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in rites of passage programs,
African American girls learn
about the traditional styles of
dress among African women.

Kalahari desert in southern Africa, boys
and girls are wed in arranged marriages in early childhood. How-
ever, these young couples are not allowed to live together until
they reach puberty and are formally initiated into the a_dult clom—
munity. These initiation rites require boys to learn hunting skills
and, at 13, to kill an antelope. Girls must have had two men_strual
periods before they are welcomed into the adult community. Dijll’-
ing each of these periods, they are sent 1o 2 menarcheal hut Wh.lle
the women of the group perform ritual dances to celebrate their

people who inhabit the

coming of age.

Taking their cue from the pioneering work of psychoanalytic theo-
rist Erik Erikson (1969), some developmentalists believe that the ab-
sence of formal rites of passage in industrialized societies makes
adolescents more vulnerable to risky behaviors such as air?ohol
use, unprotected sex, and aggression. Teens who become |n\{oived
in these activities, say some observers, are attempting to invent their own
rites of passage. How adolescents accomplish this goal depejnds on .the
peer group with which they identify. For one teenager, the rite may l-n_h
volve preparing for a standardized test such as the PS.AT that .m‘a){ win her
a college scholarship. For another adolescent, it may involve joining a

street gang.

Some developmentalists say that the fuzziness of the adolescent-to-adult

transition in U.S. culture is more problematic for African American lteens
than for members of other minority groups who continue to practice t.he
ancient rites of passage that are specific to their culture, such as the Jew—
ish bar mitzvah and bat mitzvah and the Hispanic qufncean?ra. These rites
help adolescents in these groups maintain a sense of pride lrl\ th‘e1'r cul—.
tural heritage that insulates them against the sometimes prejudicial atti-
tudes of the dominant majority group African Americans, ar.gue.some
developmentalists, lost touch with these rites when the institution of
slavery separated them from the traditions of their ancestors.

To fill the perceived need for a formal rite of passage for African Ameri- -
can teenagers, many churches and other institutions have developed p.ro
grams such as the one that Tanya attends. The goal of these programs 1s
to enhance African American teens sense of connection to the c.ulturels
m which their ancestors were taken through instruction in African his-

\ues, and traditional practices such as Gele headwrapping. Re-

tory, va i
search shows that passage programs help to promote resilience among
tive peer pressure and

African American teens that help them resist nega . |
prevent them from internalizing negative stereotypes about their ethnic

group (Harvey & Hill, 2004).

fro
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Consideration of rites of passage brings to mind Vygotsky’s concept of
scaffolding. Adolescents are conscious of the need to transition to adult-
hood, and they take many steps toward this goal on their own. But they
need adults to lead the way and to support them when their steps toward
maturity turn out to be missteps, whether that support occurs in the con-
text of formal rites of passage or in more informal ways. This chapter be-
gins with an examination of the aspects of the transition to adulthood
that occur within adolescents themselves followed by a discussion of
how the social world supports them.

Theories of Social and
Personality Development

Thirteen-year-old Brendon took a deep breath to steady his nerves and punched in
Melissa’s cell phone number. He continued to breathe deeply as he waited for her to an-
swer. Over the past few minutes, he had attempted to call her three times. However, the
fear of rejection overcame him each time, and he punched the “hang-up” button before
she could answer. This time he was determined to at least say “Hi.”

Such dramas are played out every day in the world of young adolescents, and there
is no denying the fact that the emergence of romantic interests is a prominent feature of
this period of development. For Freud, these interests were the central theme of adoles-
cence. Erikson and other theorists proposed models of adolescent development that were
much broader in scope.

Psychoanalytic Perspectives

According to Freud, the post-pubertal years constitute the last stage of person-

What happens during Erikson's iden-
tity versus role confusion stage?

Learning Objective 12.1

ality development; so both adolescents and adults are in what Freud called the

genital stage, the period during which psychosexual maturity is reached. Freud believed
that puberty awakens the sexual drive that has lain dormant during the latency stage.
Thus, for Freud, the primary developmental task of adolescence is to channel the libido
into a healthy sexual relationship. :

Erikson, though not denying the importance of achieving sexual maturity, proposed
that achievement of a sense of personal identity is a far more important developmental
task faced by adolescents. He described identity as a sense of self-continuity (Erikson,
1969). More recent theorists, elaborating on his idea, define identity as an understand-
ing of one’s unique characteristics and how they are manifested across ages, situations,
and social roles. Thus, in Eriksom’s model, the central crisis of adolescence is identity ver-
sus role confusion.

Erikson argued that the child’s early sense of identity comes partly “unglued” in early
adolescence because of the combination of rapid body growth and the sexual changes of
puberty. Erikson claimed that during this period the adolescent’s mind is in a kind of
moratorium between childhood and adulthood. The old identity will no longer suffice;
a new identity must be forged, one that will equip the young person for the myriad roles
of adult life—occupational roles, sexual roles, religious roles, and others.

Confusion about all these role choices is inevitable and leads to a pivotal transition
Erikson called the identity crisis. The identity crisis is a period during which an adoles-
cent is troubled by his lack of an identity. Erikson believed that adolescents’ tendency to
identify with peer groups was a defense against the emotional turmoil engendered by the
identity crisis. In a sense, he claimed, teens protect themselves against the unpleasant
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identity an understanding of
one’s unique characteristics
and how they have been, are,
and will be manifested across
ages, situations, and social
roles

identity versus role confu-
sion in Erikson’s theory, the
stage during which adoles-

cents attain a sense of who
they are

identity crisis Erikson’s term
for the psychological state of
emotional turmoil that arises
when an adolescent’s sense
of self becomes "unglued” so
that a new, more mature
sense of self can be achieved




Learning Objective 12.2
How does Marcia explain identity

emotions of the identity crisis by merging their individual identities with that of a group
(Erikson, 1980a). The teenaged group thus forms a base of security from which the young
person can move toward a unique solution of the identity crisis. Ultimately, however, each
teenager must achieve an integrated view of himself, including his own pattern of beliefs, oc-
cupational goals, and relationships.

Marcia’s Theory of Identity Achievement

Nearly all the current work on the formation of adolescent identity has been

development?

Figure 12.1
Marcia's Identity Statuses

The four identity statuses pro-
posed by Marcia, based on Erik-
son’s theory. For a fully achieved
identity, the young person must
have both examined her values
or goals and reached a firm
commitment.

(Source: Marcia, 1980.)

identity achievement in
Marcia’s theory, the identity
status achieved by a person
who has been through a crisis
and reached a commitment
to ideological or occupa-

- tional goals

moratorium in Marcia’s
theory, the identity status
of a person who is in a cri-
sis but who has made no
commitment

foreclosure in Marcia’s the-
ory, the identity status of a
person who has made a com-
mitment without having gone
through a crisis; the person
has simply accepted a
parentally or culturally de-
fined commitment

identity diffusion in Marcia’s
theory, the identity status of
a person who is not in the
midst of a crisis and who has
made no commitment
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based on James Marcia’s descriptions of identity statuses, which are rooted in
Erikson’s general conceptions of the adolescent identity process (Marcia, 1966, 1980). Follow-

ing one of Erikson’s ideas, Marcia argues that adolescent identity formation has two key parts:
a crisis and a commitment. By a crisis,

Marcia means a period of decision-
making when old values and old
choices are reexamined. This may

High Low

é < High occur as a sort of upheaval—the clas-
£ = @ sic notion of a crisis—or it may occur
§22 gradually. The outcome of the reeval-
5 Eg uation is a commitment to some spe-
g‘i E s cific role, value, goal, or ideology.

a If you put these two elements to-

gether, as shown in Figure 12.1, you
can see that four different identity
statuses are possible.

Degree of crisis

% Identity achievement: The person has been through a crisis and has reached a commit-
ment to ideological, occupational, or other goals.

B Moratorium: A crisis is in progress, but no commitment has yet been made.

@ Foreclosure: The person has made a commitment without having gone through a crisis.
No reassessment of old positions has been made. Instead, the young person has simply
accepted a parentally or culturally defined commitment.

& Identity diffusion: The young person is not in the midst of a crisis (although there may
have been one in the past) and has not made a commitment. Diffusion may thus repre-
sent either an early stage in the process (before a crisis) or a failure to reach a commit-

ment after a crisis.

The whole process of identity formation may occur later than Erikson and Marcia
thought, perhaps because cognitive development is more strongly related to identity
formation than either believed. Research suggests that teens who are most advanced in
the development of logical thinking and other information-processing skills are also the
most likely to have attained Marcia’s status of identity achievement (Klaczynski, Fauth, &
Swanger, 1998).

There is also evidence that the quest for personal identity continues throughout the life-
span, with alternating periods of instability and stability (Marcia, 2002). For example, a per-
som’s sense of being “young” or “old” and her integration of that idea into a sense of belonging
to a particular generation appear to change several times over the course of the adolescent
and adult years (Sato, Shimonska, Nakazato, & Kawaai, 1997). Consequently, adolescence
may be only one period of identity formation among several.

Some research suggests that individuals who have attained Marcia’s identity achievement
status sometimes regress to other categories (Berzonsky, 2003). This may happen because the
achievement status may not be the most adaptive one in every situation. For example,
teenagers facing extreme stressors, such as life-threatening illnesses, seem to be most opti-
mally adjusted when they adopt the status of foreclosure (Madan-Swain et al., 2000). Accept-
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ing other§’ goals for them, at least temporarily, seems to protect these teens against some of
the neggtwe emotional effects of the difficulties they must face. Thus, the idea that rogres-
sion to identity achievement is the most psychologically healthy response to the ider11)t' ; i-
sis clearly doesn’t apply to some adolescents. e
As you might suspect, ideas about adolescent identity development and the kinds
of experiences that drive it are firmly rooted in cultural assumptions. For example, in
the.Unlted States, both parents and teenagers tend to believe that paid emplopm’ent
during adolescence helps adolescents sort out the career-selection aspects of identi?[] de-
velopr}lent (Greenberger & Steinberg, 1986). Predictably, cross-cultural studies showythat
teens in the United States spend a great deal more time working than do their peers in
gthc}elr 1r11dustrializ.ed nations (Larson & Verma, 1999) (see the Research Report on page 345)
O;Iide;uﬁ?;ri\?:;f; ilrllci the experiences that flow from them are likely to affect the process
Clearly, too, the whole concept of an adolescent identity crisis has been
strc?ngly influenced by current cultural assumptions in Western societies, in
which full adult status is postponed for almost a decade after puberty. In S;JCh
culturesl, young people do not normally or necessarily adopt the same roles or
occupations as their parents. Indeed, they are encouraged to choose for them-
ser.es. These adolescents are faced with what may be a bewildering array of
optlops, a pattern that might well foster the sort of identity crisis Erikson
described. In less industrialized cultures, there may well be a shift in identity
from that of child to that of adult, but without a crisis of any kind. Further
adolescents’ search for identity in other cultures may be better supported by cuI:

tural initiation rites that clearl i i
¥: at least in a symbolic sense, separate childh
from adulthood. ’ e

Self-Concept

I N .
N Chapter 11, you read that thinking becomes more abstract in adolescence. Thus, you

shouldn’t be surprised to find g
that teenagers’ self-concepts are a lot more comp|
of younger children, ' ’ il fose
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In the jewish ceremeny called
bar mitzvah (for boys) or bat
mitzvah (for girls), 13-year-olds
read from the Torah in He-
brew and are admitted to full
adult status in the congrega-
tion. The Tanzanian boy has
had his face painted with
white clay as part of an ado-
lescent rite of passage.




Learning Objective 12.3
In what way does self-understanding
in adolescence differ from that in
childhood?

Self-Understanding

You should remember that, through the elementary school years, the child’s self-
concept becomes more focused on enduring internal characvterlstlcsewthe_p.sy-
chological self. This trend continues in adolescence, with self—deﬁnltigp
becoming more abstract. Advances in self-understanding among adolesc.ents are botl'_x faﬁ?-
tated by and contribute to the increasing stability of the Big Five ?ers-onal}ty t.ralts dmjmg 1
period. As a result, enduring traits such as shyness, or introversion in B%g Five terminology,
show up in adolescents’ self-descriptions far more often than they do in those of younger
children. This change was evident in the replies of a 9-year-old and an 11-year-old to the
question “Who am I?” that you may recall from Chapter 10. Internal traits are even more pro-
nounced in this 17-year-old’s answer to the same question:

I am a human being. I am a girl. ] am an individual. I dpp’t know who I am. I am a Pisces. Iama
moody person. I am an indecisive person. I am an ambitious person. I am a very curious person.
I am not an individual. T am a loner. I am an American (God help me).Tam a Demc?crat. Iama
liberal person. I am a radical.  am a conservative. Jam a pseudqliberal. I am an atheist. [ am not
a classifiable person (i.e., [ don’t want to be). (Montemayor & Eisen, 1977, p. 318)

Clearly, this girl’s self-concept is even less tied to her physical charactelristics.or even her abil-
ities than are those of younger children. She is describing abstract traits or ideology.

You can see the change very graphically in Figure 12.2, which is based on the ailswers of
all 262 participants in Montemayor and Eisen’s study. Eaf:h of the Al to the }’/V"‘ho am
I?” question was categorized as a reference either to thSlFZal progertles (“T am tall,” “I have
blue eyes”) or to ideology (“I am a Democrat,” “I believe in God”). As you can see, appear-
ance was a highly prominent dimension in the preteen and early teen years bgt became less
dominant in late adolescence, a time when ideology and belief became more 1mp01.'tant. By
late adolescence, most teenagers think of themselves in terms of enduring traits, beliefs, per-
sonal philosophy, and moral standards (Damon & Hart, 1988). ' .

At the same time, the adolescent’s self-concept becomes more dlfferenna‘Fed, a:s she
comes to see herself somewhat differently in each of several roles: as a student, with friends,

- In the United States, surve

*high school will help them w
 identty achievement. Parerts,

e United States, surveys of teenagers stig-
gest that deciding on a career is one of the
- central themes of adolescent identity develop-

ment (Mortimer, Zi:hjméfac'ehiaéck{ Holmes, &
. Shanahan, 2002). Moreaver, many teens be- . -

lieve that engaging in part

-courage their adolesce

part:ime employment on the grounds tllhat‘jt' '

*builds character” and té?éhéq:?éﬂng'pebple

- about *real life -+ = Cagee
" Are American teens.and parents ight
about such beneficial effects of work?. Research -
 involving indviduals who graduated from high

school in.the late 19805 and 1990 revealed:

 that the more hours participants worked dur-
ing high school, the more likely they were to

 usé driigs (alcohol, cigarettes, marijuana, co-

. caine), to display aggression toward peers, to

argue with parents; to get inadequate sleep,

+ and to be dissatisfied with lfe. (Bacnhman & -

Schulenberg, 193; Bachman, Safron, S, &

Schulenberg, 2003). Moreover, as adults, indi-
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The Effch of Tensged Emplogmert

‘viduals who worked while in high schaol were

| less likely than peers who did notwork to go {
to college. Thus working may actually decrease -

- teens’ chances for successful careers during

| adulthood, precisely the opposite of what Ik
| many adolescents and parents believe. -
~ Aquite different answer to-the question of

_the impact of teenaged employment comes

| from studies that take into consideration the

kind-of work teenagers do, as well as how
many holirs they spend on the job (Mortimer

- &Finch, 1996; Mortimer, Finch, Dennehy, Lee,
& Beebe, 1995; Mortimer & Harley, 2002).

These findings indicate that unskilled workis | -
-~ ‘much more likely to be associated with poor
- outcomes than is complex, skilled work. They:
| also suggest that adolescents who have skill

- based work experiences develop increased

feelings of competence. I addition, those stu-

dents who see themselves as gaining useful - -

- skills through their work also seem to develap
confidence in their ability to achieve economic

‘suceess in adulthood (Grabowski, Call, & Mor- |
- timer, 2001). S

* # £
’ & 4
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results of these several studies. At thevery.

. least, this mixture of results should make par-
. ents think twice before encouraging teenagers . -

towork However, parents need to consider

: ‘th‘e_-qualityof work a teen.will .do-brefgre/aé— i
. suming that a job will negatively affective fis™ =

-~ orher development.

; _Que'stion_s for Critical Analy&_is 5
| 1. Teen employment may be correlated

-~ with developmental outcomes because’”

teens who work differ from those who =~
. do not in ways that are also related to

such otitcomes. What variables do you

think might distinguish teens who

choase to work from their peers who
don't have jobs? - )

2. Are there developmenfal oltcomes that

“have not been addressed by the research
described in this discussion that you
think might be posttively affected by teen
employment? B Lt :

Figure 12.2
Changes in Teens’
Self-Descriptions

As they get older, children and
adolescents define themselves
less and less by what they look
like and more and more by what
they believe or feel.

{Source: Montemayor & Eisen, 1977,
from Table 1, p. 316.)

with parents, and in romantic relationships (Harter & Mons.our, 1992). Once these self-
concepts are formed, they begin to influence adolescents’ behav?or. ‘For example, teens whose
academic self-concepts are strong take more difficult courses in high school than dq teens
who believe themselves to be less academically able. Further, they tend to select courses in ldlS-
ciplines in which they believe they have the greatest ability and to avoid courses in perceived
areas of weakness (Marsh & Yeung, 1997). .
Adolescents’ academic self-concepts seem to come both from internal comparisons of
their performance to a self-generated ideal and from external C(_)mparisons t(.) peer perform-
ance (Bong, 1998). It also appears that perceived competency in one doma‘m a.ff.ectrc, how a
teenager feels about his ability in other
S areas. For example, if a high school

fefeisnes thD t-’oc:y student fails a math course, it is likely
o g o !cnf:zf:c?errit?/csslca to affect his self-concept in othfar dis-
5y 70~ ciplines as well as in math. This sug-
‘% % 50 gests that teens’ self—con.cepts are
2 % hierarchical in nature: Perc.ewed com-
g2 30 petencies in various domains serve as
g@ 40 — building blocks for creating a global
i % academic  self-concept (Che'ng,
2 Lg s Xiaoyan, Dajun, 2006; Yeung, Chui, &
Eo ol Lau, 1999). .
g %: Reference to Social self-concepts also predlft
&% w0k ideclogy or belief behavior. For example, a teenagers
0 : : : : ) family self-concept reflects his beliefs
o 2 o s i about the likelihood of attaining

Age in years and/or maintaining satisfactory rela-
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tionships with family members. Developmentalists have found that adolescents who are es-
tranged from their families, such as runaways, perceive themselves to be less competent in the
give-and-take of family relations than teens who are close to parents and siblings (Swaim &
Bracken, 1997). Indeed, the perceived lack of competency in family relations appears to be
distinct from other components of self-concept.

Girls and boys also appear to construct the various components of self-concept some-
what differently. For example, a study of teens’ evaluations of their own writing abilities
found that boys and girls rated themselves as equally capable writers (Pajares & Valiante,
1999). However, the girls scored higher on objective tests of writing ability. In addition, the
girls were more likely to describe themselves as being better writers than their peers of both
genders. The boys, by contrast, seemed to perceive few ability differences in their peers. In
other words, the boys believed they were good writers, but they also thought that their class-
mates were as good as they were.

Such findings are predictable, given the information in the previous section about girls
being influenced by both internal and external comparisons while boys attend more to inter-
nal, self-defined standards. The findings also raise interesting questions about the degree to
which self-concept development is influenced by cultural ideas about sex roles. Perhaps girls
Pay more attention to their own and others’ writing skills because they know that girls are
supposed to be better at language skills than boys.

Self-Esteem

Self-esteern shows some interesting shifts during the teenaged years. The overall

Learning Objective 12.4
How does self-esteem change

trend is a steady rise in self-esteem through the years of adolescence. The average
19- or 20-year-old has a considerably more positive sense of her global self-worth than she
did at age 8 or 11 (Diehl, Vicary, & Deike, 1997; Harter, 1990; Wigfield, Eccles, Maclver,
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across the teenage years?
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of adolescents?

Learning Objective 125
What are the gender role concepts

Reuman, & Midgley, 1991). However, the rise to higher self-esteem during adolescence is not
continuous. At the beginning of adolescence, self-esteem very often drops rather abruptly. In
one study, developmentalists followed a group of nearly 600 Hispanic American, African
American, and white youngsters over the 2 years from sixth grade to junior high
Allen, Aber, Mitchell, & Feinman, 1994). Researchers found a significant average drop in self-
esteem over that period, a decline that occurred in each of the three ethnic groups.

To study the relationship of self-esteem to important developmental outcomes, such as
school achievement, researchers often divide teens into four groups based on the stability of
their self-esteem ratings across adolescence (Dichl et al., 1997; Zimmerman, Copeland,
Shope, & Dielman, 1997). The largest group, about half in most studies, displays consistently
high self-esteem throughout adolescence. The self-esteem of those in the second group
steadily increases, and the self-esteem ratings of those in the third group are consistently low.
Teens in the fourth group enjoy moderate to high self-esteern at the beginning of the period,
but it declines steadily as adolescence progresses. One finding of concern is that girls out-
number boys in the third and fourth groups (Zimmerman et al., 1997). In addition, several
studies have found that high self-esteem is correlated with positive developmental outcomes.
For example, teens with high self-esteem are better able to resist peer pressure, get higher
grades in school, and are less likely to be depressed (Repetto et al., 2004). You may also re-
member from Chapter 11 that such teens are less likely to become involved in substance

abuse or early sexual intercourse.

(Seidman,

, Gender Roles

Developmentalists use the term gender role identity to refer to gender-related

Figure 12.3
Bem’s Gender Role
Categories

This diagram illustrates how the
dimensions of masculinity and
fernininity interact to produce
four types of sex-role orientation.

gender role identity the
gender-related aspects of the
psychological self
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aspects of the psychological self. In contrast to younger children, adelescents un-
derstand that gender roles are social conventions, so their attitudes toward them are more
flexible (Katz & Ksansnak, 1994). Parental attitudes and parental behavior become increas-
ingly important in shaping teens’ ideas about gender and sex roles (Castellino, Lerner, Lerner,
& von Eye, 1998; Ex & Janssens, 1998; Jackson & Tein, 1998; Raffaelli & Ontai, 2004). In ad-
dition, concepts that were largely separate earlier in development, such as beliefs about gen-
der roles and sexuality, seem to become integrated into 2 conceptual framework that teens use
to formulate ideas about the significance of gender in personal identity and social relation-

ships (Mallet, Apostolidis, & Paty, 1997).
In the early days of research on gen-

der role identity, psychologists con-
ceived of masculinity and femininity as
polar opposites. A person could be mas-
High AREICE O e e beminie culine or feminine, but couldn’t be
o ' both. However, theories first advanced
in the 1970s by Sandra Bem and others
have resulted in a large body of research
in support of the notion that masculin-
ity and femininity are separate dimen-
sions and each may be found in varying
quantities in the personalities of both
men and women (Bem, 1974; Spence &
Helmreich, 1978). A male or a female can be high or low on masculinity, femininity, or both.
Indeed, if people are categorized as high or low on each of these two dimensions, based on
their self-descriptions, four basic gender role types emerge: masculine, feminine, androgynous
and undifferentiated (see Figure 12.3).

The masculine and feminine types are the traditional categories;
categories sees himself or herself as high in one and low in the other. A “masculine” t
adult, according to this view, is thus one who perceives himself (or herself) as having many tra-
ditional masculine qualities and few traditional feminine qualities. A ferninine teenager o

adult shows the reverse pattern. In contrast, androgynous individuals s

High ; Low

Femnininity

Low

Masculinity

aperson in either of these
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eenager of

ee themselves as having

both masculine and feminine traits; undifferentiated in- 7 Fnge
dividuals describe themselves as lacking both. 7 -
Interestingly, research suggests that either an an-
drogynous or a masculine gender role identity is associ-
ated with higher self-esteern among both boys and girls
(Gurndkova & Kusd, 2004; Woo & Dei, 2006). This find-
ing makes sense in light of the existence of a “masculine
bias” in American and other Western societies, which
causes both men and women to value traditionally mas-
culine qualities such as independence and competitive-
ness more than many traditionally female qualities.
However, cross-cultural research suggests that
adoption of an androgynous or masculine orientation
by a girl can lead to lower self-esteem. For example,
one study of Israeli girls found that pre-teens who were
tomboys and who rated themselves high on masculine personality traits were less popul
and had lower self-esteem than their more feminine peers (Lobel, Slone, & Winchp 1297?‘
Consequently, when considering gender roles and gender role identity, ’it is impo;tant to'
remernber that both are very strongly tied to culture. A particular soéiety may value the
me;snlz)uhne .role more highly but also actively discourage girls from adopting it. Thus, it may
;;n Sf; 1;1.1215:?:1].1}’ true that teens who adopt the more highly valued gender role identity

Ethnic Identity

Minority teenagers, especially those of color in a predominantly White culture
- . e . f
face the task of creating two identities in adolescence. Like other teens, they must

Learning Objective 12.6

Teenaged boys like these may
have an easier time achieving
high self-esteemn than girls of
the same age, because both
boys and girls seem to place a
higher value on certain tradi-
tionally “masculine” qualities
than on traditionally “feminine”
qualities.

How do minority, biracial, and immi-
grant teens develop a sense of eth-
nic identity?

develop a sense of individual identity that they believe sets them apart from oth-
ers. In addition, they must develop an ethnic identity that includes self-identification as
member .of their specific group, commitment to that group and its values and attitudes, a 3
som.e.attltudes (positive or negative) about the group to which they belong. Man min:)r?r
farmhes support children’s ethnic identity development by providing them wi.th speZiﬁc teac:lhY
ing about how their group differs from the dominant one. Similarly, some families who speak :
language different from that of the dominant group support children’s ethnic identity de\I::elo :
ment by teaching them the language of their home country. Researchers have found that n‘E:
nority teenagers whose families engage in such practices are likely to develop a strong sense of
ethnic identity (Davey, Fish, Askew, & Robila, 2003; Phinney, Romero, Nava, & Huan ; ZOOSIle)O
Psych-ologist Jean Phinney has proposed that, in adolescence, the deveiopment i)f a con;-
plete ethnic identity moves through three stages (Phinney, 1990; Phinney & Rosenthal, 1992)
Th(? first stage is an unexamined ethnic identity. For some subgroups in U.S. society. ;uch as:.
Af‘HC?‘ln Americans and Native Americans, this unexamined identity typically includes )the neg-
;tllf\l!: 1(11nf':1ges and stereo'types common in the wider culture (see The Real World on page 3495;.
= rep r,e 1tt 1:;;}; l;) }ele :;1; i:;aﬂye?szioéescence, l\;vith the advent of the cognitive ability to reflect and
heragocis gp ecomes keenly aware of how his own group is perceived by
s{)mflglmé?r’s se(i[cljlnd staﬁe is the- e_thnic identity search. This search is typically triggered by
" Xt;;le 1€I.1(;Ze hat ma es ethn1c1ty‘relevant——perhaps an example of blatant prejudice or
- v the widening experience .of high school. At this point, the young person begins to
mpare his own ‘ethmc group with others, to try to arrive at his own judgments.
whic?:; ;};Ei:ritlzn stlage is evej?tually foﬂ?wed by .the ethnic identity achievement stage in
the oot rL111 i evelop strategies for soh-rmg conflicts between the competing demands of
oy ant culture e}nd thos? of the ethnic group with which they identify. Most deal with
conflicts by creating two identities, one that they display when they are in the presence

- of ;
- Ot members of the dominant group and another that they exhibit when they are with mem-

bers of their own group.
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ethnic identity a sense of
belonging to an ethnic group
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Young people of color often
develop two identities: a psy-
chological sense of self and an

ceed at both tasks often think
of themselves as “bicultural”
and have an easier time relat-
ing to peers of the same and

ethnic identity. Those who suc-

\_other ethnicities.

In both cross-sectional and longitudinal studies,
Phinney has found that African American teens and
young adults do indeed move thr.ough thise. steps 0T
stages toward a clear ethnic identity. The “bicultural
orientation of the last stage has been found to be a con-
sistent characteristic of adolescents and adults Who have
high self-esteem and enjoy good relationf; with mem-
bers of both the dominant culture and their own ethnic
group (Yamada & Singelis, 1999).

Biracial Adolescents Biracial adolescents experi-
ence a different pathway to ethnic identitjlr, one that
highlights the difference between the biologllcall aspeFts
of race and the psychosocial nature of ethnic 1dent1§y.
Studies showing that biracial siblings often df.velop dif-
ferent ethnic identities highlight this distinctm}n. To ex-
plain these surprising findings, psycholog.lst I.\/Iarl1a
Root, who has studied identity development in biracial
teens for two decades, has proposed a theoretical m.odel
that includes four sets of factors that interact with a
biracial adolescent’s personality to shape the develop-
ment of her ethnic identity. '

Hazing and the emotional trauma that it engenders
represent one factor. Often, Root says, b1fac1al teens are
challenged to prove their “authenticity” by the racial
group of one parent. Such challenges force them to
adopt new music and clothing preferences, change the%r
speech patterns, and reject peers who represent their

s other parent’s group. This kind of hazing, says Root,

i ocial
leads biracial teens to reject the group by whom they are hazed, even if, for the sake of s
i formed to it.
survival, they outwardly appear to have con : . _—
Family and neighborhood variables constitute the second and T.hlrd factors. If atb;a;c;i
teen is abused or rejected by a parent, she tends to reject the kelthkr:n;zty o}f1 tbat parer:) f s’
if a biraci i ighborhood in which the ethnic group
over, if a biracial adolescent grows up in a neig ict st
is hi i is likely to adopt the ethnicity of that dominant group-
her parents is highly dominant, she is likely . icity of : i
Thelzourth factor that influences ethnic identity developmentin b.1r'ac1al teen.i' is tltl;epirdezntity
of other salient identities. For example, for teens growing up i military families,
of “Army brat” or “Air Force brat” supersedes ethnic identity.
ili re
Immigrant Teens Adolescents in immigrant families often feel caught betv;eer.l thteh zui;ln ;
of their parents and that of their new homes. For example, cultures that emphasize

: e on
munity rather than the individual view teens’ acceptance of family rt?zp(;n'mbﬂmes a; ; :11%1 ;
i i teen should get a job is decided 1n terms O ]
of maturity. A question such as whether a ‘ T v i
i t might be encouraged to work. )
needs, If the family needs money, the adolescent mig : s
the family needs the teenager to care for younger siblings wk.xﬁe the parents -wlc:rlﬁ t:u:r;rat _pt:lm .
time job is likely to be forbidden. By contrast, most Amenca;l tﬁa-rer;ts' thin .t Ca:) nzeniences
j ir chi to work even if their doing so 1n
obs help teens mature and allow their children i »
1;he parelilts in some way. As a result, the immigrant teen feels that his parents are preventing
him from fitting in with his American peers. - o o
Research il'igvolving Asian American teenagers helps to illustrate this point. PSYE'hOl:fthe
have found that first-generation Asian American teens often feel guilty ab?ut respon 1Iblg i
individualistic pressures of North American culture. Their feelings of guilt appear toh e -
on their parents’ cultural norms, which hold that the most mature adolescents are tT?ﬂSus
take a greater role in the family rather than trying to separate from 1t (.C.hen, %99'9). i :ba ;
many Asian American adolescents, achievernent of personal and ethnic identity 10v0

i i i ilial obligations
ancing the individualistic demands of North American culture against the famili
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els. Researchers conducted a survey in which -

__—THE REAL WORLD ———

e  Role Mode/ﬂﬂ/.lﬁ and in the Mm’ﬁ? o

Like many youngsters, Chérie idolizes profes-
sional athletes. Her current heroine is profes- -

~sional tennis star Serena Williams. Like her idol, -

Chérie is African American, and she is inspired

_not only by Williams's dynamic style of play, but

also by the fact that Williams has become a star
in-what was once an aII'-WhEte sport. Interest- .
ingly, Chérie’s uncle is a professor of English Jit-
erature at an ethnically diverse private college.
He, too, has achieved success in a profession
that wes at one time closed to minorities. So,

~ why does Chérie idolize Serena Williams and

other professional athletes rather than her own
uncle and others like him? This question has
been examined by researchers who are con- *

cerned about the ways in which media portray-

als of African Americans in various occupational -

roles influence children's career aspirations,
- Agood illustration of the complex nature of
the influence of models comes from research ex-

 amining African American children’s ideas about

which adults they consider to be their role mod-

4,500 African American boys aged 10 to 18 were

asked té name an important role model outside
their. own families (Assibey-Mensah, 1997). In-
vestigators thought that these boys would name -

" teachers as important role models because of
- their frequent interactions with them. However, a

{afge majority of the boyé named a professional

 athlete, and not @ single boy named a teacher as

an important personal role model (which is as- -

tounding when you think of the number of bays

who participated in the study). These findings 5
suggest that entertainment media are a more

 important source of role models for these youths

than their real-life experiences with adults.

- Clearly, neither frequency of interaction wifh a -
- ‘model nor similarity between the abserver and

the model explain these findings. However, com-

parisons of portrayals of teachers to those of ath- |
. letes in media may help explain why these boys
responded as they did.

News reports about public education often <

* characterize schools with large proportions of =
. ‘minority students as failures. The implication is -
- that teachers in such schools are ineffective. Fic-

tional teachers are often portrayed as inept, and

- many pop’UIarTV. programs geared to young:
audiences (for example, “South Park” and “The - -
Simpsons").depict teachers and other school of-
ficials as buffoons who are not respected by
their students. In contrast, stories about both °
real and fictional athletes are dominated by -
themes of fame, wealth, popularity, and =
achievements such as league championships
and record-breaking statistics. Considering the
contrast between the two, it isn't surprising that
African American bays prefer athletes as role-
“models rather than teachers, even though they
know many teachers and most likely have
 themselves no personal interactions with profes-
- sional athletes, ey

Que'stions for Reflection ;
1. How might frequent interaction make it less
~ likely that someone would be viewed by a
_ chidasarolemodel: v
2. In your opinion, to what extent are the con--
" cerns highlighted by these researchers - :
equally true for children of other ethnicities? :

for

of their parents’ cultures. Consequently, many teens in immigrant families develop a bicultural
identity (Farver, Bradha, & Narang, 2002; Phinney, Horenczyk, Liebkind, & Vedder, 2001).

Moral Development

Asyou read in Chapter 10, theorists representing various orientations think differently about
moral development. However, the theorist whose work has had the most powerful impact has
been psychologist Lawrence Kohlberg (Bergman, 2002; Colby et al., 1983; Kohlberg, 1976,

1981). Moreover, theories of moral reasoning have been important in explanations of adoles-
cent antisocial behavior.

Kohlberg’s Theory of Moral Reasoning

You may recall from Chapter 10 that Piaget proposed two stages in the develop-

Learning Objective 12.7
What are the features of moral rea-
soning at each of Kohlberg’s stages?

ment of moral reasoning. Working from Piaget’s basic assumptions, Kohlberg

devised a way of measuring moral reasoning based on research participants’ responses to
moral dilemmas such as the following:

In Europe, 2 woman was near death from a special kind of cancer. There was one drug that the
doctors thought might save her. It was a form of radium that a druggist in the same town had
recently discovered. The drug was expensive to make, but the druggist was charging ten times
what the drug cost him to make. He paid $200 for the radium and charged $2000 for a small
dose of the drug. The sick woman’s husband, Heinz, went to everyone he knew to borrow the
money, but he could only get together about $1000. . . . He told the druggist that his wife was
dying, and asked him to sell it cheaper or let him pay later. But the druggist said, “No, I discov-
ered the drug and I'm going to make money from it.” So Heinz got desperate and broke into the
man’s store to steal the drug for his wife. (Kohlberg & Elfenbein, 1975, p. 621)
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Table 12.1 Kohlberg's Stages of Moral Development

Level

Level I Preconventional

Level II: Conventional

Level Ill: Postconventional

and Individual Rights

Stages Description

Stage 1: Punishment and Obedi-  The child or teenager decides what is wrong on the basis of
ence Orientation what is punished. Obedience is valued for its own sake, but the
: "  child abeys because the adults have superior power.

Stage 2 Indwvidualism, Instrumen-  Children and teens follow rule; when it is in their immediate in-
tal Purpose, and Exchange terest. What is good is what brings pleasant results.

Moral actions are those that live up to the expectations of the
family or other significant group. “Being good" becomes impor-
tant for its own sake.

Stage 3: Mutual Interpersonal Ex-
pectations, Relationships, and In-
terpersonal Conformity

Moral actions are those so defined by larger social groups or the
society as a whole. One should fulfill duties one has agreed to
and uphold laws, except in extreme cases.

Stage 4: Social System and Con-
science (Law and Order)

This stage involves acting so as to achieve the "greatest good for
the greatest number." The teenager or adult is aware that most
values are relative and faws are changeable, although rules
should be upheld in order to preserve the social order. Still
there are some basic absolute values, such as the importance of
each person's life and liberty.

Stage 5: Social Contract or Utility

Stage 6: Universal Ethical Principles  The small number of adults who reason at stage 6 deveiqp gnd
3 follow self-chosen ethical principles in determining what is right.
These ethical principles are part of an articulated, integrated,
- carefully thought-out, and consistently followed system of values
and principles.

(Sources: Kohlberg, 1976; Lickona, 1978.)

Figure 12.4

Colby and Kohlberg’s
Longitudinal Study of
Moral Reasoning

These findings are from Colby
and Kohlberg'’s long-term longitu-
dinal study of a group of boys
who were asked about Kohlberg's
moral dilemmas every few years
from age 10 through early adult-
hood. As they got older, the
stage or level of their answers
changed, with conventional rea-
soning appearing fairly widely at
high school age. Postconven-
tional, or principled, reasoning
was not very common at any age.

(Source: Figure of “longitudinal study
of moral judgement” by A. Colby et
al, Figure 1, p. 46, © The Society for
Research in Child Development.
Reprinted by permission)
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Kohlberg analyzed participants’ answers to questions about such dilemmas (for example,
“Should Heinz have stolen the drug? Why?”) and concluded that there were three levels of
moral development, each made up of two substages, as summarized in Table 12.1: It is im-
portant to understand that what determines the stage or level of a person’s mora% judgment
is not any specific moral choice but the form of reasoning used to justify that choice. For ex-
ample, either response to Kohlberg’s dilemma—that Heinz should steal the drug or that he
should not—could be justified with logic at any given stage.

Age and Moral Reasoning
The stages are correlated some-
what loosely with age. Very few
children reason beyond stage 1 or
2, and stage 2 and stage 3 rea-
soning are the types most com-
monly found among adolescents
(Walker, de Vries, & Trevethan,
1987). Among adults, stages 3
and 4 are the most common
(Gibson, 1990). Two research ex-
amples illustrate these overall age
trends. The first, shown in Figure
12.4, comes from Kohlberg’'s own
longitudinal study of 58 boys,
first interviewed when they were

= [ w Py w o ~J
Q.00 300 O o el o
|

Percentage of reasoning types

Q,

Age in years

PART 5 ®@ ADOLESCENCE

10 and then followed for more than 20 years ( Colby et al., 1983). Figure 12.5 shows cross-
sectional data from a study by Lawrence Walker and his colleagues (1987). They studied 10
boys and 10 girls at each of four ages, interviewing the parents of each child as well. The results
of these two studies, although not identical, point to remarkably similar conclusions about the
order of emergence of the various stages and about the approximate ages at which they pre-
dominate, In both studies, stage 2 reasoning dominates at around age 10, and stage 3 reasoning
Is most common at about age 16.

Preconventional Reasoning At level ], preconventional morality, the child’s judgments
are based on sources of authority who are close by and physically superior—usually the par-
ents. Just as descriptions of others are largely external at this level, so the standards the child
uses to judge rightness or wrongness are external rather than internal. In particular, it is the
outcome or consequence of an action that determines the rightness or wrongness of the action.

In stage 1 of this level—punishment and obedience orientation—the child reljes on the
physical consequences of some action to decide whether it is right or wrong. If he is punished,
the behavior was wrong; if he is not punished, it was right. He is obedient to adults because
they are bigger and stronger.

In stage 2—individualism, instrumental purpose, and exchange—the child or adolescent
operates on the principle that you should do things that are rewarded and avoid things that are
punished. For this reason, the stage is sometimes called naive hedonism. If it feels good or
brings pleasant results, it is good. Some beginning of concern for other people is apparent dur-
ing this stage, but only if that concern can be expressed as something that benefits the child or
teenager himselfas well. So he can enter into agreements such as “If you help me, I'll help you.”

To illustrate, here are some responses to variations of the Heinz dilemma, drawn from
studies of children and teenagers in a number of different cultures, all of whom were at stage 2:

He should steal the [drug] for his wife because if she dies he’ll have to pay for the funeral, and
that costs a lot. [Taiwan]

[He should steal the drug because] he should protect the life of his wife so he doesn’t have
to stay alone in life. [Puerto Rico] (Snarey, 1985, p. 221)

Conventional Reasoning At the next major level, the level of conventional morality,
rules or norms of a group to which the individual belongs become the basis of moral judg-
ments, whether that group is the family, the peer group, a church, or the nation. What the
chosen reference group defines as right or good is right or good in the individual’s view.
Again, very few children exhibit conventional thinking, but many adolescents are capable of
this kind of moral reasoning,

100 —

80 —

Stage 3-4

o
o
I

Percentage

Stage 4-5

| | 1 | i
6 [grade 1) 9 (grade 4) 12 (gradel?’) 15 {grade 10) Parents

Ages
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preconventional morality in
Kohlberg’s theory, the level of
moral reasoning in which
judgments are based on au-
thorities outside the self

conventional morality in
Kohiberg's theory, the level of
moral reasoning in which
judgments are based on rules
or norms of a group to which
the person telongs

Figure 12.5

Percentages of Children
and Parents Who Show
Moral Reasoning at Each
of Kohlberg’s Stages

(Source: Walker et al, from Table 1,

p- 849, "Moral stages and moral orien-
tations in real-life and hypothetical
dilemmas,” Child Development, 60
[1987], 842-858. By permission of the
Society for Research in Child Devel-
opment.)




Civil disobedience involves in-
tentionally breaking laws one
believes to be immoral. For ex-
ample, in the early years of the
U.S. civil rights movement,
African Americans broke laws
that excluded them from cer-
tain sections of restaurants by
“sitting in” at Whites-only
lunch counters. Practitioners of
civil disobedience do not try
o evade the consequences of
their actions, because they be-
lieve in upholding the law as a
general principle even though
they may view some specific
laws as immoral. Thus, the
thinking that underlies acts of
civil disobedience represents
Kohlberg's postconventional
level of moral reasoning.

o

postconventional morality
in Kohlberg's theory, the level
of moral reasoning in which
judgments are based onan in-
tegration of individual rights
and the needs of scciety
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Stage 3 (the first stage of level II) is t.he stage
of mutual interpersonal expectations, relationships,
and interpersonal conformity (sometimes also
called the good boy/nice girl stage). Regardles.? of
age, individuals who reason at this stage believe
that good behavior is what pleases oth.er people.
They value trust, loyalty, respect, gratitude, and
maintenance of mutual relationships. Andy, a boy
Kohlberg interviewed who was at stage 3, said:

I try to do things for my parents, they’ve.always
done things for you. I try to do everything my
mother says, [ try to please her. Like she wants me
to be a doctor and I want to, 100, and she’s help-
_ing me get up there. (Kohlberg, 1964, p. 401)

Another mark of this third stage is that the
individual makes judgments based on intentions
as well as on outward behavior. If someone “didn’t mean to do it,” the wrongdoing 1s seen as

ious than if the person did it “on purpose.”
o SSEtr;;: Z, the secondpstage of the conventional morality level, il_'lcorporates tgle n?atl'msssj na1
larger reference group into moral judgments. Kohlberg labeled 'fhss th.e stage of social sy’ !
and conscience. It is also sometimes called the law-and-order or1e'nmt10n. People reas%nl.mg a
this stage focus on doing their duty, respecting authorlt)f, following rules and 1aws;ih fenentlc«)
phasis is less on what is pleasing to particular peoplf: (as in stage 3) and more on & 613 ind
a complex set of regulations. However, the regulations themselves are not questlorie , and
morality and legality are assumed to be equivalent.‘Tberefozre, for a person at staﬁe s ;on ©
thing that is legal is right, whereas something that is illegal is wrong. Consequently, cha g
in law can effect changes in the moral views of individuals who reason at stage 4.

Postconventional Reasoning The transition to leveI.HI, p?stf:onventional r;mrakllxtyz is
marked by several changes, the most important of which is a shift in the source o1 autl Icljrgly.
Individuals who reason at level I see authority as totally outside of themselves; at' eve;':1 , the
judgments or rules of external authorities are internalized, but ‘%hey are not gug:?tl%n; or aﬁi{rés
alyzed; at level III, a new kind of personal authori'fy' emerges, 1n.w1}1ch an individu rr:3d ”
choices and judgments based on self-chosen principles or on principles t}.lat arc;h aﬁ;m _
transcend the needs and concerns of any individual or group. Postconventional ers rep
resent only a minority of adults and an even smaller mmor.lty of adolesc:s:nts. . .
In stage 5 at this level, which Kohlberg called the social a':ontracr orientation, .sucl e
chosen principles begin to be evident. Rules, laws, and regulano.ns are nf)t seei's afits ur:knOWI:
they are important ways of ensuring fairness. But people 9perat1ng at thls. leve C1so a o
edge that there are times when the rules, laws, and regulations need. to be ignore Oli c : fa é
The American civil rights movement of the 1950s and 1960s is a good example of stag

5 reasoning in action. Civil disobedience—deliberately breaking laws that were believed to be

g h : . <A
: mmoral—arose as a way of protesting racial segregation. For example, in restaurants, Afri

Americans intentionally took seats that were reserved for Whi‘te.s. Tt is import;?ntttﬁ noti ;h;'f
the practice of civil disobedience does not usually imfolve. avoiding t.he penz?ltles ?;c a;l o
pany criminal behavior. Indeed, some of the most effective and poignant images ‘Oﬂed .
period of U.S. history are photographs of individuals who surr‘enderad and were 51 .
breaking segregation laws. This behavior illustrates the §tage 5 v1ew.that, as Z gen;:r : H}:mor
ple, upholding the law is important, even though a spf:aﬁc law that is deemed to be i
can—or even should—be broken when breaking it will serve to promc?te the comrlfloﬂln gta 3
In his original writing about moral development, K‘ohl‘t‘)erg also mcluc‘led a sucn i al%d:
the universal ethical principles orientation. Stage 6 reasoning involves bale?ncmg fe%uahzlﬂd e
but conflicting, moral principles against one anotber in order to deteI:mme vizh1c sk e
¢ with respect to a specific moral issue. For examPle, in arguing agalr;\s =
le say that an individual’s right to life is more %mportant than s
om those who are convicted of heinous crimes. Such a claim

given precedenc
ital punishment, some peop
ciety’s right to exact justice fr
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might or might not be an example of stage 6 reasoning. Remember, the key to assessing an
individual’s stage of moral development is to fully probe the reasoning behind his or her an-
swer to a question about a moral dilemma. Sometimes this kind of probing reveals that ar-
guments that, on first glance, appear to represent stage 6 thinking are actually based on the
authority of a religious tradition or a highly respected individual, in which case the reason-
ing is conventional rather than postconventional. Occasionally, though, the individual mak-
ing such an argument is able to explain it in terms of a universal ethical principle that must
always be adhered to regardless of any other considerations. In the case of opposition to the
death penalty, the universal ethical principle would be the idea that the maintenance of
human life is the highest of all moral principles. Note, however, that a person reasoning at
stage 6 would not argue that society has no right to punish criminals, Instead, he or she would
say that, in situations where upholding such rights involves termination of a human life, the
right to life of the person whose life would be ended takes precedence.

Kohlberg argued that this sequence of reasoning is both universal and hierarchically
organized. That is, each stage grows out of the preceding one. Kohlberg did not suggest
that all individuals eventually progress through all six stages—or even that each stage is
tied to specific ages. But he insisted that the order is invariant and universal. He also be-
lieved that the social environment determines how slowly or rapidly individuals move
through the stages.

The evidence seems fairly strong that the stages follow one another in the sequence
Kohlberg proposed. Long-term longitudinal studies of teenagers and young adults in the
United States, Israel, and Turkey show that changes in participants’ reasoning nearly always
occur in the hypothesized order (Colby et al., 1983; Nisan & Kohlberg, 1982; Snarey et al,,
1985; Walker, 1989). People do not skip stages, and movement down the sequence rather than
up occurs only about 5-7% of the time.

Variations of Kohlberg’s dilemmas have been used with children in a wide range of coun-
tries, including both Western and non-Western, industrialized and non-industrialized
(Snarey, 1985). In every culture, researchers find higher stages of reasoning among older chil-
dren, but cultures differ in the highest level of reasoning observed. In urban cultures (both
Western and non-Western), stage 5 is typically the highest stage observed; in agricultural so-
cieties and those in which there is little opportunity for formal education, stage 4 is typically
the highest. Collectively, this evidence seems to provide quite strong support for the univer-
sality of Kohlberg's stage sequence.

Causes and Consequences
of Moral Development

The most obvious reason for the general correlations between Kohlberg’s stages

What are some important causes
and effects in the development of
moral reasoning?

Learning Objective 12.8

and chronological age is cognitive development. Specifically, it appears that chil-

dren must have a firm grasp of concrete operational thinking before they can develop or use
conventional moral reasoning. Likewise, formal operational thinking appears to be necessary
for advancement to the postconventional level.

To be more specific, Kohlberg and many other theorists suggest that the decline of ego-
centrism that occurs as an individual moves through Piaget’s concrete and formal operational
stages is the cognitive-developmental variable that matters most in moral reasoning. The idea
is that the greater a child’s or adolescent’s ability to look at a situation from another person’s
perspective, the more advanced she is likely to be in moral reasoning. Psychologists use the
term role-taking to refer to this ability (Selman, 1980). Research has provided strong support
for the hypothesized link between role-taking and moral development (Kuhn, Kohlberg,
Languer, & Haan, 1977; Walker, 1980).

Nevertheless, cognitive development isn’t enough. Kohlberg thought that the develop-

- ment of moral reasoning also required support from the social environment. Specifically,

he claimed that in order to foster mature moral reasoning, a child’s or teenager’s social en-
vironment must provide him with opportunities for meaningful, reciprocal dialogue about

. Moral issues.
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role-taking the ability to
look at a situation from an-
other person’s perspective
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