision making. Finally, teachers structure intergroup cooperation. When
preparing their positions, for example, students can confer with classmates in
other groups that are also preparing the same position.

Academic Controversy Procedure

The students’ overall goals are to learn all information relevant to the issue
being studied and ensure that all other group members learn the information,
so that (a) their group can write the best report possible on the issue and (b)
all group members achieve high scores on the test. The constructive controversy
procedure is as follows.

1. Research, learn, and prepare position: Students are assigned randomly
to groups of four, each of which is divided into two pairs. One pair is
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assigned the pro position and the other pair is assigned the con posi-
tion. Each pair is to prepare the best case possible for its assigned
position by:

a. Researching the assigned position and learning all relevant informa-
tion. Students are to read the supporting materials and find new
information to support their position. The opposing pair is given
any information students find that supports its position.

b. Organizing the information into a persuasive argument that contains
a thesis statement or claim (“George Washington was a more effec-
tive president than Abraham Lincoln was”), the rationale support-
ing the thesis (“He accomplished a, b, and c”), and a logical
conclusion that is the same as the thesis (“Therefore, George Wash-
ington was a more effective president than Abraham Lincoln was”).

c. Planning how to advocate the assigned position effectively to ensure
that it receives a fair and complete hearing. Make sure both pair
members are ready to present the assigned position so persuasively
that the opposing participants will comprehend and learn the infor-
mation and, of course, agree that the position is valid and correct.

2. Present and advocate position: Students present the best case for their
assigned position to ensure it gets a fair and complete hearing. They
need to be forceful, persuasive, and convincing in doing so. Ideally,
more than one medium will be used. Students are to listen carefully to
and learn the opposing position, taking notes and clarifying anything
they do not understand.

3. Engage in an open discussion in which there is spirited disagreement:
Students discuss the issue by freely exchanging information and ideas.
Students are to (a) argue forcefully and persuasively for their position
(presenting as many facts as they can to support their point of view),
(b) critically analyze the evidence and reasoning supporting the oppos-
ing position, asking for data to support assertions, (c) refuting the
opposing position by pointing out the inadequacies in the information
and reasoning, and (d) rebutting attacks on their position and present-
ing counterarguments. Students are to take careful notes on and thor-
oughly learn the opposing position. Students are to give the other
position a trial by fire while following the norms for constructive
controversy. Sometimes a time-out period will be provided so students
can caucus with their partners and prepare new arguments. The teacher
may encourage more spirited arguing, take sides when a pair is in trou-
ble, play devil’s advocate, ask one group to observe another group
engaging in a spirited argument, and generally stir up the discussion.
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4. Reverse perspectives: Students reverse perspectives and present the best
case for the opposing position. Teachers may wish to have students
change chairs. In presenting the opposing position sincerely and force-
fully (as if it was yours), students may use their notes and add any
new facts they know of. Students should strive to see the issue from
both perspectives simultaneously.

5. Synthesize: Students are to drop all advocacy and find a synthesis on
which all members can agree. Students summarize the best evidence
and reasoning from both sides and integrate it into a joint position that
is new and unique. Students are to:

a. Write a group report on the group’s synthesis with the supporting
evidence and rationale. All group members sign the report indicat-
ing that they agree with it, can explain its content, and consider it
ready to be evaluated. Each member must be able to present the
report to the entire class.

b. Take a test on both positions. If all members score above the preset
criteria of excellence, each receives five bonus points.

c. Process how well the group functioned and how its performance
may be improved during the next constructive controversy. The spe-
cific conflict management skills required for constructive contro-
versy may be highlighted.

d. Celebrate the group’s success and the hard work of each member to
make every step of the constructive controversy procedure effective.

Monitor the Controversy Groups and Intervene When Needed

While the groups engage in the constructive controversy procedure, teachers
monitor the learning groups and intervene to improve students’ skills in engag-
ing in each step of the constructive controversy procedure and use the social
skills appropriately. Teachers may also wish to intervene to reinforce particu-
larly effective and skillful behaviors.

Evaluate Students’ Learning and Process Group Effectiveness

At the end of each instructional unit, teachers evaluate students’ learning and
give feedback. Qualitative as well as quantitative aspects of performance may
be addressed. Students are graded on both the quality of their final report and
their performance on the test covering both sides of the issue. The learning
groups also process how well they functioned. Students describe what member
actions were helpful (and unhelpful) in completing each step of the construc-
tive controversy procedure and make decisions about what behaviors to con-
tinue or change. In whole-class processing, the teacher gives the class feedback
and has participants share incidents that occurred in their groups.
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CONSTRUCTIVE CONTROVERSY AND DEMOCRACY

Thomas Jefferson believed that free and open discussion should serve as the
basis of influence within society, not the social rank within which a person was
born. Based on the beliefs of Thomas Jefferson, James Madison, and their fel-
low revolutionaries, American democracy was founded on the premise that
“truth” will result from free and open-minded discussion in which opposing
points of view are advocated and vigorously argued. Every citizen is given the
opportunity to advocate for his or her ideas and to listen respectfully to oppos-
ing points of view. Political discourse is the formal exchange of reasoned views
as to which of several alternative courses of action should be taken to solve a
societal problem. It is intended to involve all citizens in the making of the deci-
sion. Citizens are expected to persuade one another (through valid information
and logic) as to what course of action would be most effective. Political dis-
course is aimed at making a decision in a way that ensures all citizens are com-
mitted to (a) implementing the decision (whether they agree with it or not) and
(b) the democratic process. Once a decision is made, the minority is expected
to go along willingly with the majority because they know they have been given
a fair and complete hearing. To be a citizen in our democracy, individuals need
to internalize the norms for constructive controversy as well as master the
process of researching an issue, organizing their conclusions, advocating their
views, challenging opposing positions, making a decision, and committing
themselves to implement the decision made (regardless of whether one initially
favored the alternative adopted or not). In essence, the use of constructive con-
troversy teaches the participants to be active citizens of a democracy.

CONCLUSION

Thomas Jefferson based his faith in the future of democracy on the power of
constructive conflict and creative group problem solving. In well-structured con-
troversies, participants make an initial judgment, present their conclusions to
other group members, are challenged by opposing views, become uncertain
about the correctness of their views, actively search for new information and
understanding, incorporate others’ perspectives and reasoning into their think-
ing, and reach a new set of conclusions. This process results in significant
increases in the quality of decision making and problem solving, the quality of
relationships, and improvements in psychological health. While the construc-
tive controversy process can occur naturally, it may be consciously structured
in decision making and learning situations. This involves dividing a coopera-
tive group into two pairs and assigning them opposing positions. The pairs
then (a) develop their position, (b) present them to and listen to the opposing
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position, (c) engage in a discussion in which they attempt to refute the other
side and rebut attacks on their position, (d) reverse perspectives and present
the other position, and (e) drop all advocacy and seek a synthesis that takes
both perspectives and positions into account. Engaging in the constructive con-
troversy procedure skillfully provides an example of how conflict creates posi-
tive outcomes.
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CHAPTER FOUR

Trust, Trust Development,
and Trust Repair!

Roy J. Lewicki

think of trust as the “glue” that holds a relationship together. If individuals

or groups trust each other, they can work through conflict relatively easily.
If they do not trust each other, conflict often becomes destructive, and resolution
is more difficult. Bitter conflict itself generates animosity and pain that is not eas-
ily forgotten; moreover, the parties no longer believe what the other says, nor
believe that the other will follow through on commitments and proposed actions.
Therefore, acrimonious conflict often serves to destroy trust and increase distrust,
which makes conflict resolution ever more difficult and problematic.

In this chapter, we review some of the work on trust and show its relevance
to effective conflict management. We also extend some of this work to a broader
understanding of the key role of trust in relationships, and how different types
of relationships can be characterized according to the levels of trust and distrust
that are present. Finally, we describe procedures for rebuilding trust that has
been broken, and for managing distrust in ways that can enhance short-term
conflict containment while rebuilding trust over the long run.

The relationship between conflict and trust is an obvious one. Most people

WHAT IS TRUST?

Trust is a concept that has received attention in several branches of social
science literature: psychology, sociology, political science, economics, anthro-
pology, history, and sociobiology (see Gambetta, 1988; Lewicki and Bunker, 1995;
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Worchel, 1979, for reviews). As can be expected, each literature approaches the
problem with its own disciplinary lens and filters. Until recently, there has been
remarkably little effort to integrate these perspectives or to articulate the key
role that trust plays in critical social processes, such as cooperation, coordina-
tion, and performance (for notable exceptions, see Kramer and Tyler, 1996;
Sitkin, Rousseau, Burt, and Camerer, 1998).

Worchel (1979) proposes that these differing perspectives on trust can be
aggregated into at least three groups. (See also Lewicki and Bunker, 1995, 1996,
for detailed exploration of theories within each category.)

1. The views of personality theorists, who focus on individual personality
differences in the readiness to trust, and on the specific developmental
and social contextual factors that shape this readiness. At this level,
trust is conceptualized as a belief, expectancy, or feeling deeply rooted
in the personality, with origins in the individual’s early psychosocial
development (see Worchel, 1979).

2. The views of sociologists and economists, who focus on trust as an
institutional phenomenon. Institutional trust can be defined as the
belief that future interactions will continue, based on explicit or
implicit rules and norms (Rousseau, Sitkin, Burt, and Camerer, 1998).
At this level, trust can be conceptualized as a phenomenon within
and among institutions, and as the trust individuals put in those
institutions. For example, one group of researchers explored the role
of trust in interfirm relationships at both the interpersonal and
organizational levels. These researchers showed that high levels of
interorganizational trust enhanced supplier performance, lowered
costs of negotiation and reduced conflict between firms (Zaheer,
McEvily, and Perrone, 1998). Others argue that organizations must
significantly redesign their governance mechanisms in order to
restore the trust that has resulted from a significant loss of public
confidence in American corporations in the last decade (Caldwell
and Karri, 2005).

3. The views of social psychologists, who focus on the transactions
between individuals who create or destroy trust at the interpersonal
and group levels. At this level, trust can be defined as expectations
of the other party in a transaction, risks associated with assuming
and acting on such expectations, and contextual factors that either
enhance or inhibit development and maintenance of the relationship.
Examples of elaborated models of trust, particularly in organizations,
can be found in Colquitt, Scott, and LePine (2005) and Dirks and
Ferrin (2001).
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A DEFINITION OF TRUST

The literature on trust is rich with definitions and conceptualizations (see Bigley
and Pearce, 1998). In this chapter, we adopt as the definition of trust “an indi-
vidual’s belief in, and willingness to act on the basis of, the words, actions, and
decisions of another” (McAllister, 1995, p. 25; Lewicki, McAllister, and Bies,
1998, p. 440). Implicit in this definition, as in other comparable ones (Boon and
Holmes, 1991), are three elements that contribute to the level of trust one has
for another: the individual’s chronic disposition toward trust (see our earlier
discussion of personality), situational parameters (some are suggested above,
others below), and the history of their relationship. Our current focus is on the
relationship dimension of trust, which we address throughout this chapter.

WHY IS TRUST CRITICAL TO RELATIONSHIPS?

There are many types of relationship, and it can be assumed that the nature of
trust and its development are not the same in all the types. In this chapter, we
discuss two basic types: professional and personal relationships. The former is
considered to be a task-oriented relationship in which the parties’ attention and
activities are primarily directed toward achievement of goals external to their
relationship. The latter is considered to be a social-emotional relationship whose
primary focus is the relationship itself and the persons in the relationship (see
Deutsch, 1985, for a complex treatment of types of interdependence in
relationships; see also Sheppard and Sherman, 1998; and Chapters 1 and 10
in this volume).

An effort to describe professional relationship development in a business con-
text was proposed by Shapiro, Sheppard, and Cheraskin (1992). Those authors
suggest that three types of trust operate in developing a business relationship:
deterrence-based trust, knowledge-based trust, and identification-based trust.
In recent papers, Lewicki and Bunker (1995, 1996) adopted these three types of
trust and made several major additions and modifications to the paper by
Shapiro, Sheppard, and Cheraskin (1992). These ideas are briefly presented
below; you are encouraged to consult these papers for a richer and fuller
description of each type of trust and how it is proposed that the types are linked
together in a developmental sequence.

Calculus-Based Trust

Shapiro, Sheppard, and Cheraskin (1992) identified the first type as “deterrence-
based trust.” They argued that this form of trust is based in ensuring consis-
tency of behavior; simply put, individuals do what they promise because they
fear the consequences of not doing what they say. Like any behavior based on
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a theory of deterrence, trust is sustained to the degree that the deterrent
(punishment) is clear, possible, and likely to occur if the trust is violated. Thus,
the threat of punishment is likely to be a more significant motivator than the
promise of reward.

Lewicki and Bunker (1995, 1996) called this form calculus-based trust (CBT).
We argued that deterrence-based trust is grounded not only in the fear of pun-
ishment for violating the trust, but also in the rewards to be derived from
preserving it. This kind of trust is an ongoing, market-oriented, economic cal-
culation whose value is determined by the outcomes resulting from creating and
sustaining the relationship relative to the costs of maintaining or severing it.
Compliance with calculus-based trust is often ensured both by the rewards of
being trusting (and trustworthy) and by the “threat” that if trust is violated,
one’s reputation can be hurt through the person’s network of friends and asso-
ciates. Even if you are not an honest person, having a reputation for honesty
(or trustworthiness) is a valuable asset that most people want to maintain. So
even if there are opportunities to be untrustworthy, any short-term gains from
untrustworthy acts must be balanced, in a calculus-based way, against the long-
term benefits from maintaining a good reputation.

The most appropriate metaphor for the growth of CBT is the children’s game
Chutes and Ladders. Progress is made on the game board by throwing the dice
and moving ahead (“up the ladder”) in a stepwise fashion. However, a player
landing on a “chute” is quickly dropped back a large number of steps. Similarly,
in calculus-based trust, forward progress is made by climbing the ladder, or
building trust, slowly and stepwise. People prove through simple actions that
they are trustworthy, and similarly, by systematically testing the other’s trust.?
In contrast, a single event of inconsistency or unreliability may “chute” the
relationship back several steps—or, in the worst case, back to square one. Thus,
CBT is often quite partial and fragile.

The dynamics of this trust development may not be as rational as this
description suggests. In fact, trusters and those who are trusted may be
motivated by different things. Trusters are more likely to focus on the risk asso-
ciated with taking the trusting action; trusters attribute high initial trust to others
as a way to manage the anxiety associated with taking the risk to place that
trust. Thus, trust-building activities, such as placing trust in the other in spite
of the possible associated risks, may be both irrational and necessary to develop
that trust. At the same time, the trusted are more likely to focus on the level of
benefits they are receiving. So, while trusters will focus on risk and may be
more likely to initiate trusting actions that do not risk extending high (but poten-
tially unreciprocated) rewards to the other, the trusted will focus on benefits,
and may be more likely to reciprocate (and create joint gain for the parties)
when the reward level is high (Malhotra, 2004; Weber, Malhotra and
Murnighan, 2006.
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Identification-Based Trust

While CBT is usually the first, early stage in developing more intimate personal
relationships, it often leads to a second type of trust, based on identification
with the other’s desires and intentions. This type of trust exists because the par-
ties can effectively understand and appreciate one another’s wants. This mutual
understanding is developed to the point that each person can effectively act for
the other. Identification-based trust (IBT) thus permits a party to serve as the
other’s agent and substitute for the other in interpersonal transactions (Deutsch,
1949). Both parties can be confident that their interests are fully protected, and
that no ongoing surveillance or monitoring of one another is necessary. A true
affirmation of the strength of IBT between parties can be found when one party
acts for the other even more zealously than the other might demonstrate, such as
when a good friend dramatically defends you against a minor insult.

A corollary of this “acting for each other” in IBT is that as the parties come
to know? each other better and identify with the other, they also understand
more clearly what they must do to sustain the other’s trust. This process might
be described as “second-order” learning. One comes to learn what really mat-
ters to the other and comes to place the same importance on those behaviors
as the other does. Certain types of activities strengthen IBT (Shapiro, Sheppard,
and Cheraskin, 1992; Lewicki and Bunker, 1995, 1996; Lewicki and Stevenson,
1998), such as developing a collective identity (a joint name, title, or logo);
colocation in the same building or neighborhood; creating joint products or
goals (a new product line or a new set of objectives); or committing to com-
monly shared values (such that the parties are actually committed to the same
objectives and so can substitute for each other in external transactions). For
example, at the organization level, Kramer (2001) has argued that identifica-
tion with the organization’s goals leads individuals to trust the organization
and share a presumptive trust of others within it.

Thus, IBT develops as one both knows and predicts the other’s needs, choices,
and preferences, and as one also shares some of those same needs, choices, and
preferences as one’s own. Increased identification enables us to think like the
other, feel like the other, and respond like the other. A collective identity devel-
ops; we empathize strongly with the other and incorporate parts of their psyche
into our own identity (needs, preferences, thoughts, and behavior patterns). This
form of trust can develop both in working relationships if the parties come to
know each other very well, but it is most likely to occur in intimate, personal
relationships. Moreover, this form of trust stabilizes relationships during periods
of conflict and negativity. Thus, when high trusting parties engage in conflict,
they tend to see the best in their partner’s motives because they make different
attributions about the conflict compared to low trusting parties. The determinant
of whether relationships maintain or dissolve in a conflict may be due to the
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attributions parties make about the other’s motives, determined by the existing
level of trust (Miller and Rempel, 2004).

Music is a suitable metaphor for IBT, as in the harmonizing of a barbershop
quartet. The parties learn to sing in a harmony that is integrated and complex.
Each knows the others’ vocal range and pitch; each singer knows when to lead
and follow; and each knows how to work with the others to maximize their
strengths, compensate for their weaknesses, and create a joint product that is
much greater than the sum of its parts. The unverbalized, synchronous chem-
istry of a cappella choirs, string quartets, cohesive work groups, or championship
basketball teams are excellent examples of this kind of trust in action.

Trust and Relationships: An Elaboration of Our Views

In addition to our views of these two forms of trust, we need to introduce two
ideas about trust and relationships. The first is that trust and distrust are not
simply opposite ends of the same dimension, but conceptually different and
separate. Second, relationships develop over time, and the nature of trust
changes as they develop.

Trust and Distrust Are Fundamentally Different. In addition to identifying
types of trust, Lewicki, McAllister, and Bies (1998) have recently argued that
trust and distrust are fundamentally different from each other, rather than
merely more or less of the same thing (see also Ullman-Margalit, 2004).
Although trust can be defined as “confident positive expectations regarding
another’s conduct,” distrust can indeed be “confident negative expectations”
regarding another’s conduct (Lewicki, McAllister, and Bies, 1998). Thus, just as
trust implies belief in the other, a tendency to attribute virtuous intentions to
the other, and willingness to act on the basis of the other’s conduct, distrust
implies fear of the other, a tendency to attribute sinister intentions to the other,
and desire to protect oneself from the effects of another’s conduct.

Relationships Are Developmental and Multifaceted. In discussing our views
of the types of trust, we also pointed out that these forms of trust develop in
different types of relationships. Work (task) relationships tend to be character-
ized by CBT but may develop some IBT. Intimate (personal) relationships tend
to be characterized by IBT but may require a modicum of CBT for the parties to
coordinate their lives together.

All relationships develop as parties share experiences with each other and
gain knowledge about the other. Every time we encounter another person,
we gain a new or confirming experience that strengthens the relationship. If our
experiences with another person are all within the same limited context (I know
the server at the bakery because I buy my bagel and juice there every morning),



98 THE HANDBOOK OF CONFLICT RESOLUTION: THEORY AND PRACTICE

then we gain little additional knowledge about the other (over time, I have a
rich but very narrow range of experience with that server). However, if we
encounter the other in different contexts (if I join a colleague to talk research,
coteach classes, and play tennis), then this variety of shared experience is likely
to develop into broader, deeper knowledge of the other.

People come to know each other in many contexts and situations. Conversely,
they may trust the other in some contexts and distrust in others. You may have
friends you would trust to babysit your child, but not to pay back money you
loaned them. A relationship is made up of components of experience that one
individual has with another. Within these relationships, some elements hold vary-
ing degrees of trust, while others hold varying degrees of distrust. Our overall
evaluation of the other person involves some complex judgment that weighs the
scope of the relationship and elements of trust and distrust. Most people are able
to be quite specific in describing both the trust and distrust elements in their rela-
tionship. If the parties teach a class together, work together on a committee, play
tennis together, and belong to the same church, the scope of their experience is
much broader than for parties who simply work together on a committee.

Finally, we cannot assume that we begin with a blank slate of trust or dis-
trust in relationships. In fact, we seldom approach others with “no information.”
Rather, we tend to approach the other with some initial level of trust or of cau-
tion (McKnight, Cummings, and Chervaney, 1998; Malhotra, 2004). In fact,
some authors have argued that there is a strong disposition to overtrust in early
relationships, a situation in which the truster’s trust exceeds the level that might
be warranted by situational circumstances (Goel, Bell, and Pierce, 2005). Thus,
determining the appropriate level of initial trust prior to substantial data about
the other party may be more difficult than determining the appropriate level
after some data have been collected (Ullman-Margalit, 2004).

In addition, we develop expectations about the degree to which we can trust
new others, depending on a number of factors:

e Personality predispositions. Research has shown that individuals differ in
their predisposition to trust another (Rotter, 1971; Wrightsman, 1974;
Gillespie, 2003). The higher an individual ranks in predisposition to trust, the
more she expects trustworthy actions from the other, independent of her own
actions. Similarly, research has shown that individuals differ in their predis-
positions to be cynical, or show distrust (Kanter and Mirvis, 1989).

e Psychological orientation. Deutsch (1985) has characterized relationships
in terms of their psychological orientations, or the complex synergy of
“interrelated cognitive, motivational and moral orientations” (p. 94). He
maintains that people establish and maintain social relationships partly
on the basis of these orientations, such that orientations are influenced
by relationships and vice versa. To the extent that people strive to keep
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their orientations internally consistent, they may seek out relationships
that are congruent with their own psyche.

e Reputations and stereotypes. Even if we have no direct experience with
another person, our expectations may be shaped by what we learn
about them through friends, associates, and hearsay (Ferris, Blass,
Douglas, Kolodinsky, and Treadway, 2003). The other’s reputation often
creates strong expectations that lead us to look for elements of trust or
distrust and also lead us to approach the relationship attuned to trust or
to suspicion (for example, Glick and Croson, 2001).

e Actual experience over time. With most people, we develop facets of
experience as we talk, work, coordinate, and communicate. Some
of these facets are strong in trust, while others may be strong in distrust.
For example, in one study of organizational communication, it was
shown that as frequency of communication increases, the parties’ gen-
eral disposition toward the other party decreased in importance, while
organizational and situational factors (for example, tenure, autonomy,
and so on) increased in importance in the determination of trust. Over
time, it is likely that either trust or distrust context/experience elements
begin to dominate the experience base, leading to a stable and easily
defined relationship (Becerra and Gupta, 2003). As these patterns stabi-
lize, we tend to generalize across the scope of the relationship and
describe it as one of high or low trust or distrust.

Implications of This Revised View of Trust

By incorporating the revisions just described into existing models of trust, we
can summarize our ideas about trust and distrust within relationships:

¢ Relationships are multifaceted, and each facet represents an interaction
that provides us with information about the other. The greater the
variety of settings and contexts in which the parties interact, the more
complex and multifaceted the relat