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Caring that develops can be limited to a particular group of peo-
ple, to some “in-group.” When the basic needs of whole groups of
people are frustrated by difficult social conditions, such as economic
problems, political upheaval, and great societal change, psycholog-
ical and social processes can lead those group to turn against and
victimize others (Staub, 1989a). If enough people in a group have
developed inclusive caring (caring for the welfare of people who are
not members of their group, ideally for all human beings) and moral
courage (the courage to speak out and act according to one’s values.
and beliefs in the face of potential or actual opposition, i.e., even if
these beliefs and values are contrary to prevailing views in one’s
immediate environment or larger group), their active bystandership,
their speaking out in behalf of their values and in behalf of the people
who are harmed, can inhibit the evolution of increasing harmdoing
and violence. I will note the importance of inclusive caring, moral
courage, and positive bystandership both on the societal level and
on the level of smaller groups groups—for example, children’s peer
groups, where they can inhibit bullying. I will also discuss the devel-
opmental roots of such processes and how they can be fostered.
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and that lead them to promote others” welfare..One such belief is
enlightened self-interest. While enlightened self-interest may seem
the least moral of moral beliefs since the motivation is to create a
world in which one will be helped in turn, it may be a core belief out
of which much of morality develops. The motivation here arises from
the existence, awareness, or knowledge of and belief in the human
proclivity for reciprocity, including “generalized reciprocity” (for a
diseussion of this, see Staub, 1978). The latter is the notion that, if
one helps another person, this person is not only more likely to help
oneself in return but also more likely to help some other person in
‘need. Thus, by helping others, one contributes to creating a world
in which people in general will be helpful to oneself as well as to
important people in one’s life. The belief in enhghtened self-interest
can, and in the course of. the evolution of morality in'society is likely
to, develop into the belief that one should help other people and that
people ought to help each other. These; as well as justice and the
sanctity of human lives, are among important moral beliefs.

I see motivation as moral when to some substantial degree its
focus is to fulfill or live up to a moral belief; value; or principle. One
limitation of such motivation is that its focus can become adherence
to the norm or principle itself rather than the human welfare that it
tries to protect or advance. It can, therefore, lead to distortions, such
asjustice not mitigated by mercy. Children may be punished to serve
justice in ways that make them into less caring people. In the end, the
purpose of the moral value or principle, to serve human welfare, is
subverted, possibly both at the moment and in the long run. Another .
possible distortion is a primary focus on living up to one’s view of
oneself as a moral person rather than on the welfare of the people
whorn the moral principles aim to serve (Karylowski, 1976).

. Altruistic motivation, the desire to benefit someone in need, to
reduce a person’s distress or enhance his or her well-being, is more "
directly focused on the person rather than on a belief or principle.
Tt can arise from affective connections to a person or people that
‘make empathy or sympathy possible and more likely. It can also arise
from certain types of moral beliefs or values, such as a belief in one’s’
Tesponsibility for others’ welfare. It probably often arises from some
¢ombination of the two. _

‘Altruistic motivation is likely to have at least two related but not -
1dentxca1 roots. One is affective: empathy, or the vicarious.experience
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of others’ feelings. The kind of empathy that generates sympathy has
been found especially important in motivating helpful action. Sym-
- pathy includes both feeling with and concern about a person (Bat-
son, 1990; Eisenberg, 2002; Eisenberg & Fabes, 1998; Hoffman, 1975a,
1975b; a feeling of sorrow or concern for the distressed or needy
other {Eisenberg, 2002, p. 135]). In contrast personal distress—when
someone’s distress generates distress that is seemingly empathic but
that is focused on the self (Batson, 1990; Eisenberg, 2002; Eisenberg
et al., 1989)—gives rise to motivation to reduce one’s own distress.
It leads to helping when that is the best way to reduce one’s own
* distress, but not when some other action, like leaving the situation,
is a relatively easy way to reduce one’s distress (see Eisenberg, in this
volume). : ‘

Another form of altruistic motivation is what I have called proso-
cial value orientation. This orientation is related to helping people in ei-
ther physical distress (Erkut, Jaquette, & Staub, 1981; Staub, 1974) or
psychological distress (Feinberg, 1978; Grodman, 1979; Staub, 1978,
1980; see also Carlo, Eisenberg, Troyer, Switzer, & Speer, 1991;
Shroeder, Penner, Dovidio, & Piliavin, 1995). In these studies proso-
cial orientation was measured by a combination of existing measures
that were factor analyzed, with the scores on a first, dominant factor
used as indicators of prosocial orientation. For subsequent studies a
measure of prosocial orientation that [ developed was used (Staub,
1989b, 2003). Scores on this measure were related to self-reports of
varied forms of helping (Staub, 1995, 2003). Prosocial orientation was
also positively related to constructive patriotism, which combines
love of country with the willingness to oppose policies that are con-
trary to humane values, and negatively related to blind patriotism, a
tendency to be uncritical of one’s country, to not consider whether its
policies or practices are “right or wrong” (Schatz, Staub, & Lavine,
1999; Schatz & Staub, 1997; Staub, 1997). .

As we measured it, the three primary aspects of a prosocial value
orientation appear to be a positive view (i.e., a positive evaluation
and, hence, valuing) of human beings, a concern for people’s wel-
fare, and a feeling of personal responsibility for others’ welfare (see
Feinberg, 1978; Grodman, 1979; Schatz et al., 1999; Staub, 1974, 1989b,
1995, 2003). Although a prosocial value orientation has been mea-
sured “cognitively,” in a questionnaire, it appears to be an affective,
sympathetic orientation to people combined with a conscious con-
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cern about people’s welfare and a belief in one’s own responsibility
for others’ welfare. Empathy, and especially sympathy, embody con-
cern for others, which presumably requires a positive evaluation of
or orientation to human beings. A feeling of personal responsibility
may, however, be an important additional motivational component,
making action in behalf of people in need more likely.

When such personal characteristics as the holding of moral val-
ues or a prosocial orientation or a tendency to respond with empathy
and sympathy are activated by circumstances such as others’ need
for.help or distress, it is likely that they will give rise to motivation
to help. As research with a prosocial value orientation indicates, and
as one would expect, people inclined to respond with such altruistic
motivation to others’ needs are helpful under a wide range of condi-
tions.

~ The literature on aggression also differentiates among motiva-
tions for harming others. The most prominent distinction has been
between hostile aggression, motivated by the desire to harm, and
instrumental aggression, which aims to gain benefits for oneself and
uses aggression as a means to that end (Berkowitz, 1993). Defen-
sive aggression, which aims to protect the self (from real or imagined
harm)—a common form of aggression (Dodge, 1993; Toch, 1969)—
may be differentiated from other forms of instrumental aggression.
But, in this as well as in other kinds of aggression, hostile and instru-
mental motives frequently join (Staub, 1996b). Recently a distinction
has been made between physical aggression, on the one hand, and
relational aggression (such as excluding others, or spreading rumors
about them, or harming their reputation in other ways), on the other.
The former has been described as more characteristic of boys, the
latter of girls (Crick, 1997).

One would expect that values and emotional orientations that
give rise to moral or altruistic motivation for helping would also
reduce aggression. This has been explored to a somewhat limited
extent. Feshbach and Feshbach (1969), for example, found that very
young children who were more empathic were not less aggressive
but that somewhat older children who were more empathic were less
aggressive. In a number of studies Eisenberg has found that children
who respond to others’ need with sympathy tend to be less aggres-
sive (see Eisenberg, in this volume). Kohlberg and Candee (1984)
found that aduits who had higher responsibility subscores at various
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stages of moral development were less likely to continue to obey the
experimenter and administer electric shocks in a Milgram obedience
study. Spielman and Staub (2000) found that seventh- and eighth-
grade boys who were less aggressive, as measured by teacher rat-
ings and in-school detentions, had higher prosocial value orientation
scores (on an adolescent version of the measure).

In addition to characteristics directly relevant to the motivation
to help, other characteristics are required to give rise to the motiva-
tion and lead to its expression in action: I have called these supporting
characteristics (Staub, 1980). One of these is a feeling of efficacy (Mid-
larsky, 1971; Staub, 1980, 1995, 2003), which makes it likely that the
motivation for helping is transformed into action and probably even
that the motivation arises. Another is the capacity for role taking, for
understanding how others’ circumstances would affect them or how
others actually feel (Eisenberg & Fabes, 1998; Staub, 1979). This is
especially important when the nieed for help is not obvious.

Basic Human Needs, Altruism, and Aggression

Varied psychological theories include assumptions about central
péychological needs. Some theorists (Erikson, 1959; Maslow, 1968,
1987; Murray, 1938; and, more recently, Burton, 1990; Kelman, 1990;
Pearlman & Saakvitne, 1995; Staub, 1989a, 2003) have proposed the
existence of universal human needs. If there are universal, basic,
psychological needs, they must play a substantial role in human life.
I'have been suggesting that the frustration of basic needs is central in
the development of hostility and aggression and that their fulfillment
is central in the development of caring about other people’s welfare
and altruism (see Staub, 1989a, 1996b, 1999b, 2003).

The needs on which I have focused, which overlap with needs
that others have proposed, are those for security, for a positive iden-
tity, for effectiveness and control, for a positive connection to other
human beings, for autonomy, for a comprehension of reality, for life
satisfaction, and for transcendence of the self (for definitions and de-
tailed discussion, see esp. Staub, 2003). These needs are not seen as hi-
erarchical. Possibly the need for security is more basic than the others,
and the needs for life satisfaction and for transcendence (the need to.
gobeyond the self, which can be satisfied by helping others or by con-
necting to nature or to spiritual entities) are more advanced, deriving
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from and following the satisfaction of the other needs. However,
apart from transcendence, all these needs are present at birth. And
even at a very early age children are often in transcendent states, in
which there is absorption in something beyond the self—seemingly
an element or component of later transcendence (Staub, 2003).

Basic needs are powerful. They press for satisfaction. When they
are not fulfilled in constructive ways in the course of normal expe-
rience, people will develop destructive modes of need satisfaction.
Destructive need satisfaction means that a person fulfills one need in a
way that frustrates his or her other needs (if not imnmediately, then in
the long run) or that he or she fulfills needs in a way that frustrates
other people’s fulfillment of their basic needs.

For example, the need for effectiveness and control is the need to
feel that one can influence events and, especially important, that one
can protect oneself from harmful events and fulfill important goals.
When this need is greatly frustrated, and especially when the frus-
tration is the tesult of traumatic experience, the hallmark of which
is lack of control over extremely stressful events that feel life threat-
ening (Herman, 1992; Peariman & Saakvitne, 1995; Staub, 2003, n.d.-
b), then a child (or an adult) may attempt to exercise control over all
events, including the behavior of other people. This leads to constant
vigilance, or hypervigilance, which is stressful.

The excessive need for control limits the range of the individual’s
behavior and interferes with the development of his or her own self
and, thereby, the satisfaction of his or her need for a positive identity.
It will also frustrate the needs of other people whom the individual
seeks to control (e.g., their need for effectiveness and autonomy) and
evoke reactions that will frustrate the individual’s need for positive
connection to others. For example, a child may try to constantly direct
the activities of friends, including the extent and nature of their rela-
tionships to other children. This makes the child less attentive to and
less engaged with other things. It also negatively affects the friends,
possibly even leading them to terminate the friendship.

Difficult, stressful conditions of life may frustrate the basic needs
of whole groups of people, leading to destructive modes of need
fulfillment. A group may scapegoat some other group, for example,
a subgroup of society, blaming it for the difficulties of life. It may
create an ideology (a vision of social arrangements) that is destruc-
tive, in that it identifies some people as enemies who must be de-
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stroyed to fulfill the “positive” vision of the ideology. These psy-
chological /social practices may help fulfill basic needs by making
members of the group feel that they are not at fault for life problems,
by giving them a feeling of effectiveness in working to fulfill the ide-
ology, by creating connection among those who scapegoat or are part
of an ideological movement. But they fulfill basic needs destructively,
in that the group’s psychological and social processes do not ad-
dress the real problems and, over time, tend to lead to violent actions
against others (Staub, 1989a). They also usually lead to the defeat,
humiliation, and psychological traumatization of the group that has
engaged in violence. Creating hopeful visions of the future that are
inclusive, that bring everyone together to address life problems, can
help fulfill basic needs constructively (Staub, 1989a, 2003)‘.

~ Socialization Practices and Experiences That Promote
Caring, Helping, Altruism, and Nonaggression

Affection and Nurturance Versus Neglect and Harsh Treatment
Temperamental characteristics of children enter into the develop-
‘ment of altruism and aggression (Coie & Dodge, 1998; Eisenberg
& Fabes, 1998). However, impulsiveness, which has been linked to
boys” aggression, and other temperamental characteristics that may
predispose a child to aggression are both shaped by experience and
exert influence in interaction with social experience. Their expres-
sions are shaped by harsh treatment or lack of support from and
appropriate guidance by parents and other people. Similarly, tem-
peramental dispositions appear to play a role in the development
. of empathy in conjunction with early socializing experiences (Zahn-
Waxler & Radke-Yarrow, 1990). Surrounding social conditions, like
poverty, also play an important role, but they again appear to exert
influence primarily by affecting how parents relate to and guide chil-
dren (McLoyd, 1990). Here I will focus on childrearing practices.
Becoming a caring, helpful, altruistic person, or a hostile, ag-
gressive one, is the result of combinations or patterns of childrearing
(Staub, 1979, 1996a, 2003, n.d.-b). Parents responding to their infants’
needs and their continuing nurturance, warmth, affection, and sen-
sitivity to their children are the core socializing practices and expe-
riences for the development of helpful tendencies in children (Eisen-
berg, 1992; Eisenberg & Fabes, 1998; Hoffman, 1970a, 1970b, 1975a;
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Shaffer, 1995; Staub, 1971, 1979, 1996a, 1996b, 2003, n.d.-b; Yarrow &
Scott, 1972). In contrast, parents neglecﬁng or harshty treating their
children—rejection, hostility, the extensive use of physical punish-
ment, and physical or verbal abuse—are the core socializing practices
and experiences that contribute to the development of aggression
(Coie & Dodge, 1998; Eron, Walder, & Lefkowitz, 1971; Huessman,
Eron, Lefkowitz, & Walder, 1984; Huesmann, Lagerspetz, & Eron,
1984; Lykken, 2001; Staub, 1996a, 1996b, 2003, n.d.-b; Weiss, Dodge,
Bates, & Pettit, 1992; Widom, 1989, 1989b).

Warmth, affection and nurturance mean that adults are respon-
sive to the needs of the child. Responsiveness to the infant’s and
young child’s physical and social needs fulfills the basic needs for
security and connection. Parents’ sensitive responding to the infant’s
signals also satisfies the child’s need for efficacy and control. Re-
sponding to signals and satisfying needs also affirm the child and
begin to develop the rudiments of a positive identity. Such sensitive
parental responding is associated with the development of secure at-
tachment (Ainsworth, Bell, & Stayton, 1974; Bretherton, 1992; Shaffer,
1995; Thompson, 1998; Waters, Wippman, & Sroufe, 1979). In turn,
secure attachment is associated with helping peers when children are
314 years old (Waters et al., 1979) and with empathy and prosocial
behavior in preschool (Kestenbaum, Farber, & Sroufe, 1989).

As children get older, love, affection, and caring about a child’s
welfare can take varied forms. For example, an essential characteris-
tic of the parents of boys who have high self-esteem appears to be that
they care about their children’s welfare, which makes the children
feel cared about. But this caring is expressed by them in many ways
and not necessarily through physical affection (Coopersmith, 1967).
Sensitivity in caring about and responding to the child’s feelings and
needs, to who the child is, will fulfill all basic needs. It will develop
connection to important adults, which in turn is a source of positive
orientation toward people in general. That this is the case is sug-
gested by research findings that show that securely attached children
are also capable of creating positive connections. Such children have -
positive relationship to peers in the early school years (Waters et al.,
1979). They are able to create nonaggressive interactions in preschool
with children who were found avoidantly attached ata younger age
and whose interactions with anxiously attached and other avoidantly
. attached children are aggressive (Troy & Sroufe, 1987). Furthermore,
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unpublished research that I conducted with Don Operario suggests
that college students who rate their parents as affectionate and caring
also have a positive view of human beings and express concern about
and feelings of responsibility for others” welfare. As noted earlier,
such a prosocial value orientation is related to varied forms of help-
ing. Warm parenting is also linked to children’s empathy.

In contrast, severe negative effects result from neglect and the
ineffectiveness of the child’s signals (such as crying) to bring about
the satisfaction of essential biological (and social) needs. Research has
shown that infants in institutions characterized by poor caretaking
become depressed and die in significant numbers. Those who sur-
vive later show deficiency in their capacity for human connection
~ and in other domains (Shaffer, 1995; Thompson & Grusec, 1970). The
conditions in such institutions frustrate infants’ basic needs for se-
curity, connection, and effectiveness/control. Because of inadequate
staffing, infants are fed and cared for on a rigid schedule and when
it is their turn, not when they are in need. Their crying brings no
response, arid they have no significant connection to their caregivers.

Neglect beyond infancy also has extreme negative consequences.
Emotional neglect and inattention to the child as a person and to his
or her efforts to gain connection and affirmation appear to have at
least as severe consequences as harsh treatment (Erickson & Egeland,
1996). Harsh treatment also frustrates basic needs, increasingly so
as it becomes more severe and abusive. When it is unpredictable,
it creates insecurity. When it is inescapable, it creates a feeling of
ineffectiveness. It diminishes the child and breaks connection with
important people. It creates a view of people and the world as hostile -
and dangerous, which interferes with the ability to develop connec-
tions to people. Aggressive boys, as well as men, may come to use
their aggression as a destructive mode of fulfilling needs for secu-
rity, efficacy, positive identity, and even connection. They come to
interpret others’ behavior toward themselves as hostile (Dodge, 1980,
1993) and see aggression as normal, appropriate, and even inevitable
(Huessman & Eron, 1984). When boys are victimized and also have
aggressive models and people who coach them in aggression—a sit-
'uation that has been referred to as violentization—they may become
intensely aggressive (Rhodes, 1999).

Guidance and Discipline Warmth and affection fulfill basic needs
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and provide the basis for caring about others” welfare, but they do
not develop caring in the child unless accompanied by parental guid-
ance. Parental permissiveness, which is the absence of guidance, has
been associated with aggression by adolescents independent of the
warmth-hostility dimension (DiLalla, Mitchell, Arthur, & Pagliococ-
‘ca, 1988). Warmth and affection are not associated with at least one
form of prosocial behavior, generosity, when parents are permissive
(Eisenberg, 1992; Eisenberg & Fabes, 1998; Staub, 1979).

Positive guidance itself fulfills basic needs. Guidance provides
structure and order in children’s lives and makes it easier to gain
understanding of the world and develop self-guidance, control, and
regulation. By teaching children how to act in order to be successful
in their efforts, guidance contributes to the development of a sense of
efficacy and positive identity. Parents of high-self-esteem children set
high but achievable standards for them (Coopersmith, 1967). Guid-
ance can help children set standards for themselves that make self-
reinforcement possible.

Positive guidance uses and further develops the potentials/in-
clinations developed by the fulfillment of basic needs. In contrast,
inherent in harsh treatment is negative guidance—the tendency to
use force rather than verbal communication and the modeling of ag-
gression. In such parenting, guidance is not separate from discipline
and represents a harsh rather than a moderate form of discipline. The
frequent use by parents of their power, in denying or withdrawing
privileges, makes the development of caring and helping less likely
and of aggression more likely (Coie & Dodge, 1998; Eisenberg &
Fabes, 1998; Hoffman, 1970b; Staub, 1996a, 2003, n.d.-b).

Positive guidance consists of adults setting rules for children, but
doing so in a democratic manner. Parents can exercise firm control—
so that children will act according to important rules—while still be-
ing responsive to their children’s explaining or reasoning about what
they think and want (Baumrind, 1971, 1975). Adults who practice
positive guidance also explain reasons for rules. Induction—pointing
out to children the consequences of their behavior for others—has
been found useful in promoting empathy and prosocial behavior
(Eisenberg & Fabes, 1998; Hoffman, 2000; Zahn-Waxler & Radke-
Yarrow, 1990). Reasons and explanations, when combined with a
positive orientation to other people provided by the fulfillment of

- basic needs, help children understand others’ internal worlds, de-
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velop empathy, and feel responsibility to help, and not to harm, oth-
ers (Staub, 1979). Providing examples of positive behavior toward
. other people is another important form of guidance, accomplishing
similar goals. Through such guidance children learn both the values
of caring, empathy, and sympathy and the actlons that benefit other
people. :
When explicit guidance is limited, when rules and explanations
that structure and help children understand reality are lacking, then
personal experiences, such as interactions that fulfill or frustrate basic
needs, and the examples of models become even more powerful.
However, explanations that conflict with or are contrary to powerful
negative experiences with people—like abuse—will have little pos-
itive effect. Verbally guiding children to think about others’ needs
while they are the objects of abuse or other harmful behaviors is
unlikely to be effective. Children who feel uncared for cannot be
instructed to care about others. Guidance by the same person that
aims to promote caring values, but that is combined with significant -
levels of harsh treatment, is likely to have limited success in devel-
oping caring (see, however, the discussion below of altruism born of
suffering). Such behavior represents hypocrisy. Even milder forms of
hypocrisy—for example, when an adult tells a child that he should
donate a certain number of the rewards that he has won but then her-
self donates fewer—lead children to ignore the adult’s guidance, to
not do what the adult said. The children themselves learn hypocrisy.
They act as the adult did but give younger children the instructions
that the adult gave them (Mischel & Liebert, 1966).

Guidance itself is frequently not explicit, verbal, or even inten-
tional. The reactions of adults to events, which provide information
and have affective consequences, can function as guidance. Eisen-
berg’s research shows that parents” facial expressions in response to
emotionally arousing film sequences are related to children’s regu-

“lation of emotion and their sympathetic responsiveness (see Eisen-
berg, in this volume). Facial expressions and other bodily reactions
to members of devalued groups, a parent’s grip tightening on the

child’s hand when they pass by a seedy looking homeless person, an-
~ adult’s joy or distress, all provide information to and create affective
reactions in the child. They tell the child the meaning and affective
value of events.
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Natural Socialization and Learning by Doing Helping others in-
creases children’s later helping behavior (Staub, 1975, 1979, 2003).

_There is also evidence from research with adults that harming oth-
ers increases later harmful and aggressive actions (Buss, 1966; Gold-
stein, Davis, &.Herman, 1975). Children and adults, as well as whole
groups of people (Staub, 1989a, 2003), learn by doing. Adults can en-
gage in “natural socialization” (Staub, 1979), giving children mean-
ingful responsibilities to help at home or at school (Grusec, Kuczyn-
ski, Rushton, & Simutis, 1978; Whiting & Whiting, 1975), or guiding
them to engage in helpful actions in relation to peers, adults, or the
community. In contrast, parents who allow violent behavior by chil-
dren or encourage aggression against peers are likely to promote the
development of aggressive tendencies.

Children or adults who harm others and have no negative re-
actions to or other constraints on their actions are likely to justify
what they do by both increasingly devaluing those whom they have
harmed and finding good reasons for their actions. This makes new
and greater harmdoing possible and probable. At the group level as
well, lesser harmdoing against members of another group changes
individuals, group norms, and even institutions and furthers the mo-
tivation for and allows the development of increasingly harmful ac-
tions. Intense violence like genocide evolves in this manner. The ac-
tions of witnesses, of “bystanders,” in exerting positive influence
to halt this evolution, whether in individuals or groups, is crucial
(Staub, 1989a, 2003).

The constraints on the development of aggressiveness can some-
times be internal, coming from already developed characteristics of
a person. One of my students described in a paper his anger at a

_“friend” who stole a significant amount of money from him. He beat
up this friend, giving him a bad nosebleed. But he was so horrified
by his action that he became very nonaggressive. However, when
values and emotional orientations like sympathy, which can function
as internal controls, have not yet developed, the constraints need to
be external.

Children learn to be helpful “by doing” for two reasons. First,
their actions fulfill basic needs, and, second, they develop values,
beliefs, and skills or extend inclinations already developed through
the fulfillment of their basic needs, verbal guidance, and other ways.
If the experience of engaging in helpful action has positive cultural



46
MORAL MOTIVATION THROUGH THE LIFE SPAN

meaning (as is often the case, except in certain subcultures) and leads
to others’ improved welfare, it fulfills basic needs for positive iden-
tity, effectiveness, and positive connection, both to the people helped
and to the larger community the values of which the person fulfills.
It also expresses and intrinsically affirms the value of helping and,
thereby, is especially effective in leading children both to value oth-
ers’ welfare and to see themselves as helpful persons (Eisenberg &
Cialdini, 1984; Grusec et al., 1978; Staub, 1979, 2003).

In a series of studies with fifth- and sixth-grade children, my
students and I have found (reviewed in Staub, 1979, 2003) that en-
gaging children in helping others tends to increase their later helping.
Children who were led to make toys, either for hospitalized children
(especially, in the case of girls, when the benefits of their actions
were pointed out to them) or in order to help an art teacher prepare
materials, tended later to be more helpful. So were children who had
opportunities to teach younger children to make puzzles or to use
first-aid techniques. :

The benefits of these helping experiences vary depending on
particular procedures, on the gender of the children, and on the way
they are assessed. For example, fifth- and sixth-grade boys writing
letters to hospitalized children as a way of helping them show a
base rate that is near zero and does not change. But they show the
effects of learning by doing on an envelopes test, in which they are
asked to gather pictures, poems, and other interesting materials for
hospitalized children. When boys made puzzles to help poor hos-
pitalized children, they did not show the effects of puzzle making
on an immediate posttest. I interpreted this as the result of “psycho-
logical reactance” (Brehm, 1966), a negative reaction by boys to the
perception that their freedom was limited by the influence exerted on
them to do something “good,” to be helpful. However, they did show
positive effects on a delayed posttest, 2-3 weeks later, when presum-
ably the reactance had diminished. The effects of teaching younger
children were greater when the interaction between the older child,
the subject, and the younger child being taught was more positive.

When aggressive actions are not halted by negative conse-
. quences, they lead to more aggression because they fulfill basic needs

and, as an aspect of that, affirm the actor’s strength and power. How-
ever, aggression fulfills basic needs destructively. It may create a
feeling of effectiveness and control and affirm identity. But it creates



47
The Roots of Goodness

disconnection from the people harmed and, except in violent subcul-
tures, also from the community. It tends to create rejection by others.

Many aggressive youths are unpopular among their peers. How-
ever, they are unaware of their unpopularity. This is probably in part
because they usually have a few friends similar to themselves, in part
because others are afraid to show their dislike, and in part because,
owing to their personality, they do not process the cues available to
them. But as a result they become increasingly aggressive over time
(Zakriski, Jacobs, & Coie 1997).

‘Peer Socialization of Caring and
Altruism versus Aggression

Positive relations between peers have tremendous value in fulfilling
basic needs, developing caring values, and helping develop prosocial
skills and modes of relating to people. As Piaget has suggested, chil-
dren learn reciprocity in peer relations. As both Piaget and Kohlberg
have emphasized, they learn to take each others’ roles. As in their
interaction with adults, if they are well treated and also treat others
well, they learn to see other people as benevolent and themselves as
worthy individuals and effective in positive ways (Staub, 1979). All
these are important preconditions for and rudiments of caring about
other people and their well-being.

Cross-cultural research has shown that, in all cultures girls are -
less aggressive than boys and that girls do substantially more care-
taking of younger-children than do boys. There is also evidence that
boys who do more such caretaking are more prosocial (Whiting &
Edwards, 1988), perhaps an example of learning by doing. Caring
for younger children requires attention to their needs and is a form
of helping—both of the younger child and of the parents.

In contrast, being the recipients of negative behavior from peers
is likely to have the opposite effect, leading children to feel insecure
and less worthy and to see other people and the world as hostile and
dangerous. This may lead to aggression and is likely, at least without
healing (see below), to reduce caring for and helping others. Children
who are bullied are often deeply affected, in their self-confidence,
trust in other people, willingness to initiate relationships, and well-
being (Olweus, 1993; Ross & Ross, 1988; Staub, 2003).

Harassment, intimidation, and bullying in schools have negative
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effects, not just on the victims, but on everyone. Peers as well as
adults in schools are often passive bystanders in the face of such
actions, with passivity by peers increasing with age (Staub, 2003).
Across grade levels, active response by peers to protect a target of
bullying is less commeon than peers joining in the bullying (Staub,
2003). As a result, not only victims, but passive bystanders as. well,
learn that others are dangerous and that one must be careful in one’s
relationships with people. To reduce empathic distress, created by
witnessing the distress of a victimized peer while remaining passive,
children and adolescent are likely to distance themselves psycho-
logically from victims—that is, from people in need (Staub, 1989a).
Victims suffer, aggressors are likely to become more aggressive, and
passive bystanders are likely to become less empathic. The system
in which bullying is frequent contributes to the development of a

" negative view by children probably not only of other people but also

of themselves. All this makes the development of caring and helping
less likely. :

These conditions indicate that, for the development of caring and
helping rather than aggression, it is important to guide children to
behave in positive ways toward each other. Adults helping develop
positive modes of interaction between siblings in the home and peers
in the neighborhood or in school is an essential aspect of positive
socialization. Children are much more likely, however, to live by rules
that promote positive peer interaction if they have had the positive
socialization experiences with adults described earlier.

Children are also much more likely to act positively toward peers
if they feel included in the peer group or classroom as a community.
Children are harmed, not only by bullying, but also by exclusion—as
indicated by other children not interacting with them. Excluded chil-
dren have even fewer positive feelings about their lives at school than
do children who are victimized by peers (Staub, 2003). It is essential,
therefore, to find ways to include all children in the community, éven
those who are academically less skilled or for other reasons tend to
be excluded and made marginal either in the classroom community
or in other peer-group settings. (On caring schools, and on ways to
create positive peer relations in schools, see Staub, 2003.)
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Basic Needs and the Evolution of the Self

A number of socialization practices that fulfill basic human needs,
and then build on the tendencies thus created to foster affective orien-
tation and values, join together to develop helpful, altruistic tenden-
cies in children. Warmth, affection, and adults sensitively respond-
ing to their needs, to their temperament and personality, are crucial.
Nurturance must be sensitive to be experienced as such. A parent
'offering what the child does notneed may not be perceived as loving.
Positive guidance is also crucial, particularly forms of guidance that
promote caring values, sympathy, and the effectiveness /competence
that leads to their expression in action. Such guidance includes set-
ting rules, with a dominance of prescriptive rather than proscrip-
tive rules, and the explanation of rules in terms of values, induction,
modeling, and natural socialization, which leads to learning by do-
ing. Such modes of relating to the child and guidance will promote
self-regulation in affective and other realms. The fulfillmerit of ba-
sic needs is a foundation that, when combined with other elements,
promotes caring and helping.

Evolution in the psychological and social sense, both of children’s
personality and of the environment that surrounds them (the so-
cial world), is a core process in the development of caring, help-
ing, and altruism. A different evolution leads to aggression. In part,
these forms of evolution are simply outcomes of the processes al-
ready noted, such as the fulfillment or frustration of basic needs and
guiding children by words and examples, combined with opportuni-
ties and encouragement to help others. The psychological changes in
the course of the evolution involve increasing concern about those
helped and the extension of that concern to people beyond one’s -
group (or increasing devaluation of those harmed and the extension
of that devaluation to more people) and a view of oneself as helpful
(or as willing to use aggression).

Animportant aspect of this evolution may be the construction of
people’s basic needs. With experience, needs are likely to be shaped
and formed, to become cognitive/emotional constructions, which
then limit or expand in varied ways how needs can be fulfilled. Since
aggressive men (Toch, 1969) come to see toughness and strength as
masculine ideals, they have to be tough and strong to fulfill their need
fora positive identity. The tendency to feel empathy and concern for
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people (except perhaps some intimates) will not fulfill their need for

a positive identity. An increase in empathy will not be a desirable

“expansion of the self,” which I see as an aspect of the fulfillment of
“the need for a positive identity.

When a child devalues another child, when a group of peers
or an ethnic or religious group devalues another group, it becomes
unlikely that individuals can and will fulfill their need for connection
by friendship with the devalued person or with members of the de-
valued group. Perpetrators learn to deal with consequences of their
actions by closing themselves off to the feelings of their victims, by
learning to become less empathic (Staub, 1989a; Staub & Pearlman,
2001; Staub, Pearlman, & Miller, 2003). Over time, their capacity to
form connections to people in general may diminish. In the course
of the evolution of helping and aggression, the cognitive/emotional
construction of basic needs is likely to evolve in ways that contribute
to further evolution in the same direction. Individuals—both chil-
dren and adults—progressively engage in self-socialization, which
can take the form of actions that bring forth reactions or of the se-
lection of associates, peers, and environments, both of which further
shape the direction in which they have been developing.

The Development of Inclusive Caring

Even among people who have learned to care about others” welfare,
caring can be limited to people in their own group. There is a human
tendency to differentiate'between “us” and “them” and to devalue
“them,” a tendency rooted in, among other things, the cognitive pro-
cess of categorization (Fiske & Taylor, 1991) and differences in reac-
tions to the familiar and the unfamiliar (Staub, 1989a). Some groups,
especially when they are the victims of discrimination and violence,
can be devalued to such an extent that they are excluded from the
moral realm (Opotaw, 1990; Staub, 1989a). People do not see them as
deserving moral consideration and do not feel empathy and caring
for them. To create a nonviolent, caring world, to create goodness,
_extending the boundaries of “us” is essential. Inclusive caring, the
extension of caring to the “other,” ideally to all human beings, de-
velops through words and images that humanize all people, through
the example of models who show caring for people regardless of their
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group membership, and through one’s own experience of connection
to varied people (Staub, 2002a, 2002b).

Many “rescuers”—Christians in Nazi Europe who endangered
themselves and often their families as well by attempting to save the
lives of Jews—had been raised in families that promoted inclusive
caring. They were socialized in a way that was highly consistent
with the socialization process described above as important in de-
veloping altruism. They received more love and affection and posi-
tive guidance than did others who were in similar situations but did

-not help. They had parents who, in cultures where physical punish-
ment was common, used explanation instead. They were exposed to
helpful models, often parents who embodied moral values in their
actions. They had parents who engaged more in interaction with,
and maintained positive social relations with, people outside their
own group, including Jews. They heard their parents make fewer
negative statements, if any, about Jews—a group devalued in Ger-
many and in other European countries occupied by or under the
influence of Nazi Germany where the Holocaust was perpetrated—
than did comparison subjects who were in a position to help out but
did not do so (Oliner & Oliner, 1988). It seems from this retrospective
research that the socialization that the rescuers had experienced was
then elaborated and further developed by their later experience in
ways that promoted inclusive caring in relation to people who were
devalued and later endangered.

Experiences of significant connection to people who'are outside
one’s group and who are devalued are important in developing in-

clusive caring. Social psychologists have long hypothesized that con-
tact between members of different groups helps overcome deval-
uation, prejudice, and hostility (see, among many others, Allport,
1954; Deutsch, 1973; Pettigrew, 1997, 1998; and Staub, 1989a). A re-
cent meta-analysis of a very large number of studies confirms that
this is so (Pettigrew & Tropp, 2000). Even though the experience of
interaction and engagement was limited in many. of the studies, it
reduced negative attitudes toward members of another group.

The deeper the contact, and the more it involves shared goals that
people work for, the greater the likely benefit. One method of creating
such contact in schools has been through cooperative-learning meth-
ods. Specifically, in one procedure, six children who are members of
different groups—white and mmorlty children—work together. To
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accomplish their task each must learn some material and teach it to
the others (Aronson, Stephan, Sikes, Blaney, & Snapp, 1978). In the
course of being both teachers and learners, children are drawn into
‘significant engagement with each other. Such cooperative-learning
‘ procedures have led to more positive interaction between white and
minority children and improved the academic performance of mi-
nority children (see Staub, 2002a, 2002b, 2003).

Learning by doing can also be an avenue to inclusive caring. In
the case of aggression by groups toward other groups, the range of
victims usually expands. In the case of helping others, the comumit-
ment to those who are helped usually deepens, and the range of those
who are helped may expand. Rescuers who have initially agreed
to help a particular person in a limited way become more engaged
and help more. They may have initially agreed to hide some people
for a few days but ended up hiding them for years. Or, if they had
succeeded in moving some people to a safer place, they then initiated
helping others (Oliner & Oliner, 1988; Staub, 1989a). Rescuers who
agreed to help a Jew who was a former friend or associate often
decided to help others who were strangers.

Concern can also expand from one group to other groups and
to all humanity. At the time of the disappearances in Argentina, the
Mothers of the Plaza del Mayo demonstrated, marching every day
in the centrally located Plaza del Mayo in Buenos Aires. In spite
of intimidation, harassment, and even abduction, they continued to
protest the disappearance of their children. But over time their con-
cern expanded, to include other disappeared people as well as people
who were persecuted and victimized outside Argentina (Ehlstein,
1986).

Culture and education can promote inclusive caring for all hu-
man beings, regardless of group membership. This can be done by
humanizing—describing in not devaluative but respectful, caring
ways—every group (Staub et al., in press; Staub et al., 2003). It can
also be done by eliminating discrimination, which expresses and pro-

“motes devaluation. It can be done by creating social systems in which
people belonging to different groups have equal rights, whether in
the classroom or in other settings in society, thereby fostering positive
relations characterized by mutual respect (Staub, 2003).
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The Developfnent of Moral Courage

Moral courage is of great importance for a nonviolent, caring world.
~ The term moral courage refers to the courage to express important
values in words and actions, even in the face of opposition, potential
disapproval, and ostracism or a violent response. Moral courage may
require physical courage, but often it requires only what may be
called psychological courage.

Is courage in behalf of any kind of belief or value a moral
courage? In the perspective that] am proposing, the courage réquired
to act in the face of opposition is moral only if the beliefs or values
(including affective reactions like empathy) that motivate it involve
protecting or promoting human welfare. For example, young men
who joined and persisted in supporting the Nazi movement or joined
the sa, the stormtroopers of the Nazi movement, during the 1920s,
well before Hitler came to power, often faced opposition from and
disapproval by members of the community (Merkl, 1980). So might
members of violent gangs and violent ideological. movements, in-
cluding terrorists. Their actions in opposition to these constraining
forces do not constitute moral courage.

Identifying courage as moral only if the values and beliefs in-
volved are moral makes it a more difficult matter to judge when peo-
ple express moral courage. When harmful actions are ideologically
motivated, the perpetrators often claim, and probably often believe,
that their beliefs and values are moral and that their actions are for
the good of their group or of all human beings. Often they believe
that they are acting for a higher morality (Staub, 1989a, 2003). To
determine whether their actions, the actions of actors in general, are
moral requires an “external” judgment. This judgment may be based
on the combination of information available about the actors’ beliefs
and intentions, the form of the actions themselves {do they appear to
be actions that would create benefit, harm, or neither?), the potential
or actual consequences of the actions, and the preceding conditions
that gave rise to them.

‘ It is more difficult to be morally courageous when acting alone
than when acting in a group, for example, a child acting to stop
« thebullying of another child. Members of movements—whether act-
- Ing in a moral or in an immoral cause—get support and encourage-
ment from other members, who have become their primary reference
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group. Speaking out within a group or movement against harmful
action by the group requires special moral courage.

The importance of support from like-minded others can be found
in many instances. For example, even when abolitionists in the
United States were acting alone, facing hostile groups while advocat-
ing the abolition of slavery, they were supported by their feelings of
connection to other abolitionists (Tompkins, 1965). People may also
find support from internalized, imagined others—and the ideals that
those others set for them. '

The Socialization of Moral Courage What might be the roots of
moral courage in children’s experience? Some of the socialization ex-
periences described above as involved in the development of moral
and caring emotions and values also play an important role in the
development of moral courage. For example, the parents of many
young civil rights activists in the United States who went to the South
in the 1960s to advance desegregation by participating in marches
and sit-ins modeled moral concern, engagement, and courage. They
.demonstrated against injustice and for justice. Some of the fathers
fought in the Spanish Civil War. The combined influence of varied ex-
periences is shown in that young activists who had both such moral
parental models and unconflicted positive relations with their par-
ents were more committed to, more persistent in their civil rights
activities than were those who had moral parents toward whom they
felt ambivalence (Rosenhan, 1970).

Providing children with opportumhes and encouraging them to
express their thoughts, beliefs, and values can be important. Baum-
rind (1971, 1975) has reported that authoritative parents tended to
listen to their children’s arguments about what they wanted to do,
even if what the children wanted was contrary to some rule or to
what theyhad originally been asked to do, and that they sometimes
'yielded. (However, they would not yield to whining or demanding.)
This is likely to encourage children to express themselves.

Teachers in schools may have students participate in making
rules for the classroom. This can provide a context in which students’
learn to engage in discussion, to speak out, and to become com-"
fortable with expressing views that are not necessarily accepted by
others (see Staub, 2003, chaps. 15, 20; Staub, n.d.-b). Parents can do
the same in the home. This way children can learn to trust their voice
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and its potential influence. This is especially difficult to bring about,
but especially important, in societies where children are taught not
to quesﬁon or challenge authority and where they do not normally
develop their own perspective and voice. When parents, teachers,
and other adults encourage students to be “active bystanders” when
they witness harmful actions toward individuals, when they affirm
their speaking out against cruelty or injustice or simply their ex-
pressing beliefs or points of view that are contrary to those of others
(not necessarily agreeing with the content, but simply affirming the
expression of their views), they can help develop moral courage.

The Relationship Between the Self and the Group Teaching chil-
dren to think not in terms of abstractions and absolutes but in terms
of concrete human welfare is also important. An example of this
might be the distinction between blind and constructive patriotism.
Blind patriots support their country and its actions unconditionally.
Constructive patriots express about the same degree of love for their
country as blind patriots. However, they believe that their love of
their country requires them to speak out against policies and prac-
tices that are contrary to important human values as well as against
policies and practices that they see as contrary fo the essential values

- of their country (Staub, 1997). Constructive patriots score higher on
prosocial value orientation, are more willing to criticize their country,
and report that they spend more time gathering political information -
and are more politically active (Schatz et al., 1999).

The types of selves that children develop may be important for
moral courage. Psychologists have long been interested in the differ-
ences between collectivist and individualist cultures (Triandis, 1994).
A number of psychologists, inspired by differences found between
those two types of cultures in the construction of identity, have pro-
posed that there are differences within Western, individualist cul-
tures in the identities that women and men develop. While termi-
nologies have differed, some have proposed that women have more
relational selves, men more autonomous selves (Sampson, 1988; Sur-
rey, 1985),

I have suggested a further differentiation among relational
selves. While the connections to others and the orientation to com-
munity that collectivist cultures generate have great benefits, they
can also pose problems. Individuals may have difficulty separating
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themselves from their group and, when important from the moral/
caring standpoint discussed here; opposing their group. Individuals
with what I have called embedded selves, which embody both feelings
of connection and strong dependence, will have difficulty separat-
ing themselves from and opposing others, whether individuals or
the group as a whole. In contrast, individuals with connected selves,
which embody feelings of conniection to other individuals and/or the
group but also sufficient independence to stand alone if necessary,
will be more likely to take moraliy courageous actions (Staub, 1993).
What seems important for the development of the latter kind of self,
in addition to what I have already discussed in the context of the
development of “goodness” and moral courage, is granting children
appropriate autonomy. That is, while guidance and what Baumrind

(1971, 1975) has called firm control have great value, it is also impor-

tant to allow children, in the context of adherence to essential rules,
values, and principles, the maximum autonomy that is appropriate
for their age (Staub, n.d.-b).

Not being embedded in a group makes an independent perspec-

tive possible. A fair percentage of rescuers of Jews during the Holo-

caust were in some way marginal to their communities (Tec, 1986).
Marginality was often a function of their social situation, for exam-
ple, having a foreign-born parent or having a different religion—a
Catholic in a Protestant community. But it could also be a function
of their personality, the nature of their identity, a history of being
“different.” Their marginality may have enabled them to separate
themselves from their communities, which often supported the per-
secution of Jews, and thereby maintain an independent perspective.
Constructive patriots in contrast to blind patriots also seem to have
a separate-enough perspective to question the problematic pollc1es
and practices of their group.

A "“critical consciousness” seems crucial (Staub, 1989a). In or-
der to act on one’s values, it is necessary to realize the relevance of
those values to particular events or policies and practices in a group.
This often entails using one’s own judgment about the meaning of
events, rather than accepting the meaning that others explicitly or
implicitly communicate about them. For example, there was much
public discussion in the United States preceding the beginning of the

~ war against Iraq in 2003 about the connection between Iraq and the

September 11 attacks. The Bush administration asserted that such
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a connection existed. However, c1a reports and all other sources,
including discussion in the media, have indicated the absence of
evidence for it. Still, polls showed that over 50% of the American
public believed that Iraq was involved in the attacks, a seeming lack
of a critical consciousness. (The woundedness and insecurity that
resulted from the attacks may have created both a strong need to
know where the violence originated and an increased reliance on
the words of leaders.) Some of the practices already discussed as
important for the development of moral courage are also likely to
help in the development of critical consciousness.

We must learn more about the origins of moral courage and cre-
ate conditions that help such courage develop. Morally courageous
people who are active bystanders can make a crucial difference, in
many settings, at important moments, as individuals or as members
of groups opposing harmful or violent social policies and practices
or promoting helpful ones. Morally courageous actions can be im-
portant at particular times, in response to specific events. But, beyond
that, morally committed and courageous people can join to overcome
the inertia of social systems, activate other bystanders, and work
on creating societies and an international community that promote
harmony and caring in human relations (Staub, 2003).

Trauma and Healing, Resilience, Need Fulfillment, and
Altruism Born of Suffering

Research on the development of caring, helping, and altruism in chil-
dren has focused on positive roots, as described so far in this chap-
ter. However, observation and many self-reports and case studies
indicate that people who have suffered from victimization and other
trauma often come to devote themselves to helping others. My atten-
tion first focused on this when 1 prepared a questionnaire assessing
prosocial value orientation and helping for Psychology Today (Staub,
1989b; see also Staub 2003) that over 7,000 readers filled out and
returned. Many of them, in response to my request, also wrote letters
with additional information about themselves. Several of those who
wrote reported that their own suffering, early in their lives, led them
to help others, especially to try to prevent such suffering by other
people.

Research and clinical observation has focused on the traumatic
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effects of victimization and suffering (Herman, 1992; McCann &
Pearlman, 1990). It has also been shown that bad treatment, neglect,
and abuse, both physical and verbal, contribute to aggression in chil-
dren. Some of this research was described earlier. Other research has
shown that people who were abused as children are more likely to
abuse their own children (Kaufman & Zigler, 1987) and that, among
violent criminals, the great majority had experiences of victimization
at home or in their community (Gilligan, 1996; Rhodes, 1999; Widom,
1989a, 1989b). According to newspaper reports, at least, many of the
school shooters were victimized by peers.

People who have been the object of violence at the hands of
others, whether those others acted as individuals or as members of
a group, are likely to feel diminished. They will tend to feel that
something must be wrong with them, that they must somehow have
deserved to be treated that way. They will tend to see the world
as dangerous and feel vulnerable. They will be more hkely to see,
therefore, threat, danger, and potential attack and feel the need to
defend themselves, even when there is no real threat (Staub, 1998,
2003; Staub & Pearlman, 2001).

However, not everyone who is victimized becomes aggressxve
Many children who come from difficult backgrounds show resil-
ience—effective functioning in spite of their background (Butler,
1997; Masten, 2001; Rutter, 1987; Staub, n.d.-b; Werner, 1987; Werner
& Smith, 1992). And some people who have greatly suffered as chil-
dren become caring and helpful people who devote themselves to the
welfare of others. O’Connell Higgins (1994) described adults severely
abused as children, some mercilessly beaten by parents, who have
become deeply caring people, devoting their lives to helping people
in need or to protecting people from suffering the way they them-
selves have suffered. Valent (1998) noted that many child survivors
of the Holocaust are in service professions or work for positive social
change. '

Some people who have experienced great suffering and the frus-
tration of basic needs that this entails—the need for security, for
effectiveness and control, for a positive identity, for a positive connec-
tion, and for comprehension of reality—may lack corrective, transfor-
mative experiences. They may even have developed such an
intensely defensive stance against a hostile world, or an intensely
hostile stance, that they cannot use opportunities to ameliorate their

AR AT N e
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hostile orientations. They may not be able to perceive or use oppor-
tunities for significant, caring human connections or other healing
experiences. However, other people who have been victimized may
both have opportunity for and make use of corrective experiences.

I assume that, if they are to become. caring, altruistic people,
victimized children require that their basic needs be fulfilled, to some
degree at least, either before or after their victimization, or both, and
that the psychological wounds created by their victimization heal to
some degree. Prior need fulfiliment may protect them to some extent
from the effects of victimization. For example, one of the protective
elements for children who come from difficult environments and are
resilient seems to be early secure attachment to a caretaker (Werner
& Smith, 1992). Subsequent need fulfillment may enable them to see
hopeful possibilities in life, the possibility of security, of dignity, and
of positive, loving connections between people.

_ Healing from past trauma requires gaining renewed trust in peo-
ple. Connection to caring people, adults as well as children, is es-
pecially important in this. Resilience in children is usually facili-
tated by interest and support from and positive connection to one
or more persons—teachers, counselors, relatives, neighbors (Butler,
1997; Werner & Smith, 1992). Temperament also contributes to re-
silience (Rutter, 1987). It may be the case, in part at least, that children
who are more outgoing make active efforts to connect W1th poten-
tially supporting others.

Healing, in part through positive connections to people and the
fulfillment of basic needs, enables people who have suffered to be-
come open to the pain of others. This openness to others, combined
with a more caring world that they may now be able to envision, may,
given their own experiences, lead them to strong feelings of empathy
and sympathy and even to a feeling of responsibility to help those
in need. Identification with those who suffer may lead to increasing
engagement and the development of the intense motivation to help
others that some of these altruists describe.

Connection to other children can also help wounded chijldren
heal. Freud and Dann (1951) described a group of young children
who survived Auschwitz together. Taken to England afterward, they

. Were extremely resistant to adults but fiercely loyal to and supportive
of each other. According to Freud and Dann, their deep connections

.10 each other enabled them to begin, over time, to develop connec-
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tions to adults. Suomi and Harlow (1972) found that monkeys iso-
lated in the first 6 months of their lives were highly inappropriate in
their social and sexual interactions with their peers. The only treat-
ment that was reasonably effective was pairing them with normal
infant monkeys, who would cling to them. The former isolates would
carry these infant monkeys around. Presumably, this helped them
change both in the kind of emotions that they experienced and in-
emotional self-regulation. As the growing infants began to develop
social skills, the isolates would learn along with them. Research with
children has shown that socially ineffective children’s social interac-
tions improved after they spent time supervising/interacting with
younger children (Furman, Rahe, & Hartup, 1979).

In the case of survivors of genocide, many of them had their
basic needs fulfilled through close, loving connections to their fam-
ilies and their group before the genocide and to other survivors af- -
terward. In addition, many survivors were helped by other people.
Many also engaged in courageous action to help themselves. This
was true of survivors of the Holocaust: even young children often
engaged in amazing acts of initiative to help themselves or their fam-
ilies (Staub, n.d.-a). Such experiences fulfill, in the midst of hbrr_ible
circumstances, needs for connection, effectiveness, and identity and
a comprehension of reality that provides hope and makes caring for
others possible.

Some of these considerations about the roots of altruism born of
suffering are supported by case histories provided by my students.
In the course of teaching, I have over the past 10-15 years come to
guide students to write papers in which they apply psychological
research and theory to their own experiences, to an exploration of the
connection between their life experiences and the people they have
become. ]

One of my students, a bright, attractive young woman, had a ter-
rible year in the eighth grade. There was a boys’ clique that dictated
the rules by which the girls were to behave. In addition to sexual
teasing, they would touch the girls—their breasts, their buttocks.
They engaged in many degrading actions, which most of the girls '
endured, and which some even acted as if they welcomed. Because
she did not go along with this, my student was viciously teased and
ostracized, not only by the boys, but by the girls as well. The teachers
witnessed all this but did nothing, even making comments to her
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like, “Boys will be boys.” She suffered all this without yielding, but
suffered greatly.

In her home life, however, she had received a great deal of love
and affection before this and much love and support while this was
happening. She also saw her parents as moral, spiritual people, in-
stilling in her both an understanding of others (she came to inter-
pret the behavior of the boy who was the main gang leader as a
child of busy socialites who paid little attention to him) and a sense
of independence. She believes that it was the combination of her
suffering that year and her background and the support that she
received that led her to engage in her many and varied activities
to help others: volunteering with mentally and physically disabled
children; spending time helping rebuild a town in a poor area of the
country after a disaster; serving as a peer mention, as a tutor, and
as a counselor for emotionally disturbed girls; volunteering at many
charities and organizations; being the kind of person to whom others
turn for consolation; and more. An interesting aspect of this situation,
perhaps having to do with moral courage, perhaps with concern for
their daughter, is that, while the parents were highly supportive of
her, they were passive in relation to the school, not taking action to
stop the bullying.

Another student described a great deal of criticism by her par-
ents, which made her feel diminished and helpless. Perhaps because
of this she dropped out of and reentered college several times. One of
these times a teacher in a community college showed special interest
and caring, not just for my student, but for all her students. My stu-
dent was able to experience and was deeply affected by her caring
and benevolence and by her trust in her ability. Later she worked
as an intern in a school with mentally less developed children. Be-
ing distressed by the way the teachers treated the children, she was
both strongly motivated and able to engage in what she felt were
supportive and helpful interactions with the children. She felt that
both these experiences, the benevolence of her teacher and her own
helpful actions, gave her hope and strength and led her to goontoa
four-year college and do well there.

Positive connections to and support by other people are impor-
tant to the healing of victimized children and adults and to the ful-
fillment of previously deeply frustrated basic needs. They affirm the

self, fulfill the need for connection, and offer a more hopeful view of
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the world. However, other processes of healing are also important.
One of these is engagement with painful experiences, in combination
with empathy and support from other people. This helps a person
realize that the past is not the present and see the present as safe
and more hopeful. With children this may be facilitated by reading
and discussing literature that is relevant to their difficult and painful
experiences (Staub, 2003). Such indirect engagement may be safer
but still helpful nonetheless. Writing about personal experiences may
also be helpful, as it has been found to be in research with college stu-
dents (Pennebacker & Beall, 1986). If done under the right supportive
conditions, talking about personal experiences can be highly benefi-
cial for children. Parents who have divorced have reported to me, for
example, that their children gained self-confidence and reassurance
from participating in school in group discussions with other children
whose parents have divorced.

Another avenue to healing from victimization is understand-
ing how the perpetrators came to do what they did. In Rwanda,
discussing with people how genocide comes about (Staub & Pearl-
man, 2001; Staub et al., in press; Staub et al., 2003; on the origins of
genocide, see also Staub, 1989a), with examples of other instances of
genocide, seemed to have highly beneficial effects. Coming to see
genocide as an understandable even if a tragic and horrible human
process, rather than incomprehensible evil, seemed to help both sur-
vivors and bystanders feel more “human,” rather than outcasts from
the human fold. (While members of both groups, Tutsis and Hutus,
participated, perpetrators were not included.) In addition, during
the course of the discussion people realized that, if they understood
how it happened, they could take action to prevent it from happen-
ing again (Staub & Pearlman, 2001; Staub et al., in press; Staub et
al., 2003). A formal evaluation of an intervention in which the ex-
ploration of the roots of genocide was one of several components
showed reduction in trauma symptoms and a more positive orienta-
tion by members of the groups involved toward each other (Staub,
2003; Staub et al,, in press). A '

In her case histories of resilient adults, O’Connell Higgins (1994)
also reports that understanding can be useful. In one of the chapters
we learn about Dan, who was an object of his father’s rage and fre-
quently and severely beaten by him. He was also given enemas by
his mother to make him a better child. Later he found that under-
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standing the source of his parents’ behavior—for example, seeing in
his mind’s eye his father, who was severely neglected by his parents,
stand in his crib screaming and shaking it, with nobody responding,
this giving rise to his rage—helped him to some degree accept who
his father was. Dan himself has become a successful person whose
work involves helping others, in efficient and effective ways.

There is substantial evidence that altruism born of suffering is a
real and important phenomenon. While I have suggested here some
of the experiences that are likely to contribute to its evolution, both

_the extent to which people who have suffered victimization and other
traumas become altruists and the conditions required for this to hap-
pen ought to be a focus of concentrated study.

Conclusions: Optimal Human Functioning and the
Good Society

In conclusion, I want to stress two important matters. First, the ful-
fillment of basic human needs is not just an individual matter, that is,
amatter of the circumstances of a particular person, but to a great ex-
tent a cultural/societal matter. Second, the fulfillment of these needs
contributes, not only to goodness, but also to individuals’ continued
development or growth, to their fulfillment of their human and per-
sonal potentials—to what may be called optimal human functioning
(Staub, 2003).

Starting with the second issue, I have suggested that an impor-
tant avenue to goodness is through the constructive fulfillment of ba-
sic needs, in combination with guidance that develops sympathetic
emotions and caring values. However, as basic needs are fulfilled,
they also provide the base for continued personal growth. They un-
dergo transformation, become less pressing, and evolve into personal
goals (Staub, 1980), the desire to bring about particular valued out-
comes. The outcomes that people value will differ, depending on
their life experiences. Realms of effectiveness, sources of positive
_ identity, the importance of connections to individuals or a larger
" community, may all vary.

While people whose needs have been fulfilled will differ, they
. are likely to have in common an openness to experience (since they
. perceive other people and the world as reasonably benevolent), a
;-Capacity for processing their experience and self-awareness (since,
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given their positive identity and feelings of effectiveness and control,
they do not need to protect themselves because of who they are or
what they think and feel), as well as other important characteristics
that contribute to continued personal growth (Maslow, 1987). Given
a sense of effectiveness.in the work realm, they will be open to new
knowledge and creative endeavors. They are, thus, likely to continue
to develop both in the personal and in the work realms. According
to the conception of personal goals with which I have been working
{Staub, 1989a, 1996b, 1999b, 2003), when other needs are fulfilled, the
need for transcendence, to go beyond the self, emerges or becomes
more dominant. Thus, people whose basic needs have been construc-
“tively fulfilled are able to focus less on themselves and more on other
people, the world, and spiritual matters.

What might be the relation between altruism born of suffering
and optimal human functioning? It is possible that, even though peo-
ple who have suffered and whose basic needs have been frustrated
can become true altruists under certain conditions, their continued
personal growth and evolution will be hindered and made more
difficult by the painful experiences that they have had. It is also pos-
sible, however, that their caring and altruistic orientation becomes
for them an avenue to continued personal growth (Colby & Damon,
1992; O’Connell Higgins, 1994).

With regard to the first issue, the actions of members of families,
adults in schools, and peers fulfill or frustrate basic needs. However,
families, schools, and peers are located in a society. How they act is
affected by the characteristics of that society: beliefs about how chil-
dren are to be treated; the devaluation of and discrimination against
members of particular groups; and so on. Poverty, which varies by
society and subgroups in it, creates stress and negatively affects par-
enting (McLoyd, 1990), frustrating children’s needs. Teenage single
mothers, especially if they are poor, are likely to have their own needs
frustrated by their circumstances and to have difficulty fulfilling the
needs of their children. Unless they receive support from others, they
are much more likely to abuse their children than are other moth-
ers (Garcia-Coll, Hoffman, & Oh, 1987). When a society helps its
members fulfill basic needs constructively, there is likely to be more
belief in enlightened self-interest and more generalized reciprocity
in people helping each other. It would make great sense to evaluate °
the goodness of societies in terms of the ease or difficulty of fulfilling
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basic human needs and to identify desirable social changes in terms
of their probable contribution to the fulfillment of basic needs (Staub,
2003). :

References

Ainsworth, M. D. S, Bell, S. M., & Stayton, D. ]. (1974). Infant-mother at-
tachment and social development: Socialization as a product of reciprocal
responsiveness to signals. In M. P.M. Richards (Ed.), The integration of the
child into a social world. London: Cambridge University Press.

Allport, G. W. (1954). The nature of prejudice. Reading Ma: Addison-Wesley.

Aronson, E., Stephan, C., Sikes, ., Blaney, N., & Snapp, M. (1978). The jigsaw
classroom. Beverly Hills ca: Sage. .

Batson, C. D. (1990). How social an animal? The human capacity for caring.
American Psychologist, 45, 336-347.

Baumrind, D. (1971). Current patterns of parental authority. Developmental
Psychology, 4, 1-101. ,

Baumrind, D. (1975). Early socialization and the discipline controversy. Morris-
town NJ: General Learning. :

Berkowitz, L. (1972). Social norms, feelings, and other factors affecting help-
ing behavior and altruism. In L. Berkowitz (Ed.), Advances iri experimental
social psychology (Vol. 6, pp. 63-108). New York: Academic.

Berkowitz, L. (1993). Aggression: Its causes, consequences,.and control. New
York: McGraw-Hill. " '

Brehm, ]. W. (1966). A theory of psychological reactance. New York:-Academic.

Bretherton, . (1992). The origins of attachment theory: John Bowlby and
Mary Ainsworth. Developmental Psychology, 28, 759-775.

Burton, J. W. (1990). Conflict: Human needs theory. New York: St. Martin’s.

Buss, A. H. (1966). The effect of harm on subsequent aggression. Journal of
Experimental Research in Personality, 1, 249-255.

Butler, K. (1997, March/April). The anatomy of resilience. Family Therapy
Networker, 22-31.

Carlo, G., Eisenberg, N., Troyer, D., Switzer, G., & Speer, A. K. (1991). The
altruistic personality: In what contexts is it apparent? Journal of Personality
and Social Psychology, 61, 450-458. ,

Carlson, M., & Miller, N. (1987). Explanation of the relation between negative
mood and helping. Psychological Bulletin, 102,91-108.

Coie, J. D., & Dodge, K. A. (1998). Aggression and antisocial behavior. In W.
Damon (Series Ed.), N. Eisenberg (Vol. Ed.), Handbook of child psychology:
Vol. 3. Social, emotional, and personality development (Sth ed., pp. 779-862).
New York: Wiley.

Colby, A., & Damon, W. (1992). Some do care. New York: Free Press.

Co_opersmith, S5.{1967). Antecedents of self-esteem. San Francisco: Fremont.

Crick, N. R. (1997). Engagement in gender normative versus non-normative



66 : .
MORAL MOTIVATION THROUGH THE LIFE SPAN

forms of aggression: Links to social-psychological adjustment. Develop-
mental Psychology, 33, 610-617.

Deutsch, M. (1973). The resolution of conflict: Constructive and destructive pro-
cesses. New Haven: Yale University Press.

DiLalla, L. F, Mitchell, C. M., Arthur, M. W.,, & Pagliococca, P. M. (1988).
Aggression and delinquency: Family and environmental factors. Journal
of Youth and Adolescence, 73, 233-246.

Dodge, K. A. (1980). Social cognition and children’s aggressive behavior.
Child Development, 51, 162-170.

Dodge, K. A. (1993). Social cognitive mechanisms in the development of
conduct disorder and depression. Annual Review of Psychology, 44, 559~
584.

Ehlstein, J. (1986, December). Reflections on political torture and murder: Visits
with the mothers of the Plaza del Mayo. Invited talk, Department of Psychol-
ogy, University of Massachusetts, Amherst.

Eisenberg, N. (1992). The caring child. Cambridge: Harvard University Press.

Eisenberg, N. (2002). Empathy-related emotional responses, altruism, and
their socialization. In R. J. Davidson & A. Harrington (Eds.), Visions of
compassion. New York: Oxford University Press.

Eisenberg, N., & Cialdini, R. B. (1984). The role of consistency pressures in
behavior: A developmental perspective. Academic Psychology Bulletin, 6,
115-126.

Eisenberg, N., & Fabes, R. A. (1998). Prosocial development. In W. Damon
(Series Ed.), N. Eisenberg (Vol. Ed.), Handbook of child psychology: Vol. 3.
Social, emotional, and personality deuelopment (6th ed., pp. 701-778). New
York: Wiley.

Eisenberg, N., Fabes, R. A, Miller, P. A, Fultz, ], Mathy, R. M,, Shell, R,
& Reno, R. R. (1989). The relations of sympathy and personal distress to
prosocial behavior: A muitimethod study. Journal of Personality and Social
Psychology, 57, 55-66.

Erickson, M., & Egeland, B. (1996). The quiet assault: A portrait of child
neglect. In J. Briere, L. Berliner, S. Bulkley, C. Jenny, & T. Reid (Eds.), The
handbook of child maltreatment (pp. 4-20). Newbury Park ca: Sage.

Erikson, E. H. (1959). Identity and the life cycle: Selected papers (Psychological
Issues, Vol. 1, No. 1, Monograph 1). New York: International Universities
Press.

Erkut, 5., Jaquette, D., & Staub, E. (1981). Moral judgment-situation inter-
action as a basis for predicting social behavior. Journal of Personality, 49,
1-44. '

Eron, L. D,, Gentry, ]. H,, & Schlegel, P. (1994). Reason to hope: A psychosocial
perspective on violence and youth. Washington pc: American Psychological
Association.

Eron, L. D., Walder, L. O., & Lefkowitz, M. N. (1971). Learning of aggression in
children. Boston: Little, Brown.

Feinberg, J. K. (1978). Anatomy of a helping situation: Some personality and sit-



67
The Roots of Goodness

uational determinants of helping in a conflict situation involving another’s psy-
chological distress. Unpublished doctoral dlssertatxon, University of Mas-
sachusetts.

Feshbach, N. D., & Feshbach, S. (1969). The relationship between empathy
and aggression in two age groups. Development Psychology, 1, 102-107.
Fiske, S. T, & Taylor, S. E. (1991). Social cognition (2d ed.). New York: McGraw-

Hill- '

Freud, A., & Dann, S. (1951). An experiment in group upbringing. In R,

Eissler et al. (Eds.), The psychoanalytic study of the child (Vol. 6, pp. 127-
" 163). New York: International Universities Press.

Furman, W., Rahe, D. E, & Hartup, W. W. (1979). Rehabilitation of socially
withdrawn children though mixed age and same age socialization. Child
Development, 50, 915-922.

Garcia-Coll, C. T., Hoffman, J., & Oh, W. (1987). The social ecology and early
parenting of Caucasian adolescent mothers Child Development, 58, 955~
963.

Gilligan, J. (1996). Violence: Our deadly epidemic and its causes. New York: Put-
nam.

Goldstein, J. H., Davns,R W, &Herman, D. (1975). Escalation of aggression:
Expenmental studies. Journal of Personality and Social Psychology, 31, 162~
170. '

Grodman, S. M. (1979). The role of persanallty and situational variables in re-
sponding to and helping an individual in psychological distress. Unpubhshed
doctoral dissertation, University of Massachusetts, Amherst.

Grusec, J.E., Kuczynski, L., Rushton, J. P, & Simutis, Z. M. (1978). Modelmg,
directinstruction, and attributions: Effects on altruism. Developmental Psy-
chology, 14, 51-57.

Herman, J. (1992). Trauma and recovery. New York Basic.

Heusmann, L. R., & Eron, L. D. (1984). Cognitive processes and the persis-
tence of aggressive behavior. Aggressive Behavior, 10, 243-251.

Heusmann, L. R., Eron, L. D.;, Lefkowitz, M, M., & Walder, L. O. (1984). Sta-
bility of aggression over time and generations. Developmental Psychology,
20, 1120~1134.

Heusmann, L. R, Lagerspetz, K., & Eron, L. D. (1984). Intervening variables
in the television violence-aggression relation: Evidence from two coun-
tries. Developmental Psychology, 20, 746-775. '

Hoffman, M. L. (1970a). Conscience, personality, and socialization technique.
Human Development, 13, 90-126.

Hoffman, M. L. (1970b). Moral development. In P. H. Mussen (Ed.), Car-
rvr:_lichael s manugl of child psychology (3d ed., Vol. 2, pp. 261-359). New York:

iley.

Hoffman, M. L. (1975a). Altruistic behavior and the parent-child relationship.
Journal of Personality and Social Psychology, 31,937-943.

Hoffman, M. L. (1975b). Developmental synthesis of affect and cognition




68
MORAL MOTIVATION THROUGH THE LIFE SPAN

and its implications for altruistic motivation. Developmental Psychology, 11,
607-622.

Hoffman, M. L. (2000). Empathy and moral development. New York: Cambridge
University Press.

Karylowski, J. (1976). Self-esteem, similarity, liking, and helping. Personality
and Social Psychology Bulletin, 2, 71-74.

Kaufman, ., & Zigler, E. (1987). Do abused children become abusive parents?
American Journal of Orthopsychiatry, 57, 186-192.

Kelman, H. C. (1990). Applying a human needs perspective to the practlce of
conflict resolution: The Israeli-Palestinian case. In J. Burton (Ed.), Conflict:
Human needs theory (pp. 283-297). New York: St. Martin's.

Kestenbaum, R., Farber, E. A., & Sroufe, L. A. (1989). Individual differences
in empathy among preschoolers: Relation to attachment history. New Di-
rections in Child Development, 44, 51-64.

Kohlberg, L., & Candee, L. (1984). The relationship of moral judgment to
moral action. In W. M. Kurtines & J. L. Gewirtz (Eds.), Morality, moral
behavior, and moral development (pp. 52-73). Mahwah wy: Wiley.

Lykken, D. T. (2001). Parental licensure. American Psychologist, 56, 885-894.

Maslow, A. H. (1968). Toward a psychology of being (2d ed.). New York: Van
Nostrand. "

Maslow, A. H. (1987). Motivation and personality (3d ed.). New York: Harper
& Row. (Original work published 1954)

Masten, A. S. (2001). Ordinary magic: Resilience processes in development.
American Psychologist, 59, 227-238.

Mauss, M. (1954). The gift: Forms and functions of exchange in 1 archaic societies.
Glencoe 11: Free Press.

McCann, 1. L., & Pearlman, L. A. (1990). Psychological trauma and the adult
survivor: Theory, therapy, and transformation. New York: Brunner Mazel.
McLoyd, V. C.(1990). The impact of economic hardship on black families and
children: Psychological distress, parenting, and socioemotional develop-

ment. Child Development, 61, 311-346.

Merkl, P. H. (1980). The making of a stormtrooper. Princeton: Princeton Univer-
sity Press. '

Midlarsky, E. (1971). Aiding under stress: The effects of competence, depen-
dence, visibility, and fatalism. Journal of Personality, 39, 132-149.

Mischel, W., & Liebert, R. M. (1966). Effects of discrepancies between ob-
served and imposed reward criteria on their acquisition and transmission.
Journal of Personality and Social Psychology, 3, 45~53.

Murray, H. A. (1938). Explorations in personality. New York: Oxford Umvexsﬂy
Press.

O'Connell Higgins, C. (1994). Resilient adults overcommg a cruel past. San Fran-
cisco: Jossey-Bass.

Oliner, S. B., & Oliner, P. (1988). The altruistic personality: Rescuers of jews in
Nazi Europe. New York: Free Press.



69
The Roots of Goodness

Olweus, D. (1993). Bullying at school: What we know and what we can do. Oxford:
Blackwell.

Opotaw, S. (1990). Moral exclusion and injustice. Journal of Social Issues, 46(1),
1-20.

Pearlman, L. A., & Saakvitne, K. W. (1995). Trauma and the therapist: Coun-
tertransference and vicarious traumatization in psychotherapy with incest sur-

- vivors. New York: Norton.

Pennebacker, J. W., & Beall, S. K. (1986). Confronting a traumatic event:
Toward an understanding of inhibition and disease. Journal of Abriormal
Psychology, 95, 274-281.

Pettigrew, T. F. (1997). Generalized intergroup contact effects on prejudice.
Personality and Social Psychology Bulletin, 23, 173-185.

Pettigrew, T. F. (1998). Intergroup contact theory. Annual Review of Psychology,
49, 65-85.

Pettigrew, T, F., & Tropp, L. R. (2000). Does intergroup contact reduce prej-
udice? Recent meta-analytic findings. In S. Oskamp (Ed.), Reducing preju-
dice and discrimination (pp. 93-114). London: Erlbaum.

Rhodes, R. (1999). Why they kill. New York: Knopf.

Rosenhan, D. (1970). The natural socialization of altruistic autonomy. In J.
Macauley & L. Berkowitz (Eds.), Altruism and helping behavior (pp. 251~
268). New York: Academic.

Ross, D., & Ross, S. (1988). Childhood pain: Current issues, research, and manage-
ment. Baltimore and Munich: Urban & Schwarzenberg.

Rutter, M. (1987). Psychosocial resilience and protective mechanisms. Amer-
ican Journal of Orthopsychiatry, 57, 316-331.

Sampson, E. E. (1988). The debate on individualism. American Psychologist,
47,15-22.

Schatz, R. T., & Staub, E. {1997). Manifestations of blind and constructive pa-
triotism. In D. Bar-Tal & E. Staub (Eds.), Patriotism in the lives of individuals
and groups (pp. 229-245). Chicago: Nelson-Hall.

Schatz, R. T, Staub, E., & Lavine, H. (1999). On the varieties of national
attachment: Blind versus constructive patriotism. Political Psychology, 20,
151-175.

Shroeder, D. A., Penner, L. A., Dovidio, J. F, & Piliavin, J. A. (1995). Psychology
of helping and altruism: Problems and puzzles. New York: McGraw-Hill.

Shaffer, D. R. (1995). Social and personality development. Monterey ca: Brooks-
Cole.

Spielman, D., & Staub, E. (2000). Reducing boys’ aggression: Learning to ful-
fill basic needs constructively. Journal of Applied Developmental Psychology,
21,165-181.

Staub, E. (1971). The leaming and unlearning of aggression: The role of anxi-
ety, empathy, efficacy, and prosocial values. In J. Singer (Ed.), The control of
aggression and violence: Cognitive and physwlogtcal factors (pp. 93-125). New
York: Academic.

G Staub, E. (1974). Helping a distressed person: Socxal personality, and stim-




70
MORAL MOTIVATION THROUGH THE LIFE SPAN

ulus determinants. In L. Berkowitz (Ed.), Advances in experimental social
psychology (Vol. 7, pp. 203-242). New York: Academic.

Staub, E. (1975). To rear a prosocial child: Reasoning, learning by doing,
and learning by teaching others. In D. J. DePalma & J. M. Foley (Eds.),
Moral development: Current theory and research (pp. 113-135). Hillsdale Nj:
Erlbaum. _

Staub, E. (1978). Positive social behavior and morality: Vol. 1. Social and personal
influences. New York: Academic.

Staub, E. (1979). Positive social behavior and morality: Vol. 2. Socialization and
development. New York: Academic.

Staub, E. (1980). Social and prosocial behavior: Personal and situational in-
fluences and their interactions. In E. Staub (Ed.), Personality: Basic aspects
and current research (pp. 237-294). Englewood Cliffs Nj: Prentice-Hall.

Staub, E. (1989a). The roots of evil: The origins of, genocide and other group violence.
New York: Cambridge University Press.

Staub, E. (1989b, May). What are your values and goals? Psychology Today,
46- 49.

Staub, E. (1993). The psychology of bystanders, perpetrators, and heroic
helpers. International Journal of Intercultural Relations, 17, 315-341.

Staub, E. (1995). How people learn to care. In P, G. Schervish, V. A. Hodgkin-
son, M. Gates, et al. (Eds.), Care and community in modern society: Passing
on the tradition of service to future generations (pp. 51-67). San Francisco:
Jossey-Bass.

Staub, E. (1996a). Altruism and aggression in children and youth: Origins
and cures. In R. Feldman (Ed.), The psychology of adversity (pp. 115-147).
Ambherst: University of Massachusetts Press.

Staub, E. (1996b). The cultural-societal roots of violence: The examples of
genocidal violence and of contemporary youth violence in the United
States. American Psychologist, 51, 17-132.

Staub, E. (1997). Blind versus constructive patriotism: Moving from embed-
dedness in the group to critical loyalty and action. In E. Staub & D. Bar-
Tal (Eds.), Patriotism in the lives of individuals and nations (pp. 213-228).
Chicago: Nelson-Hall.

Staub, E. (1998). Breaking the cycle of genocidal violence: Healing and recon-
ciliation. InJ. Harvey (Ed.), Perspectives on loss (pp. 231-238). Washington
pc: Taylor & Francis.

Staub, E. (1999a). The origins and prevention of genocide, mass killing, and
other collective violence. Peace and Conflict: Journal of Peace Psychology, 5,
303-337. (Lead article, followed by commentaries)

Staub, E. (1999b). The roots of evil: Personality, social conditions, culture, and
basic human needs. Personality and Social Psychology Review, 3, 179-192.

Staub, E. (2002a). From healing past wounds to the development of inclusive
caring: Contents and processes of peace education. In G. Salomon & B.
Nevo (Eds.), Peace education: The concepts, principles, and practices around
the world (pp. 73-89). Mahwah nj: Erlbaum.



: 71
The Roots of Goodness .

Staub, E. (2002b). Preventing terrorism: Raising “inclusively” caring children
in the complex world of the 21st century. In C.E. Stout (Ed.), The psychology
of terrorism (pp. 119-131). New York: Praeger.

Staub, E. (2003). The psychology ofgood and evil: Why children, adults, and groups =

help and harm others. New York: Cambridge University Press.

Staub, E. (n.d.-a). Another form of heroism: Survivors saving themselves and its
impact on their lives. Manuscript in preparation.

Staub, E. (n.d.-b). A brighter future: Raising caring, nonviolent, morally coura-
geous children. Manuscript in preparation.

Staub, E., & Pearlman, L. (2001). Healing, reconciliation, and forgiving after
genocide and other collective violence. In S. J. Helmick & R. L. Petersen
(Eds.), Forgiveness and reconciliation: Religion, public policy, and conflict trans-
formation. Radnor pa: Templeton Foundation Press. '

Staub, E., Pearlman, L. A., Gubin, A., & Hagengimana, A. (in press). “Heal-
ing, forgiveness, and reconciliation: Intervention and its experimental
evaluation in Rwanda.” Journal of Social and Clinical Psychology.

Staub, E., Pearlman, L. A., & Miller, V. (2003). Healing and roots of genocide
in Rwanda. Peace Review, 15(3), 287-294. :

Suomi, S. J., & Harlow, H. F. (1972). Social rehabilitation of isolate-reared
monkeys. Developmental Psychology, 6, 487-496. .

Surrey, J. (1985). Self-in-relation: A theory of women’s development. Wellesley Ma:
Stone Center, Wellesley College.

Tec, N. (1986). When light pierced the darkness: Christian rescue of Jews in Nazi-
_occupied Poland. New York: Oxford University Press.

Thompson, R. A. (1998). Early sociopersonality development. In W. Damon

" (Series Ed.), N. Eisenberg (Vol. Ed.), Handbook of child psychology: Vol. 3.
Social, emotional, and personality development (5th ed., pp. 25-104). New
York: Wiley.

Thompson, W. R., & Grusec, J. (1970). Studies of early experience. In P. H.
Mussen (Ed.), Carmichael’s manual of child psychology (3d ed., Vol. 2, pp.
565-656). New York: Wiley.

Toch, H. (1969). Violent men. Chicago: Aldine.

Tompkins, S. (1965). The constructive role of violence and suffering for the
individual and for his society. In S. S. Tomkins & C. E. Izard (Eds.), Af-
fect, cognition and personality: Empirical studies (pp. 148-171). New York:
Springer.

Triandis, H. C. (1994). Cultural and social behavior. New York: McGraw-Hill.

Troy, M., & Sroufe, L. A. (1987). Victimization among preschoolers: Role of

_ attachment relationships. Child and Adolescent Psychiatry, 26, 166-172.

Valent, P. (1998). Child survivors: A review. In J.Kestenberg & C.Kahn (Eds.),
Children surviving persecution: An international study of trauma and healing.
New York: Praeger.

Waters, E., Wippman, J., & Sroufe, L. A. (1979). Attachment, positive affect,
and competence in the peer group: Two studies in construct validation.

Child Development, 50, 821-829. o



- 72

MORAL MOTIVATION THROUGH THE LIFE SPAN

Weiss, B., Dodge, K., Bates, S. E., & Pettit, G. S. (1992). Some consequences of

' early harsh discipline: Child aggression and a maladaptive social infor-
mation processing style. Child Development, 63, 1325-1333.

Werner, E. E. (1987). Vulnerability and resiliency in children at risk for delin-
quency: A longitudinal study from birth to young adulthood. In J. D.
Burchard & S. N. Burchard (Eds.), Primary prevention of psychopathology:
Vol. 10. Prevention of delinquent behavior (pp. 16-43). Newbury Park ca:
Sage.

Werner, E. E., & Smith, R. 5..(1992). Overcoming the odds: High risk children from
birth to adulthood. Tthaca: Cornell University Press.

Whiting, B. B., & Edwards, C. P. (1988). Children of different worlds: The forma—
tion of social behavior. Cambridge: Harvard University Press.

Whiting, B. B., & Whiting, J. W. M. (1975). Children of six cultures: A psycho-
cultural analysis. Cambridge: Harvard University Press.

Widom, C. S. (1989a). The cycle of violence. Science, 224, 160-166.

Widom, C. S. (1989b). Does violence beget violence? A critical examination
of the literature. Psychological Bulletin, 106, 3-28.

Yarrow, M. R., & Scott, P.M. (1972). Limitation of nurturant and nonnurturant
models. Journal of Personality and Social Psychology, 8, 240-261.

Zahn-Waxler, C., & Radke-Yarrow, M. (1990). The origins of empathic con-
cern. Motivation and Emotion, 14, 107-130.

Zakriski, A., Jacobs, M., & Coie, ]. (1997). Coping with childhood peer rejec-
tion. In S. A. Wolchik & I. N. Sandler (Eds.), Handbook of children’s coping:
Linking theory and intervention (pp. 423-451). New York: Plenum.



