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xiii

Purpose
Child, Family, School, Community was first published in 1985. The concept for the book 
emerged from a consortium of early childhood education professors in California, myself 
included, at an annual conference of the National Association for the Education of Young 
Children. The consortium met to share syllabi for the course in child, family, and com-
munity relations, required by the state of California for an early childhood teacher’s li-
cense. There was no textbook.

Our group continued to meet for several years at the annual conference. We shared 
frustrations about training teachers, about being sensitive to diversity, about developmen-
tal appropriateness, about communication with parents, about the impact of societal and 
technological change, and so on. We concurred that a book was sorely needed to encap-
sulate all the pertinent information for students. I took on the challenge and have contin-
ued to be challenged through each of nine editions.

Most influential in my organization of the material was Dr. Urie Bronfenbrenner’s 
approach to s tudying human development. He was my child development a nd f amily 
relationships professor at Cornell University, and I had followed his work after graduation 
and implemented it in my teaching at the community college and the university.

Audience
Child, Family, School, Community is for anyone who deals with children—parents, teach-
ers, and professionals in human services, home economics, public health, psychology, and 
social work. It is an introductory text for the combination of disciplines that most affect 
a child’s development. It can be used for both lower- and upper-division courses, such as 
child and community relationships and child socialization. I have used it at the commu-
nity c ollege l evel a s we ll a s at t he u niversity l evel b y va rying t he t ype a nd dep th o f 
assignments.

Distinguishing Features
• New features. Every chapter in this edition begins with a socialization sketch 

exemplifying socialization outcomes related to the particular chapter. An Educa-
tion CourseMate with videos related to each chapter has been added. NAEYC 
(for early childhood teachers) and NASW (for social workers) standards with 
links occupy the inside front and back covers. New topics include obesity, social 
networking, new technologies, more on diversity, and more on bullying.

• Comprehensive and informative. Child, Family, School, Community (CFSC) 
integrates the contexts in which a child develops, the relationships of the people 
in them, and the interactions that take place within and between contexts. 
Depth of coverage includes relevant classic and contemporary research.

• Practical. Because society is changing so rapidly, a major concern of parents, 
professionals, and politicians is how to socialize children for an unknown future. 
What skills can we impart? What knowledge should we teach? What traditions 

Preface
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xiv PREFACE

do we keep? The impact of historical events on society is discussed to help us 
deal with the future. In Practice boxes are provided as well as activities, related 
readings, and Internet resources.

• Well organized. CFSC begins with the bioecological theory of human develop-
ment (the framework for the book) and child socialization processes (aims, 
agents, methods, outcomes), then discusses each socialization context in which 
the child develops, and concludes with child socialization outcomes.

• Engaging and meaningful. CFSC provides critical thinking questions, social-
ization sketches, examples, boxes (In Context, In Practice), figures, tables, pho-
tos, activities, and a clear, concise writing style.

Themes and Pedagogy
• Basic premise. Children need adults, adults need each other, and we all need a 

sense of community to optimally live in this world.
• Relevancy. I have revised this ninth edition of Child, Family, School, Commu-

nity to update the scientific research as well as to incorporate the changes that 
have taken place in social, political, and educational policies.

• Socialization Sketches. Every chapter is introduced with a socialization sketch, 
a short biography of a famous icon whose background and contributions relate 
to the chapter’s concepts.

• Organization based on the bioecological model. I have organized classic re-
search as well as contemporary studies on children, families, schools, and com-
munities according to the bioecological approach to enable students to under-
stand the many settings and interactions influencing development. The 
bioecology of human development encompasses the disciplines of biology, psy-
chology, sociology, anthropology, education, and social work as they affect the 
person in society.

• Analyses and syntheses. I have analyzed the socialization influences of the 
family, nonparental child care, the school, the peer group, the mass media, and 
the community on children’s development and synthesized the processes of dy-
namic and reciprocal interactions of these agents with the child and with each 
other, contributing to socialization outcomes—values, attitudes, motives and at-
tributions, self-esteem, self-regulation/behavior, morals, and gender roles.

• Relating theory to practice. Whenever one analyzes something, one takes it 
apart and evaluates its components. Occasionally, in the process, one loses sight 
of the whole. I have tried to avoid this by including chapter outlines, learning 
objectives, socialization sketches, open-ended questions in main sections of 
chapters to engage the reader, examples, boldface glossary terms, and summa-
ries. I have also included In Context and In Practice boxes, videos, and activities 
in each chapter to enable students to experience the relationship between theory 
and practice. For further study, related readings and resources are listed.

• Approach to diversity. Child development/socialization research on diverse cul-
tural groups is organized according to collectivistic and individualistic orienta-
tions. Research on diverse socioeconomic groups is organized according to the so-
cial selection perspective (biological traits influence parental achievement, 
thereby affecting children’s opportunities) and the social causation perspective 
(contextual influences, family stress or family resources, affect parenting styles 
and consequent child outcomes). Research on diverse families (single, remarried, 
joint custody, same-sex, biracial, grandparent or kin custody) is discussed in 
terms of socialization effects on the child.
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 PREFACE XV

Ancillaries
• Instructor’s Manual. An online Instructor’s Manual accompanies this book. 

The manual contains information to assist the instructor in designing the 
course, including learning objectives, chapter outlines, sample assignments, and 
additional online resources.

• TestBank with ExamView. For assessment support, the updated test bank in-
cludes true/false, multiple-choice, matching, short answer, and essay questions 
for each chapter. Available for download from the instructor website, ExamView® 
testing software includes the Test Bank in electronic format, enabling you to 
create customized tests in print or online.

• Presentation slides. Preassembled Microsoft® PowerPoint® lecture slides for each 
chapter cover content from the book.

• Education CourseMate. Education CourseMate brings course concepts to 
life with interactive learning, study, and exam preparation tools that support 
the printed textbook. CourseMate includes an integrated eBook, quizzes, 
f lashcards, videos, related links, and other resources, and Engagement-
Tracker, a first-of-its-kind tool that monitors student engagement in the 
course. The accompanying instructor website offers access to password- 
protected resources such as an electronic version of the Instructor’s Manual, 
test bank, and PowerPoint® slides. Students can register an access code or pur-
chase access at CengageBrain.com. Instructors, visit login.cengage.com to 
create an account or log in.

• WebTutor on Blackboard and WebCT. Jump-start your course with customiz-
able, rich, text-specific content within your Course Management System. 
Whether you want to web-enable your class or put an entire course online, 
WebTutor™ delivers. WebTutor™ offers a wide array of resources including access 
to the eBook, videos, quizzes, web links, exercises, and more. 

Supportive Socialization Influences
Th e seeds for this book were sown more than 50 years ago. I was a freshman in the Col-
lege of Human Ecology at Cornell University, taking a child development course taught 
by Dr. Urie Bronfenbrenner. Dr. Bronfenbrenner, who died in 2005, was a distinguished 
professor of psychology, human development, and family studies. His bioecological the-
ory of human development has stimulated much new research on children and families 
in various settings as well as advocacy of government, business, and educational policies 
to support families.

Dr. Bronfenbrenner’s enthusiasm for children and families, his dynamic lecture style, 
and his probing questions regarding the current state of human development research, as 
well as public policy, provided me with an analytic perspective to examine whatever else 
I read or heard thereafter.

The seeds for this book could not have flowered had it not been for the care their host 
(the author) received in her growth and development. My family, my teachers, my friends, 
the neighborhood in which I grew, and my experiences growing up all contributed to this 
book. Even a fter I re ached adulthood, the seeds for this book a re s till being nurtured 
along by others—my husband (Michael), my children (Gregory, my son, and his wife, 
Kathleen, a nd Tamara, m y d aughter), m y g randchildren ( Helen a nd M adeline), m y 
friends, my neighbors, my students, and my colleagues.

As f lowers g row, to m aintain t heir shape a nd s timulate new g rowth t hey must be 
pruned and fertilized. I would like to thank my reviewers of all editions and my editors 
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for their valuable input in this process. Specific thanks to t he reviewers of this edition: 
Tamara Karn, Mount San Antonio College; Laurel Anderson, Palomar College; Rachel 
Bernal, San Jacinto College; Scott Bounds, Houston ISD; Jennifer Briffa, Merritt Col-
lege; B elinda Ha mmond, Cue sta C ollege; Do nna K irkwood, U niversity o f H ouston 
Clearlake; Amy Strimling, Sacramento City College.

For the fruit of the harvest, this ninth edition, I would like to thank my Developmen-
tal Editors, L isa Mafrici a nd Melissa Kelleher, for plowing t his version w ith me. A lso 
many thanks to the rest of the book team: Mark Kerr, Executive Editor, Greta Lindquist, 
Editorial A ssistant, G enevieve A llen, A ssistant E ditor, A shley Cro nin, S enior M edia 
 Editor and Lindsay Bethoney, Project Manager.  
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“It doesn’t matter 
who you are, where 
you come from. The 
ability to triumph 
begins with you 
always.” 

— OPRAH WINFREY

Oprah’s philosophy of socializa-
tion is encapsulated in this quote. 

The Socialization Sketch that follows 
describes some signif icant influences on 

her life.

Family
Oprah Gail Winfrey was born in 1954 on the 
family farm in Kosciusko, Mississippi. Her fa-
ther, Vernon Winfrey, who was stationed as a 
soldier at a local army base, and her mother, 
Vernita Lee, were both young at the time of  
Oprah’s birth. Her par ents never mar ried. 
Shortly after she was born, her mother moved 
to Milwaukee, Wisconsin, where she found a 
job as a housemaid and Oprah was left in the 
care of her grandmother, Hattie Mae Lee.

As a child, Oprah relied on her imagination 
to play. On the farm, her only friends were the 
animals, so she gave them parts in the plays 
she made and included them in games . On 
Sundays she and her grandmother would go 
to church. It was in church that Oprah gave 
her fi rst recital—she was 3 years old and al-
ready knew how to read. She read verses and 
poems aloud t o the congr egation. By age  
4, she was known around town as “the little 
speaker.” Such early experiences gave her an 
advantage when she entered school.

When Oprah entered kindergarten, she 
knew how to write, as well as read. On the fi rst 
day of school, she wrote, “Dear Miss New, I do 
not think I belong her [sic].” She was moved 
to the fi rst grade and by the end of the year, 
she was skipped to the third grade.

At age 6, Oprah was sent to live with her 
mother and half sist er in Milw aukee. They 
lived in one room of another woman’s house. 
Her mother worked long hours, leaving Oprah 
with her cousins and neighbors. It was her job 
to entertain her little sister.

When Oprah was 9, a 19-year-old cousin, 
who was babysitting, raped her. He swore her 

to secrecy. During the time she lived in Milwau-
kee, Oprah was sexually abused by her moth-
er’s live-in boyfriend and a once-favorite uncle. 
She never told anyone, but became  rebellious. 
At age 14, she gave birth to a son, who died in 
infancy. Unable to handle her, Oprah’s mother 
sent her to live with her father and his wife in 
Nashville. This proved to be a signifi cant infl u-
ence on her motivation to achieve.

Vernon Winfrey was a strict disciplinarian. 
Oprah was given new clothes, a set of rules, 
a 12:00 curf ew, and some t asks. She also  
had to read and do a book report each week 
for her father, as well as memorize fi ve new 
words each day. If she hadn’t done her tasks, 
she would not be given any food. Oprah said, 
“As strict as he w as, he had some concerns  
about me making the best of m y life, and 
would not accept anything less than what he 
thought was best” (www.biography.com).

School
Also influential on Oprah’s study habits , as 
well as self-est eem, was her f ourth-grade 
teacher and mentor, Mrs. Duncan. Mrs. Dun-
can helped her t o not be afr aid of being  
smart. She encouraged Oprah to read and 
often let her stay after school to help grade 
papers while discussing book choices. Oprah 
said, “A mentor is someone who allows you to 
see the higher part of y ourself when some-
times it becomes hidden from your own view” 
(WCVB-TV interview, January 13, 2002).

Oprah attended Nashville East High School 
where she w as well liked by the students  
and teachers. She took public speaking and 
drama classes, landing a job in r adio while 
still in high school. This prepared her for a ca-
reer path in communications.

Oprah’s last year in high school was most 
influential. She had been elect ed president 
of the student body and, as such, got to at-
tend The White House Conference of Youth, 
meeting President Richard Nixon and school 
representatives from all over the country. That 
same year, Oprah entered a public speak-
ing contest with a scholarship to Tennessee 
State University as the grand prize. She won 
the scholarship and began t aking courses 
toward a degree in Speech Communications 
and Performing Arts. She continued her work 
at the radio station, studying at night.

Learning 
Objectives
After completing this 
chapter, you will be able to:
1. Defi ne ecology and 

discuss how it relates to 
child development.

2. Defi ne socialization and 
explain how it relates to 
child development.

3. Describe and illustrate 
how society’s concept of 
childhood has changed 
from the Renaissance to 
the present day.

4. Defi ne a theory and 
explain the uniqueness 
of the bioecological 
theory.

5. Describe how 
socialization occurs in a 
bioecological context. 

6. Explain how the 
microsystem, 
mesosystem, exosystem, 
and macrosystem 
interact over time (the 
chronosystem).

7. Discuss contemporary 
ecology, naming societal 
trends affecting children.

Oprah Winfrey
(b. 1954)

“It d
wh
yo
a
b
al

Oprah’
tion is en

The Socializa
describes some s

SOCIALIZATION SKETCHES

AP Photo/Dima Gavrysh, file
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5

Media
Oprah was chosen t o co-anchor the local  
evening news at the age of 19. Her emotional 
ad-lib delivery eventually got her transferred 
to the daytime television talk show venue. Af-
ter boosting a third-rated local Chicago talk 
show to fi rst place, the format was expanded 
and in 1985, was renamed The Oprah Winfrey 
Show. Seen nationally since 1986, The Oprah 
Winfrey Show became the number one t alk 
show. The show emphasized spiritual values, 
healthy living, and self-help. She also inter-
viewed top names in the entertainment indus-
try. The show received numerous awards and 
she, herself, received the “Broadcaster of the 
Year” Award, becoming the youngest person 
and only the fi fth woman ever to receive the 
honor, bestowed by the International Radio 
and Television Society.

Community
Motivated by her own memories of being  
abused as a child, Oprah initiated a campaign 
to establish a national database of convicted 
child abusers. She testifi ed before the Senate 

Judiciary Committee on behalf of the National 
Child Protection Act. President Clinton signed 
the “Oprah Bill” into law in1993, establishing 
a national database available to law enforce-
ment agencies and concerned parties.

Oprah Winfrey was named one of the 100 
most infl uential people of the 20th century by 
Time magazine. Her influence extends from 
television to the publishing industry through 
her book club. She is also a benef actor. Her 
Angel Network gives a $100,000 “Use Your 
Life Award” to people who are using their lives 
to improve the lives of others. And fi nally, she 
has founded a school for girls in South Africa 
to build leadership skills, giving back to the 
community what she gained from the schools 
and teachers in her life.

What events or people in your past and • 
present have infl uenced your ability to 
thrive? 

What are some things you might do to • 
contribute to the community based on 
your own experiences and interests?
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6 CHAPTER 1

Ecology, Change, and Children
Th e concept of ecology (the science of interrelationships between organisms and their 
environments) traditionally describes plant or animal environments, but it can be ap-
plied to humans. Human ecology involves the biological, psychological, social, and 
cultural contexts in which a developing person interacts and the consequent processes 
(for example, perception, learning, behavior) that develop over time (Bronfenbrenner 
& Morris, 2006).

Th e concept of adaptation is the modifi cation of an organism or its behavior to make 
it more fi t for existence under the conditions of the envir onment. As humans develop, 
they must continually adapt to change, on a personal, social, and societal level. For exam-
ple, such forces as demographics (statistical characteristics of human populations, such 
as age, income, and race), economics (the production, distribution, and consumption 
of goods and services), politics, and technology present challenges to human adaptation. 
Th e purpose of this book is to examine how growing up in a changing world aff ects the 
development of children through socialization. Children are socialized and supported by 
their families, schools, and communities, in that these signifi cant agents accept responsi-
bility for ensuring children’s well-being. Th ese socializing agents nurture children’s devel-
opment, enabling them to become contributing adults.

Kids Today: Are They . . .

media junkies? bombarded by commercialism?
computer savvy? virtual-world visitors? 
social networkers? over-scheduled?
coupled to their cell phones? reward-reliant?
frightened by disaster and violence? self-absorbed?
confused by choices? inundated with information?
driven to distraction? distressed?
seduced by celebrities? competition-driven?

Socialization and Child Development
Socialization is the process by which individuals acquire the knowledge, skills, and char-
acter traits that enable them to par ticipate as eff ective members of groups and society 
(Brim, 1966; Maccoby, 2007). 

Socialization is what every parent does: “Help your brother button his jacket.” “We  ■

use tissues, not our sleeves, to wipe our noses.”
Socialization is what every teacher does: “Study your spelling words tonight.” “In our  ■

country we have the freedom to worship as we choose.”
Socialization is what every religion does: “Honor your father and mother.” “Do not  ■

steal.”
Socialization is what every culture does via its language, customs, and beliefs. ■

Socialization is what every employer does: “Part of your job is to open the store at  ■

8:00 and put the merchandise on the tables.” “Your request must be in writing.”
Socialization is what every government does through its laws and system of punish- ■

ment for violations.
Socialization is what friends do when they accept or reject you on the basis of whether  ■

or not you conform to their values.
Socialization is what the media do by providing role models of behavior and solu- ■

tions to common problems.

Th e concept of socialization, including parenting or child rearing, social development, 
and education, really goes back in time as far as human life: “ Train up a child in the way 

How does growing 
up in a changing 
world affect how 

children are 
socialized?

ecology the science of 
interrelationships between 
organisms and their environments

adaptation the modifi cation 
of an organism or its behavior 
to make it more fi t for existence 
under the conditions of its 
environment

demographics st atistical 
characteristics of human 
populations, such as age, 
income, and race

economics the production, 
distribution, and consumption of 
goods and services

What is 
socialization?

socialization the process by 
which individuals acquire the 
knowledge, skills, and character 
traits that enable them to 
participate as effective members 
of groups and society
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 Ecology of the Child 7

he should go, and when he is old, he will not depar t from it” (Proverbs 22:6). As we 
shall see, many forces in society contribute to children’s development—as do the children 
themselves. Socialization takes place in the family, school, peer group, and community, as 
well as via the media. While socialization enables a person to participate in social groups 
and society, it also enables the very existence of a society and its consequent social order. 
According to Handel, Cahill, and Elkin (2007, p. 84), socialization occurs:

over time, ■

through interaction with signifi cant others, ■

by means of communication, ■

in emotionally signifi cant contexts, ■

and leads to certain outcomes that are shaped by various social groups. ■

Socialization as a Unique Human Process
Most social scientists agree that socialization is unique to human beings. More than 75 
years ago George Mead (1934), a social interaction theorist, wrote that it is language that 
sharply separates humans from other animals. Mead goes on to say that language makes 
ideas and communication of these ideas possible, and language also makes it possible to  
replace action with thoughts and then use thoughts to transform behavior . A little boy 
who breaks his mother’s favorite vase and encounters her anger understands her thr eat 
the next day when she says, “If you don’t hold your glass with both hands, it might fall  
and break, and then I will be very angry.” Th e child now well understands what break and 
angry mean.

Language enables humans to develop the ability to reason and a characteristic pattern 
of behavior. It is reason and behavior that enable us to internalize the attitudes of others. 
(Internalization is the process by which externally controlled behavior shifts to internally, 
or self-regulated, behavior.) Children internalize the attitudes of their parents in the form 
of role-taking. Th ey incorporate parental and signifi cant adult expectations into their be-
havior, thereby becoming socialized as a “generalized other.” Th ey, in turn, have similar 
expectations of others with whom they interact. Th ese expectations for people to behave 
appropriately form the foundation for a society.

What makes 
socialization unique 
to humans?

IN CONTEXT Four-year-old Abby’s thought one day was to try out Mom’s 

makeup. In the process, the eye shadow got on her fi ngers, and she wiped it on her shor ts. 

She then sat down on Mom’s bed to look in the mirror, leaving a smudge of blue shadow 

where her bottom touched. She soon got bored with this activity, wiped her moist, red mouth 

on Mom’s yellow towel, and went outside to play. Fifteen minutes later, tears were streaming 

down Abby’s cheeks, indicating her feeling of remorse for her behavior. Mom pointed to the 

trail of evidence while scolding her for taking other people’s things without permission (not to 

mention the mess that had to be cleaned).

Abby’s thoughts led to behavior that caused her mother to v ehemently express her 
feelings regarding taking other people’s things without permission. Her mother’s commu-
nication of values such as this to Abby will lead to Abby’s internalization of self-control. 
If other children, too, learn to internalize behavioral control (for example, respect each 
other’s property), then a human society is possible.

Socialization as a Reciprocal Dynamic Process
Socialization begins at birth and continues throughout life. It is a reciprocal process 
in that when one individual interacts with another , a response in one usually elicits 
a  response in the other. It is also a dynamic process in that interactions change over 
time, with individuals becoming producers of responses as well as products of them 

How does the child 
infl uence his or 
her developmental 
outcomes?
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8 CHAPTER 1

(Maccoby, 2007). Th ese reciprocal dynamic processes become more complex through-
out development (see Figure 1.1).

Maturation
Maturation refers to developmental changes associated with the biological pr ocess of 
aging. Newborn humans come into the world with inherited characteristics and with  
certain needs and abilities that change as they mature. Th ey are given names, which in-
dicate that they are members of society. Th ey are clothed in the manner appropriate to 
the society into which they are born. In the United States they are diapered, dressed in 
stretch suits, and kept in cribs. In certain African societies they are swaddled and put on 
their mothers’ backs. Th e way their parents respond to their cries and their needs, the way 
their parents communicate expectations, the people with whom their parents allow them 
to spend time (babysitter, relatives, and so on) all contribute to infants’ socialization and 
consequent development.

As children mature, their needs and abilities elicit changes in parental expectations for 
behavior. Toddlers may need adult assistance when eating; preschoolers can eat indepen-
dently using some utensils; school-agers are capable of taking some responsibility in meal 
preparation (such as making sandwiches, using a microwave, or cleaning utensils).

Th roughout development, children play a role in their own socialization. As most par-
ents will tell you, children sometimes instigate how others treat them. You know that if 
you smile, you are more likely to get a smile back than if you frown. Th e way you socialize 
children is often infl uenced by their reaction to you. For example, I needed only to look 
sternly at my son or speak in an assertive tone, and he would comply with what was asked 
of him. My daughter, however, would need to experience consequences (usually several 
times)—being sent to her room, withdrawal of privileges, having to do extra chor es—
before she would comply with family r ules. Even in college, she had to get numer ous 
parking tickets before she realized paying for them was mor e painful than getting up  
earlier to fi nd even a distant parking space from her class and walking. Th us, not only 
do children actively contribute to interactions, but in so doing, they aff ect their own 
developmental outcomes, transforming themselves in the process (my daughter had to 
work to pay off  her tickets) and infl uencing how others reciprocate (I nagged) (Bugental 
& Grusec, 2006).

Genes
Biology plays a role in the child’s contribution to his or her dev elopmental outcomes, 
beginning with the child’s genotype, the total composite of hereditary instructions coded 
in the genes at the moment of conception. A ccording to Plomin and Asbury (2002) as 

maturation de velopmental 
changes associated with the 
biological process of aging

genotype the total composite 
of hereditary instructions coded 
in the genes at the moment of 
conception

Child’s Biological Factors
(genetics, maturation,

temperament)

Developmental outcomes

Socialization Agents
(agents’ biological factors’

socialization aims,
and methods)

InteractionIn
te

ra
ct

io
n

FIGURE 1.1 How Children Affect Their Own Developmental Outcomes
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 Ecology of the Child 9

well as Scarr and McCartney (1983), parents not only pass on genes to children but also 
provide environments, or contexts for development (see Figure 1.2). In other words, there 
is a correlation between the infl uence of one’s genotype and one’s environment on devel-
opmental outcomes (Rutter, 2006). Because children inherit genes from their parents, 
children are “prewired” or predisposed to be aff ected by the environments their parents 
provide. Th is type of genotype–environment interaction is referred to as passive. For ex-
ample, a child born to intelligent parents will, most likely, possess the genes involved in 
intelligence. Th e parents, because of their genotypes and their developmental experience, 
will likely provide intellectually stimulating things and activities in the home. Th e child’s 
“prewiring” will enable him or her to benefi t from such stimulation. As an example, my 
sister-in-law was raised by her father, an accomplished musician. She tinkered at the pi-
ano as soon as she could r each the keys. As a child, she learned to play sev eral musical 
instruments. Today, she is a music teacher and directs a community band.

inherited fromPassive Genotype-Environment Interaction: Child’s genotype

Environment

Parent’s genotype + Environment (provided
by parents)     Developmental outcomes

elicits

affect

affects

genes

affects

genes

Evocative Genotype-Environment Interaction: Child’s genotype

Environment

Environmental
responses

Developmental
outcomes

seeksActive Genotype-Environment Interaction: Child’s genotype Compatible
environment

Developmental
outcomes

Environment

affects

genes

FIGURE 1.2 Genotype–Environment Interactions
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10 CHAPTER 1

Another type of genotype–environment interaction is evocative, meaning an individ-
ual’s genotype will tend to evoke, or elicit, certain responses from the environments in 
which they interact. For example, a happy, sociable child is more likely to engage others 
in social activities than is a moody, shy child. Consequently, the happy child tends to  
experience more warm, responsive environments growing up.

Still another type of genotype–environment interaction is active, meaning an indi-
vidual’s genotype will tend to motivate that person to seek out environments most com-
patible with his or her genetic “prewiring.” For example, a shy child might prefer solitary 
activities to group ones, consequently infl uencing the path of that child’s development. 
My yoga teacher describes herself as an introspective person. As a child she grew up in a 
beach community in Southern California. Rather than join the extroverted beach culture, 
she preferred to daydream, making castles in the sand. H er high school activities were 
dance and gymnastics. Having those skills, she tried the cheerleading squad, but did not 
feel comfortable in the “rah-rah” role, so years later chose yoga.

Temperament
Another aspect of one’s biological makeup, in addition to genes, is temperament—the 
innate characteristics that determine an individual’s sensitivity to various experiences and 
responsiveness to social interaction. Research supports what parents have known for cen-
turies: Babies are born with diff erent temperaments (Chess & Th omas, 1996; Kagan, 
1994; Th omas, Chess, & Birch, 1970; Wachs & Bates, 2001). Th at is, they respond dif-
ferently physiologically to various experiences. Th is is evident soon after birth in the in-
dividual diff erences in activity level, distractibility, adaptability to new situations, mood, 
and so on (see Figure 1.3). Children’s physiological responses fall into three broad tem-
peramental categories: “easy,” “slow-to-warm-up,” and “diffi  cult.” 

How caregivers respond to their children’s temperaments infl uences the socialization 
process. If there is a “goodness of fi t” between the child’s temperament and his or her  
caregivers, then socialization is likely to proceed smoothly (Chess & Th omas, 1996). For 
example, if the child does not adapt easily to ne w situations (is a “slow-to-warm-up” 
child), and the caregivers understand this and are patient (not pushing the child, yet en-
couraging him or her to get used to new things slowly), then socialization is likely to be 
smooth. In a longitudinal (long-term) study on the socialization of conscience, or inter-
nal monitor, Kochanska (1995, 1997) found that the use of gentle parenting techniques 
such as persuasion (“Why don’t you ___ because ___”), rather than harsh power assertion 

temperament the innate 
characteristics that determine an 
individual’s sensitivity to various 
experiences and responsiveness 
to patterns of social interaction

Go to the Education CourseMate web-
site to access the video entitled “0–2 
Years: Temperament in Infants and 
Toddlers” and think about how each of 
the three types of temperament seen 
in the video might be exhibited in the 
behavior of preschoolers, school-agers, 
and adolescents.

TeachSource Video Activity

Child’s
response

Socialization “Goodness-of-fit”

Quality of attachment: Secure—insecure
(depends on
goodness-of-fit)

Parent’s
response

Easy
Child

Very regular

Positive approach

Very adaptable

Low or mild

Positive

Slow-to-Warm-Up
Child

Varies

Initial withdrawal

Slowly adaptable

Mild

Slightly negative

Difficult
Child

Irregular

Withdrawal

Slowly adaptable

Intense

Negative

Temperamental
Quality

Rhythmicity

Approach/withdrawal

Adaptability

Intensity of reaction

Quality of mood

FIGURE 1.3 Temperament and Socialization
Source: Based on Chess & Thomas, 1996.
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 Ecology of the Child 11

(“Do ___ or else ___”), was more eff ective in getting timid children to comply, whereas 
assertive children responded better to harsh power assertion.

If, on the other hand, the fi t between the child’s temperament and the caregivers’ is 
poor, socialization is likely to be rough. For example, if the child is very active, responds 
intensely to people and things, and is moody (a “diffi  cult” child), and the caregivers force 
him or her to sit still, punish him or her for cr ying or being frightened, and demand a  
smile much of the time, then socialization may become a battleground of wills. A longi-
tudinal study of more than 1,000 twins and their families showed that genetically infl u-
enced antisocial behavior (diffi  cult temperament) was a signifi cant provoker of parental 
use of harsh discipline ( Jaff ee et al., 2004). Th e impact of temperament on par enting 
styles is discussed in more detail in Chapter 4.

As infants become children, adolescents, and then adults, they interact with mor e 
people and have more experiences. In so doing, they acquire skills, knowledge, attitudes, 
values, motives, habits, beliefs, interests, morals, and ideals. You may learn to read from 
your fi rst-grade teacher. You may learn to appreciate music from an uncle who takes you 
to concerts. You may learn about sportsmanship from your coach and about love from 
the girl or boy down the street.

Th us, from the point of view of society, individuals are socialized to fi t into an orga-
nized way of life (a social identity). And from a personal point of view, socialization enables 
them to discover themselves—their potentialities for personal growth and fulfi llment (a 
personal identity). Th e environment (including various genotype–environment interac-
tions, discussed earlier) also plays its part in the socialization process. Th e environment 
is what the child experiences—the setting, the roles, and the interactions. For example, a 
child growing up in a large family on a farm has diff erent socialization experiences than 
does a child growing up in a single-parent family in the city. Over time, children choose 
and are exposed to many diff erent environments that aff ect their development (Bronfen-
brenner & Morris, 2006). By going to school, children not only gain knowledge; they 
also fi nd out in what subjects they do best. As members of a peer gr oup, they not only 
learn to cooperate; they fi nd out whether they are leaders or followers. One child may 
discover that he or she likes art, another likes dance, still another prefers sports. As these 
children are enabled to pursue their interests and their abilities are encouraged, they have 
diff erent socialization experiences.

Based on earlier studies of socialization pr ocesses (Bugental & Grusec, 2006; A. P. 
Fiske, 1992), Grusec and Davidov (2010) have proposed an integrative framework to 
examine how parents socialize children. Th ey view socialization as a domain-specifi c 
process in that diff erent child situations elicit diff erent parental interactions and require 
diff erent socialization methods. Developmental outcomes vary according to the domain: 
Does the child need protection? Does the child desire reciprocity (play or communica-
tion) from the parent? Does the child’s behavior warrant adult control (guidance or disci-
pline)? Do the child’s actions require guided learning by an adult? Does the child need to 
identify with a social group and engage in group participation? (See Table 1.1.)

Intentional and Unintentional Socialization
Much socialization is intentional, done on purpose. When an adult tells a 6-year-old to 
share a toy with a 4-year-old sibling, that is intentional socialization. Or when an adult 
reminds a 10-year-old to write a thank-you note to Grandma, that too is intentional so-
cialization. Th us, when adults have certain values that they consistently convey explicitly 
to the child, and when they back these up with appr oval for compliance and negative 
consequences for noncompliance, it is referred to as intentional socialization.

Much of socialization, however, takes place spontaneously during human interaction, 
without the deliberate intent to impart knowledge or values. Unintentional socialization 
may be the product of involvement in human interaction or observation of interaction. 
For example, a 4-year-old approaches two teachers conversing and excitedly says, “Miss 

How does the 
parent infl uence 
the child’s 
developmental 
outcomes?

Is all socialization 
deliberate?
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12 CHAPTER 1

Jones, Miss Jones, look!” One teacher says, “Sally, don’t interrupt; we’re talking.” Later 
that morning Sally and her friend Tanya are busily playing with Legos. Sally is explain-
ing and demonstrating to Tanya how to fi t the pieces together. Miss Jones comes over to 
the block corner and interrupts with, “Girls, please stop what you’re doing and come see 
what Rene has brought to school.” It is very likely that the message Sally received from 
the morning’s interactions was that it is not OK for children to interrupt adults, but it is 
OK for adults to interrupt children.

Sometimes, a socialization goal can be intentional on the par t of the parents, but have 
both intentional and unintentional outcomes on the child. For example, toilet training is 
usually purposeful and deliberate in Western cultures. Behavior-learning techniques for us-
ing the potty involve conditioning children to associate the urge to urinate or defecate with 
using the potty; reinforcement (praise and juice) is used for eff ort and success. Th e problem 
is that not all children respond as intended, and sometimes the outcome of being “toilet-
trained” is short-term because of other events in the child’s life. For example, if a new baby 
enters the family, the toilet-trained child, who has gotten much attention for his or her  
achievement, may perceive the new baby as getting attention for wetting its diaper. Th e toi-
let-trained child may then regress to wetting his or her pants in order to regain attention.

In sum, children take cues, emote, and learn fr om others’ behavior as well as from 
their verbal statements. Th is information is all processed (constructed, interpreted, trans-
formed, and recorded) in the brain to infl uence future behavior and feelings.

Socialization, Change, and Challenge
Children are socialized by many people in society—parents, siblings, grandparents, aunts, 
uncles, cousins, friends, teachers, coaches, religious leaders, and role models in the media. 
Th ese agents of socialization use many techniques, which will be discussed, to infl uence 
children to behave, think, and feel according to what is considered worthy.

Socialization is a very complex process indeed. Th e more technological and diverse the 
society, the more children have to learn in order to adapt eff ectively, the more socializing 
agents and experiences contribute to the pr ocess, and the more time the socialization 
process takes. As society changes, more and more challenges are posed to the socializing 
agents because there are more choices to be made. How should the period of childhood 
be adjusted to accommodate all the opportunities that exist?

How do you 
socialize children 

to be prepared 
for the future?

Table 1.1  Domains of Socialization Between Parent and Child

Domain

Nature of 
Parent–Child 
Relationship 

Required Parental 
Behavior

Mechanism of 
Socialization

Protection Provider–recipient Alleviate child’s distress Confidence in 
protection

Reciprocity Exchange/equality 
tendency

Comply with child’s reason-
able requests and influence 
attempts

Innate to reciprocate

Control Hierarchal Use discipline method best 
suited for achieving parental 
goal

Acquired self-control

Guided learning Teacher–student Match teaching to child’s 
changing level of 
understanding

Internalization of lan-
guage and approach 
used by teacher

Group participation Joint members of 
same social group

Enable child to observe and 
take part in appropriate 
cultural practices

Firm sense of social 
identity

Source: Grusec, J. E., & Davidov, M. (2010). Integrating different perspectives on socialization theory and research: 
A domain-specific approach. Child Development, 81(3), p. 694.
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 Ecology of the Child 13

When societal change occurs as, for example, rapid technological and scientifi c ad-
vances that result in economic fl uctuations, socializing agents are aff ected. Adults 
are aff ected directly by the uncertainty that change produces, as well as by the 
new opportunities and challenges it may present. Economic fl uctuations 
can aff ect job security and can have a major negative impact on family 
fi nances. Family members may have to work longer hours; purchas-
ing power may decrease; the family may have to move. However, 
sometimes such stresses uncover positive strengths in the family 
members—for example, spousal emotional suppor t and chil-
dren’s cooperation in assuming more responsibilities for house-
hold chores. How adults adapt to societal change indirectly 
aff ects children. For example, two parents in the workforce 
usually require child care, and family time becomes the “sec-
ond shift” (Hochschild, 1989, 1997). Parents learn to adapt 
by performing several tasks simultaneously. New technology 
helps (talking on a speakerphone while folding clothes), but 
the effi  ciency gained in doing multitasks may contribute to di-
minished attentiveness to family members.

One result of societal change is seen in the goals of child r ear-
ing and education. Many psychologists (Elkind, 1994, 2001) see 
today’s parents as being very concerned with developing their children’s intellectual abilities. 
Th is concern is evidenced by the growth of preschools and kindergartens with academic pro-
grams; the development of infant stimulation programs such as “Mommy and Me” classes; 
the availability of “how-to” books on teaching your baby to read, do math, and be brighter; 
the proliferation of computer software for children; and the array of after-school activities. Th e 
concern is also evidenced by the pressure on elementary, middle, and high schools to produce 
competent learners. Th e No Child Left Behind Act (NCLBA) of 2004 mandates per for-
mance standards (achievement levels for each grade), accountability (assessments to measure 
achievement), and fl exibility (tailoring assessments for students with disabilities and children 
with limited English-speaking profi ciency). Opposing the NCLBA are educators who believe 
curricula should be individualized according to the child’s developmental level rather than 
to  government-mandated performance standards. A developmentally  appropriate curricu-
lum involves understanding children’s normal growth patterns and individual diff erences. It 
also involves exposing children to active, hands-on, age-appropriate, meaningful experiences. 
 Developmental appropriateness is discussed in more detail in Chapter 4.

As a consequence of this family and school concern with nourishing the intellect, childr en 
are under pressure to become “intellectually independent” and “intellectually successful” at 
an early age. Th is is measured by test scores, performance in various activities such as athletics 
and music, and being accepted by certain prestigious schools (even preschools!). Elkind (2001) 
cited an example of this push for having superkids. A mother complained to her son’s fi rst-
grade teacher, “How is he going to get into M.I.T. if you only give him a ‘satisfactory’?” Elkind 
believes such a push for excellence is causing an increase in stress symptoms in children.

developmentally appropriate  
a curriculum that involves 
understanding children’s normal 
growth patterns and individual 
differences

A parent motivating a child’s interest 
in a sport.

Chrisjo/Big Stock Photo

IN CONTEXT Carol’s parents were very proud of their daughter. Considered 

a “gifted” student, she did very well in school while juggling a full schedule that included ice 

skating, gymnastics, and piano lessons. At age 10, Carol won her elementary school’s outstand-

ing student award, placed fi rst in an ice-skating competition, and gave a solo piano recital. At 

age 13, she was selected as a candidate for admission to a prestigious private girls’ high school. 

Two days before the scheduled entrance exam, Carol took an overdose of sleeping pills.

Why did Carol choose suicide? Other adolescents face varying degrees of pressure and 

stress, yet develop coping str ategies. Was it her f amily situation? Friends? School? Comm u-

nity? Or a combination of these complex relationships?
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14 CHAPTER 1

Th at children are pressured to know more than their parents is really not a new phe-
nomenon; it is part of evolution or societal change. As new knowledge is discovered, it 
is the children who learn it in school. For example, children in many schools use com-
puters for learning tasks. Th ere is likely to be tension in the parent–child relationship 
when children can fi gure things out more effi  ciently with computers than their parents 
can with traditional paper-and-pencil methods. As another example, childr en of im-
migrants learn to be Americanized in school, whereas their parents may cling to the 
traditional attitudes and behavior patterns learned in their countries of origin. Th us,  
societal change can produce family tensions; it can also produce challenges. To reduce 
tension in the parent–child relationship resulting from an imbalance of knowledge, 
parents can be challenged to become knowledgeable in the very activities their children 
are pursuing. For example, parents can share activities; they can provide the oppor-
tunity for children to teach them; they can r ead books, talk to exper ts, and request 
adult education courses (for example, on how to use a computer); they can volunteer 
to help in the classroom in order to learn along with their children. Th ere needs to be 
a distinction between encouraging and motivating children to succeed and pressuring 
them with inappropriate expectations. Schools can also be challenged to involve par-
ents more in their children’s learning. Parent involvement in school will be discussed 
in Chapter 6.

Change and the Concept of Childhood
One of the challenges brought on by change is the society’s concept of childhood. We as-
sume childhood to be a special period of time when we are cared for, taught, and protected 
because we are not mature enough to do these things for ourselv es. Does the period of 
childhood change—lengthen or shorten—when society changes? Based on studying the 
artwork of various periods, historian Philippe Aries (1962) concluded that the concept  
of childhood did change throughout the centuries in that the tr eatment of children by 
parents and society improved considerably. In contrast, based on studying 400 diaries and 
journals from 1500 to 1900, psychologist Linda Pollock (1984) concluded that the con-
cept of childhood, particularly parent–child relations, had not changed very much in that 
parents had emotional ties with their children and socialized them to adapt to the ways of 
society during each century. History professor, Steven Mintz (2006), agrees that in that 
throughout American history, adults have defi ned how children experienced childhood. 
However, in the last par t of this century, adolescence became a protracted concept and 
youth began to defi ne its own culture (language, dress, music, and so on). (See Table 1.2.)

What is 
“childhood”? Is it 

static or dynamic? 
How is it different 
from adulthood?

Table 1.2  A Brief View of Childhood through History

Time Period Significant Event Child Treatment

14th–16th century Renaissance Children treated as miniature adults, harsh 
treatment, expected to work, included in all 
adult activities (partying, same punishment 
for crimes)

16th–18th century Printing press 
invented

Children treated as uninformed adults, 
 therefore schools were created to teach them

18th–20th century Industrial Revolution Children need to be prepared for adulthood in 
a complex society, compulsory education 
laws, recognition of children’s rights, passage 
of labor laws

20th–21st century Information Age Children viewed as consumers, pressured to 
compete, to achieve, to be independent and 
self-reliant

Source: Based on Aries, 1962; Heywood, 2001; Mintz, 2006. 

Children working in factories was a 
 common sight prior to child labor laws 
prohibiting such practices.

Lewis Wickes Hine/Bettmann/Corbis
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 Ecology of the Child 15

Th ere is a general concern among child development specialists and educators about 
the loss of childhood (freedom from responsibility). Children today must cope with a  
world in which both parents work, drugs are readily available, sex is as close as the TV or 
Internet, and violence is just around the corner (Children’s Defense Fund, 2010; Elkind, 
1994, 2001). In sum, the age of protection for children has been undermined by societal 
pressures on parents. What can we do to cope with these consequences of change? Can we 
meet the challenge? 

Socialization and Adaptation
Socialization is elaborate; it inv olves many variable and reciprocal experiences, inter-
actions, and environments that aff ect children’s development. Analyzing some of the  
 variables involved in the socialization process can help people adapt to change. For in-
stance, understanding how the “input”—socialization interactions in various settings and 
situations—aff ects the “output” of socialization—values, attitudes, motives and attribu-
tions, self-esteem, self-regulation of behavior, morals, and gender roles—may enable us to 
manipulate that input to induce the desired output (see Table 1.3).

A simplifi ed example of this kind of manipulation is described in a classic book,   ■

Walden Two, by B. F. Skinner (1948). Walden Two is a utopian community founded 
on behavioral principles. To learn self-control, young children (age 3 to 4) are given 
lollipops dipped in sugar at the beginning of the day , to be eaten later, provided 
that they have not been licked (reinforcement). Th ere are practice sessions in which 
the children are urged (instruction) to examine their own behavior in the following 
 situations: when the lollipops are concealed, when the children are distracted from 
thinking about the candy by playing a game, and when the lollipops ar e in sight. 
Th us, when the children are given the lollipops again for a real exercise in self- control 
(learn-by-doing), they have at their disposal some adaptiv e behaviors to use (put  
them out of sight or keep busy) to help them avoid the temptation.
Another example of how input can be used to aff ect output is Sherif ’s (1956) clas- ■

sic Robber’s Cave experiment, in which manipulation of the environment was used 
fi rst to bring about antisocial behavior (hostility) via competitive strategies between 
two groups of young boys, and then to reverse that pattern via cooperative strate-
gies. How was this done? To produce friction, competitive tournaments were held— 
baseball, tug-of-war, touch football, and so on. Frustration led to name-calling, raids, 
and aggressive behavior. To eliminate this friction, the counselors rigged a series of  
crises that forced all the boys to work together in order to solve the problem. Once, 
the water line was deliberately broken; another time, the camp tr uck broke down 
just as it was going to town for food. Th us antisocial behavior gave way to prosocial 
behavior when a compelling goal for all concerned had to be achiev ed. (Does this 
make you think of the television show Survivor?) Anti- and prosocial behavior will be 
discussed in more detail in Chapter 12.

Th e previous examples are illustrations of intentional socialization, in which input af-
fected desired output. In reality, all of us have unique biological characteristics; we come 
into the world with diff erent “wiring.” As a result, we perceive and interact with the world 
diff erently, resulting in a range of outputs. A muscular, coordinated child will tend to be 
attracted to sports, while a frail, timid child will tend to avoid competitive activities. Th us, 
children play a role in their own socialization (Scarr, 1992), which sometimes makes in-
tentional socialization diffi  cult. In contrast to the scientifi cally shaped utopian society 
described in Walden Two or the manipulated situation in the Robber’s Cave experiment, 
in reality each human being is exposed to many diff erent environments in which many 
diff erent interactions and experiences, both intentional and unintentional, take place.  
Th erefore, individuals refl ect both their biological characteristics and their socialization 
experiences (Bugental & Grusec, 2006; Collins et al., 2000). As the child changes, so  

How can 
socialization help 
children adapt to 
change?
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16 CHAPTER 1

must the process of socialization. Socialization is not static; it is dynamic, transactional,  
and bidirectional, or reciprocal (Sameroff , 2009). Ideally, as children develop, control 
over their behavior gradually shifts from the adult to the child. More specifi cally, infants 
and toddlers require much adult direction. Preschoolers are developmentally capable of 
directing some of their activities and are exhibiting some self-control of their behavior. 
School-agers can direct most of their activities with adult suppor t and some direction. 
Adolescents who have been socialized by nurturant adults exhibit much self-control and 
self-directed behavior, even though they still need some adult guidance.

Table 1.3  Socialization Variables

Examples of Input Examples of Output

Instruction Values

Setting standards Attitudes

Learn-by-doing Motives and attributions

Feedback Self-esteem

Reinforcement Self-regulation of behavior

Punishment Morals

Group pressure Gender roles

The Bioecological Theory of Human Development 
and Other Theories of Socialization
Recall that “ecology” is the science of interrelationships between organisms and their en-
vironments. Th e term “bioecological” refers to the role organisms play in shaping their 
environments over time. Here we focus on human organisms—their biological, social,  
and psychological characteristics.

Human beings create environments that shape the course of human development. 
Th eir  actions infl uence the multiple physical and cultural tiers of the ecology that  
shapes them, and this agency makes humans—for better or worse—active produc-
ers of their own development. (Bronfenbrenner, 2005, p. xxvii)

A theory is an organized set of statements that explains observations, integrates diff er-
ent facts or events, and predicts future outcomes. Th eories:

provide a framework for interpreting research fi ndings and give direction for future  ■

study, 
explain a particular aspect of development, such as genetics,  ■

describe settings that infl uence many aspects of the child ’s development, such as  ■

 culture, or 
examine the interaction betw een the child and his or her envir onment, such as  ■

ecology.

Th e general framework for the whole book is based on dev elopmental psychologist 
Urie Bronfenbrenner’s bioecological model of human development (1979, 1989, 1995, 
2005; Bronfenbrenner & Morris, 2006). Th e model provides the “whole picture” of the 
developing child, encompassing relevant theories within it. Such theories, including bio-
logical, behavior-learning, sociocultural, psychoanalytical, cognitive developmental, in-
formation processing, and systems theories, are discussed throughout the book as they 
apply to particular topics.

Th e bioecological model of human development represents the evolving character 
of science because it can accommodate other theories and old research while providing 
a conceptual scheme to assimilate new research. It is possible to do such integrativ e 

How do socialization 
theories, especially the 

bioecological theory, 
explain children’s 

developmental outcomes?

bioecological refers to the role 
organisms play in shaping their 
environment over time

theory an organized set 
of statements that explains 
observations, integrates different 
facts or events, and predicts 
future outcomes

30960_ch01_ptg01_hr_001-032.indd   1630960_ch01_ptg01_hr_001-032.indd   16 8/31/11   5:49:39 PM8/31/11   5:49:39 PM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



 Ecology of the Child 17

and complex studies due to computer technology, which enables multifaceted analy-
ses, and communication technology, which enables collaboration among researchers. 
While some theories focus on patterns or similarities among individuals to explain  
human development, Bronfrenbrenner (1979, 1989, 2005; Bronfenbrenner & Morris, 
2006) has provided a way to explain human variation and adaptation within general 
patterns. An example of a theory that describes a pattern is that of P iaget (1952). His 
theory of cognitive development delineates the stages in which childr en, in general, 
develop a conceptual understanding of the world based on their maturation and active 
experiences. 

Infants and toddlers (age 0–2) understand things in terms of their senses and motor  ■

activity. Th ey recognize a rattle by its feel, its taste, and its sound.
Preschoolers (age 3–5) are beginning to understand relationships between people,  ■

objects, and events, but in an intuitive or imaginative, rather than logical, way. “My 
grandma has gray hair; that lady is a grandma because her hair is gray.”
School-agers (age 6–11) can use logic to understand relationships, but only on con- ■

crete, or real, people, objects or events. “Th at animal is a dog because it has four legs, 
pointy ears, furry hair, and it barks.”
Adolescents (age 12 and beyond) can understand abstract and hypothetical relation- ■

ships and therefore can solve problems regarding things they haven’t experienced di-
rectly. “Th e moon rotates in an orbit around the Earth.”

Bronfenbrenner (1993) looks beyond general developmental patterns; he proposes 
that researchers examine various ecological settings in which the child participates, such 
as family and child care, to explain individual diff erences in children’s development (in 
this case, cognitive development). To exemplify, an ecological longitudinal study on the 
eff ects of nonparental care (“child care”) on children’s cognitive development from birth 
through age 15 has found that toddlers and pr eschool children, especially those from 
low-income families, who attend a quality child-car e center are more advanced cogni-
tively, demonstrating Piaget’s stages of development earlier and scoring higher on school 
achievement tests than those children who do not (National Institute of Child Health 
and Human Development, 2005).

Th e bioecological model represents a composite of bits and pieces of information about 
human development designed to foster understanding. I t is like a mosaic or a graphic  
design, as in a website comprised of words, colors, fi gures, or pictures, and so on to con-
vey meaning. Th e bioecological model of human dev elopment comprises information 
relating to persons, processes, contexts, and outcomes. Th is book follows such a pattern, 
discussing (1) the child as a biological organism, (2) socialization processes, (3) signifi cant 
contexts of development, and (4) socialization outcomes.

Examining Socialization in an Ecological Context
Th e social context of individual interactions and experiences determines the degr ee to 
which individuals can develop their abilities and r ealize their potentials, according to 
Bronfenbrenner (1979, 1989, 1995, 2005; Bronfenbrenner & Morris, 2006). His concep-
tual model (see Figure 1.4) for studying humans in their various social environments—
the bioecology of human development—allows for a systematic study of interactions and 
serves as a guide for future research on the very complicated process of socialization.

According to Bronfenbrenner’s bioecological theory, there are four basic structures—
(1) the microsystem, (2) the mesosystem, (3) the exosystem, (4) and the macrosystem—in 
which relationships and interactions take place to form patterns that aff ect human devel-
opment. Such a conceptual framework enables us to study the child and his or her fam-
ily, school, and community as dynamic, evolving systems that are infl uenced by broader 
social change (the chronosystem), as in economics, politics, and technology.

What ecological 
contexts and 
interactions infl uence 
the process of 
socialization?
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18 CHAPTER 1

Microsystems
Th e fi rst basic structure, the microsystem (micro meaning small) refers to the activities 
and relationships with signifi cant others experienced by a developing person in a particu-
lar small setting such as family, school, peer group, or community (see Figure 1.5).

Family
Th e family is the setting that provides nurturance, aff ection, and a variety of opportuni-
ties. It is the primary socializer of the child in that it has the most signifi cant impact 
on the child’s development. According to James Garbarino (1992), the child who is not 
adequately nurtured or loved, such as one who grows up in an abrasive or dysfunctional 
family, may have developmental problems. Also, children who do not hav e suffi  cient 
opportunities to manipulate objects, to model desirable behaviors, to initiate activity , 
or to be exposed to a language-rich envir onment will be at a disadv antage when they 
reach school. Th is early disadvantage will persist and even worsen as the child progresses 
through school unless intervention, such as that provided by some quality child-care pro-
grams, can modify the opportunities at home and in school.

What are the most 
signifi cant contexts 

in which a child 
interacts?

microsystem activities and 
relationships with signifi cant 
others experienced by a 
developing person in a particular 
small setting such as family, 
school, peer group, or community
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FIGURE 1.4 A Bioecological Model of Human Development
Source: Based on concepts from Bronfenbrenner, 1989.

30960_ch01_ptg01_hr_001-032.indd   1830960_ch01_ptg01_hr_001-032.indd   18 9/9/11   12:28:46 AM9/9/11   12:28:46 AM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



 Ecology of the Child 19

School
Th e school is the setting in which children formally learn about their society. Th e school 
teaches reading, writing, arithmetic, history, science, and so on. Teachers encourage the 
development of various skills and behaviors by being role models and by provid-
ing motivation for children to succeed in learning.

Peer Group
Th e peer group is the setting in which children are generally unsuper-
vised by adults, thereby gaining experience in independence. In the 
peer group, children get a sense of who they are and what they can 
do by comparison with others. Peers provide companionship and 
support as well as learning experiences in cooperation and role 
taking.

Community
Th e community, or neighborhood on a smaller scale, is the  
main setting in which children learn by doing. Th e facilities 
available to children determine what real experiences they 

Peers

Media Community

Family

School
and

Child Care

Society

Child

FIGURE 1.5 Microsystems
These children are participating in a 
community event, learning about 
competition.

TAO Images Limited/PhotoLibrary
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20 CHAPTER 1

will have. Is there a library? Are stores and workplaces nearby where children can observe 
people at work? Are the people with whom children interact in the community similar or 
diverse? Are the people in the community advocates for children? Th ese questions relate 
to the signifi cance of the community as a socializer.

Media
Th e media—television, movies, videos, DVDs, books, magazines, music, computers, con-
soles, and cellular phones—are not regarded as a microsystem by Bronfenbrenner because 
they are not a small, interactive setting for reciprocal interaction. However, I consider the 
media as signifi cant a socializer as those just described because the media present a setting 
in which a child can view the whole world—past, present, future, as well as places, things, 
roles, relationships, attitudes, values, and behaviors. Much of today’s media technology is 
interactive, providing opportunities to relate socially in that they are multifaceted, such as 
cell phones, social networking sites, and computerized games.

Th e child’s development is aff ected in each of the afor ementioned settings not only 
by the child’s relationships with others in the family, school, peer group, or community, 
but also by interactions among members of the particular microsystem. For example, the 
father’s relationship with the mother aff ects her treatment of the child. I f the father is  
emotionally supportive of the mother, she is likely to be more involved and to have more 
positive interactions with the child (Cox et al., 1992). For another example, a child’s class-
room performance varies as a function of whether or not the teacher has taught the child’s 
older sibling and how well that sibling performed (Jussim & Eccles, 1995; Seaver, 1973). 
A teacher who has taught a high-achieving older sibling tends to have high expectations for 
the younger sibling. Th e younger sibling, in turn, is more likely to perform as expected.

Mesosystems
Th e second basic structure, the mesosystem (meso meaning intermediate), consists of  
linkages and interrelationships between two or more of a developing person’s microsys-
tems, such as the family and the school, or the family and the peer group (see Figure 1.6). 
Th e concept of linkages was introduced by Guglielmo Marconi, inventor of the wireless 
telegraph and winner of the 1909 Nobel Prize in physics. He posited the principle of “six 
degrees of separation,” meaning it would take no more than six connections to link any 
two people in the world. Marconi was referring to telegraph stations, but today social sci-
entists apply the idea to personal linkages. By having subjects send letters to people they 
knew in the United States, Stanley Milgram (1967) found that two random people were 
connected by an average chain of six acquaintances.

Th e impact of mesosystems on the child depends on the number and quality of interr e-
lationships. Bronfenbrenner (1979) uses the example of the child who goes to school alone  
on the fi rst day. Th is means that there is only a single link between home and school—the 
child. Where there is little linkage between home and school “in terms of values, experiences, 
objects, and behavioral style,” there also tends to be little academic achievement for the child. 
In contrast, where all these links are strong, there is likely to be academic competence. To il-
lustrate, many studies have found a consistent relationship between the joint eff ects of family 
and school over time and academic performance (Epstein & Sanders, 2002). When the style 
of family interaction was similar to the school’s, in that both settings encouraged child par-
ticipation, academic performance was enhanced (Ginsburg & Bronstein, 1993). Th us, the 
more numerous the qualitative links or interrelationships between the child’s microsystems, 
the more impact they have on socialization. Mesosystems, then, provide support for activities 
going on in microsystems. For example, when parents invite a child’s friends to their home, 
or when parents encourage their child to join a certain club, team, or youth group, the social-
ization impact of the peers is enhanced through parental approval.

Another example of mesosystem impact occurs when businesses in the community  
form partnerships to support schools (Target stores do this), sponsor local events, or give 
rewards.

How are the child’s 
signifi cant contexts 

of development 
linked to one 

another?

mesosystem link ages and 
interrelationships between two or 
more of a person’s microsystems 
(for example, home and school, 
school and community)
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FIGURE 1.6 Mesosystems

Exosystems
Th e third basic structure, the exosystem (exo meaning outside), refers to settings in which 
children are not active participants, but that aff ect them in one of their microsystems—for 
example, parents’ jobs, the city council, or parental social support networks (see Figure 1.7). 
Th e eff ects of exosystems on the child are indirect via the microsystems. To illustrate, when 
parents work in settings that demand conformity rather than self-direction, they refl ect this 
orientation in their parenting styles, tending to be more controlling than democratic. Th is  
orientation, in turn, aff ects the child’s socialization. When the city planning commission 
approves a freeway through a neighborhood or an air traffi  c pattern over a school, children’s 
socialization is aff ected because the noise interferes with learning. Studies show that parental 
employment, income, and setting aff ect child development outcomes. For example, low-
income parents involved in work-based antipoverty programs (ones that provide suffi  cient 
family income, child care, health insurance, and support services) have been shown to en-
hance the school performance and social behavior of their children (Huston et al., 2001). 
On the other hand, high-income parents living in upwardly mobile suburban communities 
have been shown to have children who exhibit a relatively high rate of lower-than-expected 
school performance and negative social behavior (anxiety, depression, and substance abuse) 
as a reaction to achievement pressure (Luthar & Becker, 2002).

How do settings 
in which the child 
does not participate 
infl uence his or her 
development?

exosystem settings in which 
children do not actually 
participate, but which affect them 
in one of their microsystems (for 
example, parents’ jobs, the school 
board, the city council)
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22 CHAPTER 1

Macrosystems
Th e fourth basic structure, the macrosystem (macro meaning large), consists of the society 
and subculture to which the developing person belongs, with particular reference to the 
belief systems, lifestyles, patterns of social interaction, and life changes (see F igure 1.8). 
Examples of macrosystems include the United States, the middle or lower class, Latino or 
Asian ancestry, Catholicism or Judaism, and urban or rural areas. Macrosystems are viewed 
as patterns, or sets of instructions, for exosystems, mesosystems, and microsystems. De-
mocracy is the basic belief system of the United States and so is considered a macrosystem. 
Democratic ideology aff ects the world of work, an exosystem—for example, employers 
cannot discriminate in hiring. Democratic ideology also aff ects school–family interaction, 
a mesosystem—for example, schools must inform par ents of policies, and parents have 
the right to question those policies. Finally, democratic ideology aff ects what is taught in 
schools, a microsystem—for example, children must learn the principles upon which the 
United States was founded.

A person who lives in the United States and subscribes to its basic belief system of  
democracy, and consequently is infl uenced by that macrosystem, may also be part of 
other macrosystems, such as his or her ethnic group and culture. Ethnicity refers to an 
ascribed attribute of membership in a group in which members identify  themselves by 

How do 
characteristics of 
the larger society 

infl uence the child’s 
development?

macrosystem the society 
and subculture to which the 
developing person belongs, 
with particular reference to the 
belief systems, lifestyles, patterns 
of social interaction, and life 
changes

ethnicity an ascribed attribute 
of membership in a group 
in which members identify 
themselves by national origin, 
culture, race, or religion
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FIGURE 1.7 Exosystems
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national origin, culture, race, or religion. Members of an ethnic group share biologi-
cally and/or socially inherited characteristics. Culture refers to the acquired, or learned 
behavior,  including knowledge, beliefs, art, morals, law, customs, and traditions, that is 
characteristic of the social environment in which an individual grows up. While “eth-
nicity” and “culture” often overlap because an ethnic group usually has a common cul-
ture, Bugental and Grusec (2006) clarify the distinction: “Ethnicity” refers to ascribed 
attributes passed on by one’s family (for example, biology and/or social status) and  
“culture” refers to acquired attributes cultivated through learning (for example, lan-
guage and/or celebrations). Since the United States is becoming increasingly diverse, 
we need to understand some basic eff ects of various macrosystems. Examples of how 
children, families, schools, and communities adapt to cultural contrasts will be dis-
cussed throughout the book.

Diverse Macrosystems: Low- and High-Context
According to cultural anthropologist Edward T. Hall (1964, 1966, 1976, 1983), people 
from diff erent macrosystems, or cultures, view the world diff erently, unaware that there 
are alternative ways of perceiving, believing, behaving, and judging. Particularly signifi -
cant are the unconscious assumptions people make about personal space, time, interper-
sonal relations, and ways of knowing. 

culture the learned, or 
acquired, behavior, including 
knowledge, belief, art, morals, 
law, customs, and traditions, 
that is characteristic of the 
social environment in which an 
individual grows up

Society
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Technology
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Child
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FIGURE 1.8 Macrosystems

30960_ch01_ptg01_hr_001-032.indd   2330960_ch01_ptg01_hr_001-032.indd   23 9/9/11   12:29:26 AM9/9/11   12:29:26 AM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



24 CHAPTER 1

Hall classifi es macrosystems as being low or high context. Generally, low-context mac-
rosystems (individualistic-oriented) are characterized by rationality, practicality, competi-
tion, individuality, and progress; high-context macrosystems (collectivistically oriented) 
are characterized by intuitiveness, emotionality, cooperation, group identity, and tradition 
(see Table 1.4). Th ese diverse characteristics translate into diff erences in communication, 
relationships to the natural and social environment, and adaptive behavior to survive. 

Diverse Patterns of Behavior
Th e following low- and high-context behavior patterns, presented here as extremes (ei-
ther-or), occur more often in reality by degrees. Examples of low- and high-context cul-
tures are represented as a continuum in Figure 1.9.

Communication. ■  In a low-context macrosystem, meaning from a communication is 
gleaned from the verbal message—a spoken explanation, a written letter, or a computer 
printout. What is said is generally more important than who said it. Many employees in 
government, business, or education routinely communicate by phone or memorandum 
without ever meeting the other individuals involved. On the other hand, in a high-con-
text macrosystem, meaning from a communication is gleaned from the setting in which 
the communication takes place. In some languages, one can communicate familiarity 
by whether one uses the formal or informal word for “you.” Body language, such as eye-
lowering or bowing, can be used to communicate degree of respect.
Relationship to Natural and Social Environment. ■  In a low-context macrosystem, 
people tend to tr y to control nature (such as irrigating deser t areas) and to have 
more fragmented social relations—that is, they may behave one way toward friends, 
another way toward business colleagues, and yet another way toward neighbors. In a 
high-context macrosystem, people tend to live in harmony with nature and with other 
humans who are part of their social network. Whereas individuals in low-context 
macrosystems usually develop an identity based on their personal eff orts and achieve-
ments, people in high-context macr osystems tend to gain their identity thr ough 
group associations (lineage, place of work, organizations). Members of  low-context 

low-context macrosystem 
culture generally characterized 
by rationality, practicality, 
competition, individuality, and 
progress

high-context macrosystem 
culture generally characterized 
by intuitiveness, emotionality, 
cooperation, group identity, and 
tradition

Table 1.4  Worldviews

Low-Context 
Macrosystems

High-Context 
Macrosystems

General 
Characteristics

Rationality Intuitiveness

Practicality Emotionality

Competition Cooperation

Individuality Group identity

Progress Tradition

Significant Values Emphasis on concrete evidence 
and facts

Emphasis on feelings

Efficient use of time Build solid relationships 
through human interaction

Achievement Character

Personal freedom Group welfare

Humans can control nature and 
influence the future

Nature and the future are 
governed by a power higher 
than human

Change is good Stability is good

• What if these views represented two individuals wanting to marry?
• What if one view represented a teacher’s and the other a student’s?
• What if one view represented an employer’s and the other an employee’s?

Low-context cultures value cultivating the 
land, whereas high-context cultures value 
living in harmony with it.

Jupiter images

Keith Levit Photography/Index Stock Imagery/PhotoLibrary

Low context

High context
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 Ecology of the Child 25

cultures expect personal freedom, openness, and individual choice. Members of high-
context cultures are less open to strangers, make distinctions betw een insiders and 
outsiders, and are more likely to follow traditional role expectations.
Adaptive Behavior to Survive.  ■ Both low- and high-context macrosystems illustrate 
adaptive behavior to survive, which includes parenting styles. Low-context cultures, 
valuing progress, provide ways of changing and using new knowledge that can  benefi t 
society. Parenting style infl uences child’s independence and creativity. On the other 
hand, high-context cultures, valuing tradition, provide a strong human support net-
work that helps guard against the alienation of a technological society. Parenting style 
infl uences child’s interdependence and conformity.

IN CONTEXT On a daylong cruise to see the glaciers in Alaska, I had the 

opportunity to observe the contrast in parenting styles in a high- and low-context family. The 

high-context family consisted of a mother and father, a baby (about 10 months old), and a 

grandmother and grandfather. The baby was continually held and played with by one of the 

adults. She was kissed and jiggled and spoken to. There were no toys to amuse her. When 

it was lunchtime, the mother, after distributing to the adults the food she had brought, took 

some food from her plate, mashed it between her fi ngers, and put it in the bab y’s mouth. 

After lunch the grandmother and grandfather took turns rocking the baby to sleep. The baby 

never cried the whole day. The care she received fostered a sense of interdependence.

In contrast, the low-context family, consisting of a mother, a father, and a baby (about 15 

months old), had brought a sack of toys for the baby to play with while the parents enjoyed 

the sights through a nearby window. After a while, the baby began to fuss; the father picked 

him up and brought him to the boat’s window, pointing out seals and birds and glaciers. Later, 

when the baby tired of his toys, the mother held his hands and walked him around the deck. 

The baby was given crackers and a bottle to soothe him when he cried. The care he received 

fostered a sense of independence.

Low-Context Macrosystems
(individualistic)

Euro-American

Urban

Middle class

High-Context Macrosystems
(collectivistic)

Native-American

Latino-American

Asian-American

Rural

Lower class

FIGURE 1.9 Examples of Diversity

Interaction of Ecological Systems over Time: 
The Chronosystem
Th e chronosystem involves temporal changes in ecological systems, or within individu-
als, producing new conditions that aff ect development. For example, signifi cant societal 
events can produce a variety of eff ects on children. Accessibility to knives and guns has 
aff ected many on-campus security procedures; schools installed metal detectors, hir ed 
guards, and initiated “zero-tolerance” policies whereby aggressive students are expelled 
for one off ense. For another example, the physical changes a child experiences during  
puberty can aff ect his or her self-esteem, depending on how the child’s developing body 
compares to his or her friends’ as well as to the cultural ideal body type.

What role does time play 
in how environmental 
conditions affect the child 
and how the child affects 
his or her environments?

chronosystem t emporal 
changes in ecological systems 
or within individuals, producing 
new conditions that affect 
development
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26 CHAPTER 1

Impact of Signifi cant Historical Events
To illustrate that changes in a macrosystem can result in changes in exosystems, mesosys-
tems, and microsystems, sociologist Glen Elder (1974, 1979) and his colleagues  (Elder 
& Hareven, 1993; Elder, Van Nguyen, & Casper, 1985; Elder & Shanahan, 2006) 
 conducted a very thorough, longitudinal study of 167 California children born 1920–
1929. Th ey compared the life-course development of children whose families had expe-
rienced a change in their socioeconomic status during the Great Depression (a period of 
widespread economic insecurity in the United States) and those who had not. Th e imme-
diate exosystem eff ect was loss of a job. Th is in turn caused emotional distress, which was 
experienced in the home and aff ected the children (eff ect on a microsystem). Th er e were 
also secondary exosystem eff ects: In families hit by the Depression, the father lost status 
in the eyes of the children and the mother gained in importance. Th e aff ected father’s par-
enting behavior became more rejecting, especially toward adolescent girls. Children, espe-
cially boys, from aff ected families expressed a stronger identifi cation with the peer group. 
Children from aff ected families also participated more in domestic roles and outside jobs, 
with girls being more likely to do the former and boys the latter.

Th e fact that longitudinal data were available over a period of more than 60 years gave 
Elder the opportunity to assess the impact of childhood experience, within and outside  
the family, on behavior in later life (eff ects of chronosystem). He found that the long-term 
consequences of the Depression varied according to the age of the child at the time. Chil-
dren who were preadolescents when their families suff ered economic loss did less well in 
school, showed less stable and less successful work histories, and exhibited more emotional 
and social diffi  culties, even in adulthood, than did those of the same socioeconomic status 
from families who did not suff er economically. Such adverse eff ects have been explained 
(Conger et al., 1994) as due to the impact of economic hardship on the quality of parent-
ing and hence on the psychological well-being of children.

In contrast, those who were teenagers when the Depression hit their families did bet-
ter in school, were more likely to go to college, had happier marriages, exhibited mor e 
successful work careers, and in general were more satisfi ed with life than youngsters of 
the same socioeconomic status who were not aff ected by the Depression. Th ese favorable 
outcomes were more pronounced for teenagers from middle-socioeconomic-status back-
grounds but were also evident among their lower-status counterparts.

Interestingly, adults whose families escaped economic ruin turned out to be less suc-
cessful, both educationally and vocationally, than those whose families were deprived. 
Why was this so? According to Elder (1974):

It seems that a childhood which shelters the young from the hardships of life con-
sequently fails to develop or test adaptive capacities which are called upon in life 
crises. To engage and manage real-life (though not excessive) problems in childhood 
and adolescence is to participate in a sort of apprenticeship for adult life. Prepared-
ness has been identifi ed repeatedly as a key factor in the adaptiv e potential and 
psychological health of persons in novel situations. (pp. 249–250)

Th us, a major consequence of the D epression was that economic loss changed the  
relation of children to the family and the adult world b y involving them in work that 
was necessary for the welfare of others. Th is early involvement contributed to deprived 
children’s socialization for adulthood. Elder hypothesized that the loss of economic se-
curity forced the family to mobilize its human resources. Everyone had to take on new 
responsibilities.

In sum, Elder’s study shows how ecological change over time can have varying impacts 
on a child’s socialization depending on other v ariables, such as the age and gender of  
the child, the existing family relationships, and the socioeconomic status of the family  
before the change, thereby illustrating the multiplicity of variables interacting to aff ect 
socialization.
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Impact of Ongoing Events
Socialization must pass on the cultural heritage to the next generation while also enabling 
that generation to become competent adults in society. Th us, every socializing agent en-
gages in preparing children for both stability and change. Training for stability, which is 
implemented by passing on the cultural heritage and the status quo to childr en,  involves 
making their behavior somewhat predictable and conforming; but paradoxically, prepara-
tion for change, enabling children to become competent for a future society, very likely 
involves disrupting some stable patterns and encouraging ne w ways of thinking and  
behaving.

Contemporary Ecology
Some contemporary societal trends (Naisbitt & Auburdene, 1990; Toffler & Toffler, 
2006) aff ecting the future of families and children are outlined as follows:

Biotechnology. ■  Genetic engineering can potentially cur e inherited diseases by 
substituting normal genes for defectiv e ones; but what about using such tech-
niques to increase intelligence? Will children have “designer” genes? Assisted re-
productive techniques (sperm donation, egg donation, in-vitro fertilization, frozen 
embryos, surrogacy) enable adults who have fertility problems to become parents; 
but what about medical, legal, and ethical risks r egarding the child’s welfare? For 
example, if a male and female contribute sperm and egg for conception to take  
place in a dish, sev eral resulting embryos are frozen, one or two ar e implanted 
in a surrogate who is paid to carry through with the pregnancy, and the biologi-
cal parents die, what happens to the children—to whom do the babies and em-
bryos belong? What makes one a parent—genes, prenatal environment, postnatal 
environment?

Large businesses, especially electronics and computers, rarely provide on-site per-
sonalized service for problems with equipment. Instead, you, the consumer, must 
consult the manual and try to diagnose the problem before calling the manufacturer. 
How will such business practices aff ect how children are educated—will they need to 
be exposed to more “hands-on” problem solving?
Reconceptualization of Societal and Individual Responsibilities. ■  Government, 
too, is shifting from “paternalistic” policies (a strong authority takes care of less able 
citizens) to “empowerment” policies (any individual can learn to car e for him- or 
herself ). For example, government welfare support is waning while “workfare” is 
waxing. Government funding of Social Security plans is yielding to private insurance 
and investment programs. How will children whose parents must become more eco-
nomically responsible be aff ected?
Information Technology. ■  Th e concept of information technology (IT) is broaden-
ing to include not only traditional computer hardware and software but also a wide 
range of communication tools (such as cell phones, smar t phones, and scanners), 
media (such as television, cameras, and recorders), and data. Wireless networks a llow 
users to work, play, and shop any time, any place. F or businesses, operations can 
be streamlined and effi  ciency increased by enabling workers to make plans, make  
decisions, and generate sales r eports without going to the offi  ce. For consumers, 
m obile commerce off ers the ability to shop for tickets, books, or pizza while waiting 
in line or at the doctor’s offi  ce. People can also download music, videos, and games 
on hand-held devices. For parents, children might require less time in day care due 
to eliminating the work commute and having more fl exible time available for family 
matters.

IT enables knowledge creation and capitalization (one can get medical informa-
tion from numerous Internet sources and go to the doctor requesting an advertised 

What are 
some societal 
trends affecting 
children?
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medication rather than allowing the doctor to diagnose and pr escribe). How do 
i ndividuals cope with even more choices, advertising, and distractions? How do you 
feel when you need information or assistance and a computer answ ers the phone 
rather than a live person? What about privacy issues, personal security, and informa-
tion errors? Will IT foster closer connections among family and friends, or come  
between them, competing for time and space?

According to social forecaster John Naisbitt (2006), in his book, Mindset!: Reset 
Your Th inking and See the Future, “Technology is a great enabler, but only when in 
balance with needs and skills and human nature. . . . When a new technology is in-
troduced, make it a rule to ask: What will be enhanced? What will be diminished? 
What will be replaced? What new opportunities does it present?” (p. 109).

Technology has enabled people to multitask. While multitasking may enhance ef-
fi ciency and productivity in adults, research (Clay, 2009) shows that it actually slows 
children’s productivity, changes the way they learn, and may reinforce superfi cial so-
cial relationships.
Globalism/Nationalism. ■  Telecommunications and transportation facilitate a global 
economy. Labor, production, marketing, and consumption can occur in diff erent 
places in the world. Does such globalism aff ect standards of production? For exam-
ple, in 2007, some toys made in China containing unsafe parts were recalled because 
some children got hurt. Does globalism aff ect the work families do—job competi-
tion, type of job, location of job, skills needed?

As people throughout the world ar e exposed to gr eater homogeneity through 
travel, media, and telecommunications, they sometimes become more nationalistic, 
clinging to their religious/ethnic traditions for identity. In Jihad vs. McWorld (Barber, 
1996), the author defi nes McWorld as the “universe of manufactured needs, mass 
consumption, and mass infotainment.” It is motivated by profi ts and consumer pref-
erences. Jihad, or holy war, is shorthand for the “fundamentalist politics of religious, 
tribal, and other zealots.” It is motivated by faith in a spirit that governs all aspects 
of life. Th e terrorist attacks in the United States on September 11, 2001, were an 
extreme example of the fanatically defended beliefs in spiritual determinism v ersus 
self-determination. How has the fear of terrorism changed our lives? We have greater 
emphasis on national security, exemplifi ed by stricter immigration laws, racial profi l-
ing, and government surveillance technology. Are children growing up with attitudes 
of suspicion and prejudice?
Shift in Decision-Making Responsibility. ■  New advances in science, medicine, 
education, economics, communications, media, transportation, security, privacy, 
and ecology require skills to cope with massive amounts of information. Recently 
an exterminator asked me to decide which of several available pesticides should be 
used in my house to get rid of ants. E ven though I was informed of the v arying 
eff ectiveness and safety of each, I did not r eally have the appropriate background 
knowledge on which to base such a decision; yet the responsibility for consequences 
was shifted to me.

Another example is the shift in responsibility for children’s learning. Th e No Child 
Left Behind Act of 2004 requires that children take standardized achievement tests. 
Schools and teachers are held accountable for childr en’s learning in that political  
leaders make decisions regarding funding based on test scores—schools producing 
low scores are at risk of losing public funding. Does such a system infl uence teachers 
to “teach to the test” rather than the child?
Information Intermediaries. ■  One way the business world has capitalized on today’s 
information glut is to off er endorsements (celebrity), enticements (r ewards), and 
s ervices (consulting) to help consumers make decisions. When you buy a book, isn’t 

As technology increases, humans 
 compensate by fi nding new ways to 
 interact, as exemplifi ed by cell phones.

MandyGodbehear/Big Stock Photo
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it easier to choose one from the New York Times Best Seller List or Amazon’s recom-
mendations than to read the book jackets? Do you choose an airline because of its  
rewards program or the convenience of its schedules and destinations? Do you need 
to hire a wedding planner or an investment counselor? Will children learn to look to 
others for decisions, rather than themselves?

Th us, a challenge resulting from these societal trends is the need to create caring 
communities in which children can learn to think—to apply, analyze, synthesize, and 
evaluate information, not just regurgitate facts (Fiske, E.B., 1992) or form opinions 
based on conformity to a celebrity. Th e ability to think and use knowledge becomes 
critical in a world plugged into machines and bombar ded with information and 
choices (Postman, 1992). Because of new technology and new information, children 
will have to learn to solve problems not previously encountered. Th ey will have to 
extrapolate from previous experiences. How will we teach them?

In sum, these contemporar y societal tr ends affect ho w people use av ailable 
 resources—economic, social, and psychological—in their daily lives; their choices 
ultimately have consequences for children. Next, we examine ecological trends aff ect-
ing children’s well-being.

Effects of Change on the Well-Being of Children
Every year, the federal government issues a report, America’s Children: Key National In-
dicators of Well-Being, showing the overall status of the nation’s children. Political leaders 
use the following indicators (Federal Interagency Forum on Child and Family Statistics 
[FIFCFS], 2010) to make decisions regarding what services for children will be funded 
and what new programs need to be developed to address their needs (examples of such 
services will be discussed in Chapter 10).

Family and social environment indicators ■  document the number of childr en as 
a proportion of the population, racial and ethnic composition, number of non–  
English-speaking children, family structure and children’s living arrangements, births 
to unmarried women, child care, and child maltreatment.
Economic circumstance indicators ■  document poverty and income among children 
and basic necessities such as housing, food, and health care.
Health care indicators ■  document the physical health and w ell-being of children, 
including immunizations and probability of death at various ages, dental care, and 
number of children with health insurance.
Physical environment and safety indicators ■  document the number of childr en 
living in counties with excess concentration of pollutants, children living in com-
munities with substandard water, children with elevated blood lead levels, housing 
problems, crime, injuries, and death.
Behavior indicators ■  document the number of youths who are e ngaged 
in illegal, danger ous, or high-risk behaviors such as smoking,  
d rinking alcohol, using drugs, having sex, or committing v iolent 
crimes.
Education indicators ■  document success in educating the  
n ation’s children, including pr eschool, reading, o verall 
achievement, completion of high school, and college  
attendance.
Health indicators ■  document the number of infants  
with low birth weight, children with emotional or  
b ehavioral diffi  culties, children who are overweight, 
and children with asthma.

How does the 
U.S. government 
address the needs 
of children?

Bullying in the neighborhood is a reality 
many children face, impacting their 
well-being.

MandyGodbehear/Shutterstock.com
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30 CHAPTER 1

PURPOSE To understand the impact of change (chronosystem) 
on microsystems and mesosystems.
 1.  Describe one to three changes you observed:

in your family as you grew up• 
in your school• 
in your peer group• 
in the media—television, movies, or books• 
in your community• 

 2.  Pick one change for each microsystem and discuss:
why you think it occurred• 
how it aff ected you• 
what impact, if any, it had on the other micr osys-• 
tems (mesosystem)

Activity

Summary
Ecology involves studying humans in their physical, so-• 
cial, and cultural environments, all of which are aff ected 
by societal change.
Socialization—the process by which individuals acquir e • 
the kno wledge, skills, and character traits that enable 
them to par ticipate as eff ective members of gr oups and 
society—enables adaptation to change.
Socialization, occurring through human interaction, be-• 
gins at bir th and continues thr oughout life. B iological 
factors (genetics, maturation, temperament) infl uence 
developmental outcomes. 
Socialization is r eciprocal, or bidir ectional, with  • 
children playing a r ole in their o wn dev elopmental 
outcomes.
Society’s concept of childhood has changed o ver time. • 
Th e period of protection for children has gone from being 
shorter during the R enaissance to longer during the I n-
dustrial Revolution due to a need for formal schooling.
Th e agents of socialization are the family, the school, the • 
peer group, the media, and the community. Th ese agents 
employ diff erent socialization techniques.
A theory is an organiz ed set of statements that explains • 
observations, integrates diff erent facts and ev ents, and 
predicts future outcomes. Th eories provide a framework 
for research.
Th e bioecological theor y of human dev elopment in-• 
corporates the child ’s dev elopment in micr osystems, 
mesosystems, exosystems, and macr osystems, with r ela-
tionships and interactions that take place o ver time (the 
chronosystem).

Th e microsystem is the immediate small setting wher e • 
the child is at a particular time.
Th e mesosystem consists of the intermediate interrelation-• 
ships between two or more of a person’s microsystems.
Th e exosystem refers to outside settings in which chil-• 
dren do not actually par ticipate, but that aff ect them in 
one of their microsystems.
Th e macrosystem refers to the larger society and its ide-• 
ology in which a child gr ows up. Macrosystems can be 
classifi ed as low context or high context, each type hav-
ing diff erent infl uences on a person’s perspectives on the 
world. 
Low-context cultures tend to value individualism; high-• 
context cultures tend to value collectivism.
Th e chronosystem refers to changes in ecological systems • 
over time w ell as in individuals pr oducing ne w condi-
tions that aff ect development.
Eff ects of change in the macrosystem on exosystems, me-• 
sosystems, and micr osystems ar e ex emplifi ed in E lder’s 
study comparing families who were deprived during the 
Depression and those who w ere not. A major infl uence 
for childr en growing up in depriv ed families was their 
involvement in the adult world of work necessary for the 
welfare of others.
Contemporary ecology involves societal trends aff ecting • 
children’s w ell-being. Th ese ar e biotechnology , r econ-
ceptualization of societal and individual r esponsibility, 
a shift in decision-making r esponsibility, information 
technology, and globalism/nationalism. 
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1

Ecology of Socialization

Train up a child in the way he 

should go; and when he is old, he 

will not depart from it. 

—PROVERBS, 22:6

Socialization Sketches
Learning Objectives
Socialization Processes
Aims of Socialization

Develop a Self-Concept
Enable Self-Regulation
Empower Achievement
Teach Appropriate Social 

Roles
Implement Developmental 

Skills
Agents of Socialization

Family
School and Child Care
Peers
Mass Media
Community

Methods of Socialization
Affective Methods of 

Socialization
Operant Methods of 

Socialization
Observational Methods of 

Socialization
Cognitive Methods of 

Socialization
Sociocultural Methods of 

Socialization
Apprenticeship Methods of 

Socialization
Outcomes of Socialization

Values
Attitudes
Motives and Attributions
Self-Esteem
Self-Regulation/Behavior
Morals
Gender Roles

Summary
Activity
Related Readings and 

Resources

2

Stephanie Horrocks/iStockPhoto.com
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34

“Anyone who has 
never made a 
 mistake has never 
tried anything 
new.” 

— ALBERT EINSTEIN

Th i s  quo t e  f r om A lbe r t 
 Einstein sets the stage for the 

socialization agents, methods, 
and outcomes discussed in this  

chapter, in particular, the operant method 
of “learning-by-doing.” The socialization sketch 
describes the signifi cant people and events in 
Einstein’s life that were infl uential in enabling 
him to discover new scientifi c principles.

Albert Einstein received the 1921 Nobel  
Prize in Ph ysics for his theor y of r elativity. 
Other scientifi c contributions included recon-
ciling laws of mechanics with laws of elec-
tromagnetic fi elds. He also contributed to the 
theory of radiation and the thermal properties 
of light, to name a few.

Family
Albert Einstein was born in German y into a 
Jewish family. His father, Hermann Einstein, 
was a salesman and engineer. His mother was 
Pauline Einstein. When Albert was 1, the family 
moved to Munich where his father and uncle 
founded a company that manufactured elec-
trical equipment, providing cabling and light-
ing to a Munich suburb.

Since his parents were not obser vant of 
Jewish religious practices, Albert was sent to 
a Catholic elementary school. In spite of early 
speech difficulties, Albert was an excellent 
student.

When Albert was 5, his father showed him a 
pocket compass. That something in the empty 
space was moving the needle fascinated him. 
At his mother’s insistence, Albert began violin 
lessons at age 6.

Signifi cant Adults
As Albert grew, he liked building models and 
mechanical devices. He also began to show 
an aptitude for math. When Albert was 10, a 
family friend who was a medical student, Max 
Talmud, introduced him to key science, math, 
and philosophy texts. From authors such as 
Kant and Euclid, Albert began to understand 

deductive reasoning. He learned Euclidean  
geometry by age 12 and began to investigate 
calculus.

School
In his early teens Albert attended a prestigious 
high school. His father intended for him to pur-
sue electrical engineering, but Albert resented 
the school regimen because it stressed strict 
rote learning rather than creative thinking.

When Albert was 15, his father’s business 
failed and the Einsteins moved to Italy. Albert 
was left in Munich to fi nish high school. Dur-
ing this time he wrote his fi rst scientifi c work 
regarding magnetic fields. He withdrew from 
high school bef ore completion t o join his  
family. He decided to go directly to the Swiss 
Federal Institute of Technology in Zurich, Swit-
zerland. However, even though he got excep-
tional scores in math and physics, he failed the 
entrance exam. It was that year, at age 16, that 
he fi rst performed his famous thought experi-
ment, visualizing traveling alongside a beam 
of light.

The Einsteins sent Albert to Aarau, Swit-
zerland, to f inish secondary school. Albert 
studied Maxwell’s electromagnetic theory 
and graduated at age 17. To avoid German 
military service, with his f ather’s approval, 
 Albert renounced his German citizenship and 
succeeded in enrolling at the Swiss Federal 
Institute of Technology in the mathematics  
program, also gaining Swiss citizenship.

Peers
Following graduation Albert could not fi nd a 
teaching position. A classmate’s father got 
him a job as assistant examiner at the Swiss 
Federal Patent Offi ce evaluating applications 
for electromagnetic devices. While this was 
not his primary interest, he was able to feed 
his intellectual curiosity by forming a club with 
a college friend, who also worked at the pat-
ent offi ce. The club’s weekly discussions were 
based on readings in science and philoso-
phy. It was these discussions that motivated 
Albert’s scientifi c work.

If you had a disability that impaired your • 
success in certain areas, would you seek 
out other areas in which to succeed?

What do you think are the ingredients of, • 
and the infl uences on, creativity?

Learning 
Objectives
After completing this 
chapter, you will be able to:
1. Under stand the 

socialization process.
2. Describe the aims of 

socialization.
3. Describe the agents of 

socialization.
4. Discuss methods of 

socialization by giving 
examples from the 
book and from personal 
experience.

5. Discuss the outcomes of 
socialization.

Albert Einstein 
(1879–1955)

“An
ne
 m
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n

Th i s
Einste

socializ
and outco

chapter, in partic
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Socialization Processes
Th is chapter explores the process of socialization, including its aims or goals, its agents,  
their methods, and its outcomes. Figure 2.1 shows an ecological model of the bidir ec-
tional interactive systems involved in the process. Because socialization outcomes are af-
fected by many variables (biological, sociocultural, interactional), they will be discussed 
more specifi cally in the concluding chapters.

In the past, socialization r esearch focused on the eff ect of forces outside the child 
(for example, the infl uence of signifi cant adults on the child’s moral development) or 
forces inside the child (for example, the infl uence of unconscious motives on aggres-
sive behavior). Today, socialization processes have come to be regarded as dynamic and 
reciprocal—dynamic in that the aims and methods change as does the child; r ecipro-
cal in that the child contributes to his or her o wn developmental outcomes (Laible & 
Th ompson, 2007).

Socialization processes are aff ected by biological, sociocultural, and interactive factors 
(Bugental & Grusec, 2006).

How do you enable 
a helpless infant to 
eventually become 
a contributing 
adult?
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FIGURE 2.1 A Bioecological Model of Human Development
Socialization involves bidirectional interactions between the child and significant others in microsystems, mesosystem 
links,  exosystems, macrosystems, and over time (the chronosystem).
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Biological factors ■  (genetics, evolution, hormones) are thought to infl uence basic 
neural circuitry of the brain during early dev elopment. Th ese neural connections, 
referred to as experience-expectant, develop under genetic infl uence independent 
of experience, activity, or stimulation (Bruer & Greenough, 2001). For example, our 
brains are equipped at birth to receive visual, auditory, tactile, and other stimuli from 
the environment. One-month-old infants can distinguish diff erent speech sounds 
and prefer to listen to sounds falling within the frequency range of the human voice 
(Aslin, Jusczyk, & Pisoni, 1998).
Sociocultural factors ■  are also thought to infl uence the development of brain neural 
circuitry. Th ese neural connections, referred to as experience-dependent, develop in re-
sponse to experience. Th is mutual facilitation between the environment and the brain is 
thought to be signifi cant in learning to adapt (Bruer & Greenough, 2001). For example, 
a child’s language development depends on being spoken to and participating in conver-
sation, beginning with eye contact, then babbling, single words, and fi nally sentences.
Interactive factors ■ , such as individual life history, include the child’s receptivity to 
socialization. For example, a child with a diffi  cult temperament may react rebelliously 
to parental demands for compliance (Dodge & Pettit, 2003). For another example, 
a child exposed to extreme stress, such as maltreatment, war, or natural disaster, may 
be at risk for developmental problems (Chisholm, 1998); or the child may be resil-
ient in the face of adversity (Rutter & O’Connor, 2004) because of his or her biology 
or supportive social networks in his or her life.

Parental Script Messages

What comes to mind, like a tape recording, when you think about what your parent(s) said 
about . . .

Doing work? Making your own decisions?
Getting an education? Achieving success?
Using money? Developing talents?
Being sexual? Assuming responsibility?

Aims of Socialization
Socialization enables children to learn what they need to know in order to be integrated 
into the society in which they live. It also enables children to develop their potentialities 
and form satisfying relationships. More specifi cally, socialization aims to develop a self-
concept, enable self-regulation, empower achievement, teach appropriate social roles, and 
implement developmental skills (Laible & Th ompson, 2007).

Develop a Self-Concept
Self-concept is an individual’s perception of his or her identity as distinct fr om that of 
others. It emerges from experiences of separateness from others. Th e value one places on 
that identity, self-esteem, will be discussed later in the chapter.

When you were born, your parents named you and may have sent out announcements 
to relatives and friends signifying that a new individual had entered the world. Although 
everyone else treated you as a separate being, you were unaware of where your environ-
ment ended and you began.

As the months passed and you had some experiences using your senses, you noticed 
that when you touched your hand you felt something in your fi ngers and hand, whereas 
when you touched your mother’s hand, you only felt sensation in your fi ngers.

Gradually, as people met your needs, you realized they existed even when you could 
not see them. As you developed language, you learned that objects have names and so 
did you, and each had an independent existence. Language enabled you to describe and 

experience-expectant the 
neural connections that develop 
under genetic infl uence, 
independent of experience, 
activity, or stimulation

experience-dependent the 
neural connections that develop 
in response to experience

What are 
society’s goals 

for children?

How do you 
perceive yourself 

and why?

self-concept an individual’s 
perception of his/her identity as 
distinct from others

self-esteem the value one 
places on his/her identity
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compare. Sometime around 15 to 18 months, you put it together and understood that  
you are you. You could recognize yourself in a mirror. You could assert your wants (“Me 
do it!”), especially when you perceived that someone else was controlling you.

As you got older, your concept of self—your identity, your understanding of who you 
are—was infl uenced by signifi cant others (such as family, teachers, friends, coaches). If 
your needs were met consistently and you were given opportunities to discover things on 
your own, you developed a sense of autonomy, or self-regulation and control. If, on the 
other hand, your needs were not met consistently and you did not get to explore your en-
vironment, you developed a sense of doubt. Th ese signifi cant others also acted as a mirror, 
providing constant feedback on your achievements and failures. And so, in developing a 
self-concept or identity, you also developed self-esteem.

As you entered adolescence, your self-concept included how you related to others. 
Being a member of a group was important to your identity. In the later part of adoles-
cence, your self-concept expanded to include how you related to the larger community. 
Self-concept involves not only “who am I?” but “where am I going?” and “how will I 
get there?”

Charles Horton Cooley (1909/1964), one of the founders of sociology, observed that 
through the experiences of interacting with others, children begin to distinguish them-
selves from others. Children call themselves “I” or “me”—“I hungry,” “Me go.” As they 
begin to act independently, they gradually become aware that others are evaluating them, 
saying “Good boy/girl” or “No, don’t do that.” Th us, their behavior is being judged ac-
cording to certain rules and standards. Th ese rules and standards must be learned and 
understood before the individual is capable of self-evaluation. As children gradually learn 
these criteria, each develops a self-concept; this concept, which refl ects the attitudes of 
others, is termed the “looking-glass self.” Cooley summed up his postulate:

Each to each a looking glass
Refl ects the other that doth pass.

George Herbert Mead (1934), another important sociological theorist, referred to this 
gradually maturing way of looking at the self as the “generalized other.” When children 
refer to themselves as “shy” or “hardworking,” they have incorporated the standards of 
others into the description.

Th us, a self-concept develops when the attitudes and expectations of signifi cant others 
with whom one interacts are incorporated into one’s personality, making it possible to 
regulate one’s behavior accordingly. One’s perceived competence in self-regulation/con-
trol is part of one’s self-esteem. Susan Harter (1999; 2006) studied various types of com-
petence involved in self-esteem—behavioral, academic, physical, and social—which will 
be discussed in Chapter 11.

Psychosocial Infl uences on the Development of Self 
Psychologist Erik Erikson (1963, 1980) has explained the personality dev elopment of 
individuals as the outcome of their interactions in their social envir onment. He iden-
tifi ed eight critical stages of psychosocial development in a human’s life that aff ect the 
self- concept: trust versus mistrust, autonomy versus shame and doubt, initiative versus guilt,
industry versus inferiority, identity versus identity diff usion, intimacy versus isolation, gen-
erativity versus self-absorption, and integrity versus despair (see Figure 2.2). How one copes 
with these normal challenges at one stage of development aff ects one’s ability to overcome 
diffi  culties in the next stages.

Infancy: Trust versus Mistrust (Birth to Age 1)
Th e fi rst “task” of infants is to develop the “cornerstone of a healthy personality”—a basic 
sense of trust in themselves and of the people in their environment. Th e quality and con-
sistency of care the infant receives determines the successful outcome of this stage. A child 
whose basic needs for nourishment and physical contact are met will develop a sense of 

Go to the Education CourseMate 
website to access the video entitled 
“5–11 Years: Self-Concept in Middle 
Childhood.” What experiences do you 
think might have contributed to each 
child’s sense of self?

TeachSource Video Activity
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38 CHAPTER 2

trust. Th is sense of trust lays a foundation for positive self-esteem. A child whose care is 
negligent or inconsistent will develop a sense of mistrust, which may persist throughout 
life and result in negative self-esteem. Some mistrust, however, is healthy in that it can 
guard against danger and manipulation.

Contemporary research shows a positive relationship between parental nurturance and 
self-worth (Cheng & Furnham, 2004; Harter, 1999; Hopkins & Klein, 1994).

Early Childhood: Autonomy versus Shame and Doubt (Age 2 to 3)
Physical and cognitive maturation enables children to behave autonomously—to walk 
without help, feed themselves, get things off  the shelf, assert themselves verbally. If children 
are allowed to be self-suffi  cient according to their ability, the outcome of this stage will be 
a feeling of autonomy. If children are deprived of the opportunity to develop a will, if they 
are continually being corrected or reprimanded, later they may feel shame when being as-
sertive and self-doubt when being independent. However, some shame is healthy in that it  
can prevent certain socially unacceptable behaviors such as picking one’s nose in public.

Studying of the infl uence of parental rearing style on self-esteem and self-criticism,  
Cheng and Furnham (2004) found a signifi cant correlation between maternal rearing 
style and teenagers’ reported self-esteem and self-criticism.

Play Age: Initiative versus Guilt (Age 3 to 5)
Children’s increasing ability to communicate and to imagine leads them to initiate many 
activities. If they are allowed to create their own games and fantasies, to ask questions, to 
use certain objects (a hammer and wood, for example) with supervision, then the outcome 

Infancy
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Family
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Early Childhood
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Family

Shame/Doubt

Play Age
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School (Child Care)Family

Guilt

School Age
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Peers Community
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Family

PeersFamily

PeersFamily
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Identity Identity Diffusion
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Adulthood
Generativity Self-Absorption

Senescence
Integrity Despair

FIGURE 2.2 Erikson’s Stages of Psychosocial Development
Note that an individual’s development could be described as being at any point on the horizontal dimension lines, 
rather than at one extreme or the other. The importance of interactions with one’s social environment in the devel-
opment of a self-concept is indicated by the socializing agents that are most significant at various stages.
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of this stage will be a feeling of initiative. If they are made to feel that they are “bad” for 
trying new things and “pests” for asking questions, they may carry a sense of guilt through-
out life. Probably the reason “Pinocchio” has remained a favorite story is that, like all chil-
dren, Pinocchio was continually learning which activities he initiated were OK and which 
were not. Th us, some guilt is healthy in that it can control misbehavior.

In a study of preschoolers and their fi rst years at school (Tudge et al., 2003), a relation-
ship was found between initiating activities and conversation in preschool and academic 
competence, as reported by teachers, two years later.

School Age: Industry versus Inferiority (Age 6 to Puberty)
During school age, while learning to accept instruction and to win recognition by show-
ing eff ort and by producing “things,” the child is developing the capacity to enjoy work. 
Th e outcome of this stage for children who do not receive recognition for their eff orts, 
or who do not experience any success, may be a feeling of incompetence and inferiority . 
Children who are praised for their eff orts will be motivated to achieve, whereas children 
who are ignored or rebuked may give up and exhibit helplessness. Some feelings of inferi-
ority are healthy, however, in that they can prevent the child from feeling invincible and 
taking dangerous risks.

A study of 3rd to 5th graders (Skinner & Belmont, 1993) found a relationship be-
tween teacher involvement in students’ classroom activities and children’s motivation to 
achieve. Specifi cally, teacher provision of autonomous support and optimal structure led 
to higher levels of student engagement in schoolwor k all year. In turn, student eff ort 
led to teachers’ increased responses. Based on their fi ndings, the researchers suggest that 
disengaged students receive teacher responses that further undermine their motivation to 
achieve (hence, fostering helplessness).

Adolescence: Identity versus Identity Diffusion (Puberty to Age 18+) 
With rapid growth and sexual maturity, the young person begins to question people,  
things, values, and attitudes previously relied on and to str uggle through the crises of 
earlier stages all over again. Th e developmental task (developmental tasks for all stages are 
discussed later) during adolescence, then, is to integrate earlier childhood identifi cations 
with biological and social changes occurring during this time. Th e danger in this stage is 
that while young people are trying out many roles, which is a normal process, they may 
be unable to choose an identity or make a commitment and so will not kno w who they 
are or what they may become (identity diff usion). Because adolescence is a time for explo-
ration, some diff usion is healthy in that it can allow for learning what is suitable and what 
is not for an individual.

Th is exploration time has been labeled “moratorium” by psychologists (Marcia, 1966). 
Th e process of identity formation in a study of a sample of o ver 1,500 early and middle 
adolescents from various cultural groups (Crocetti et al., 2007) actually diff erentiated 
fi ve statuses in the process of developing an identity: (1) achievement (choices explored 
and commitment made), (2) foreclosure (commitment made without exploring choices), 
(3) moratorium (exploring choices in order to make commitments), (4) searching morato-
rium (reevaluating choices and commitments and reexploring choices), and (5) diff usion 
(little choice exploration and no commitments made). Th ese statuses were associated with 
distinct personality features, such as: high self-esteem in the achievement status, confor-
mity in the foreclosure status, high anxiety in the moratorium as well as in the searching 
moratorium status, and depression in the diff usion status.

Young Adulthood: Intimacy versus Isolation (Age 18+ to Middle Adulthood)
Individuals who have succeeded in establishing an identity are now able to establish in-
timacy with themselves and with others, in both friendship and lo ve. Th e danger here 
is that those who fear losing their identity in an intimate r elationship with another may 

Go to the Education CourseMate 
website to access the video entitled 
“12–18 years: Self-Concept and 
Identity Formation in Adolescence.” 
Compared to the video on self-concept 
in middle-childhood, what similarities 
and differences do you detect?

TeachSource Video Activity
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develop a sense of isolation. Some isolation is healthy, however, in that it can enable one 
to learn about oneself and provide time for individual pursuits.

Researchers (Kacerguis & A dams, 1980) found a r elationship between identity 
 development and intimacy. Male (44) and female (44) college students were assessed via 
measures of identity and intimacy. Th ose more advanced in identity formation, especially 
occupational identity (they had made a commitment to a particular fi eld of work), scored 
higher on intimacy measures.

Adulthood: Generativity versus Self-Absorption (Middle Adulthood 
to Late Adulthood)
From the development of intimate relationships comes generativity, an interest in estab-
lishing and guiding the next generation. Th is interest can be manifested by becoming a 
parent; by being involved with the development of young people through teaching, reli-
gion, Scouts, or other means; or through productivity and creativity in one’s work. In this 
stage, a lack of generativity may result in self-absorption, which may show up as depres-
sion, hypochondria, substance abuse, or promiscuity. Yet some self-absorption is healthy 
in that it can lead to creativity and the development of hobbies.

A sample of educated, midlife women w ere assessed for generativity at age 43, and  
again 10 years later. Th ose who scored high on the measure at age 43 reported a greater 
investment ten years later in intergenerational roles (for example, daughter and mother), 
fewer subjective feelings of burden in caring for aging parents, and more knowledge about 
community resources for elders (Peterson, 2002).

Senescence: Integrity versus Despair (Late Adulthood 
to Death)
Th e individual who has achieved an identity, has developed a satisfying intimacy with 
others, and has adapted to the jo ys and frustrations of guiding the next generation,  
reaches the end of life with a cer tain ego integrity or positive self-esteem—an under-
standing acceptance of personal responsibility for one’s own life (past and present). For 
those who have not achieved that integrity, this stage may produce despair or extremely 
negative self-esteem. Despairing individuals tend to be in ill health, to abuse drugs and/
or alcohol, or to commit suicide. Th ey may become burdens to their families physically, 
fi nancially, or psychologically. On the other hand, individuals with a sense of integrity  
are likely to have friends, to be active (physically and mentally), and to look at life posi-
tively even though they know that death is imminent. Probably the only characteristic 
of despair that could be consider ed healthy is that which leads to change or gr eater 
 appreciation of life.

A sample of older women living in a suppor ted accommodation completed an anon-
ymous self-report questionnaire. Th e results showed that accepting the past was a sig-
nifi cant predictor of ego integrity, along with the variables of social support and positive 
aff ectivity. On the other hand, those who regretted or blamed things in the past, along  
with the variables of negative aff ectivity and physical dependence, were more likely to 
experience depression and ego-despair (Rylands & Rickwood, 2001).

Enable Self-Regulation
Self-regulation involves the ability to control one’s impulses, behavior, and/or emotions 
until an appropriate time, place, or object is available for expression. Th is can be inter-
preted as routing our feelings through our brains before acting on them according to the 
situation. Regulated behavior often involves postponing or modifying immediate grati-
fi cation for the sake of a future goal. Th is implies being able to tolerate frustration. For 
example, you curb your urge to spank a child who has just thrown a plate of food on the 
fl oor in a tantrum because you want to set an example of how to deal with frustration. 
When you are trying to maintain your weight, you postpone satisfying those hunger  

generativity int erest in 
establishing and guiding the next 
generation

How did you 
learn to control 

your feelings and 
behavior?

self-regulation the ability to 
control one’s impulses, behavior, 
and/or emotions until an 
appropriate time, place, or object 
is available for expression

A sense of initiative is infl uenced by having 
opportunities to produce things.

Cengage Learning
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pangs until mealtime. You postpone sexual intercourse until marriage because of 
your religious or personal goals. Even though you hate to wake up early, you 
set your alarm in order to be at work on time because your supervisor de-
pends on you.

Early relationships, especially attachment to parents, play a signif-
icant role in the development of emotional regulation (Bridges & 
Grolnick, 1995) and “emotional intelligence” (Goleman, 1995). 
As the child progresses from infancy to childhood, emotional 
and behavioral regulation gradually shifts from external social-
izing agents to internal, self-induced mechanisms (Eisenberg, 
2006). Caregivers provide children with information (body 
language, facial expressions, verbal instructions and explana-
tions) to help them deal with situations. As children develop 
cognitively and have more real experiences, they learn how to 
interpret events and how to express emotions appropriately. 
They develop strategies for coping with disappointment,  
frustration, rejection, and anger. Self-regulation/control is 
 related to moral development, an outcome of socialization to 
be  discussed in Chapter 12.

Empower Achievement
Socialization furnishes goals for what you are going to be when you become an adult—a 
teacher, a police offi  cer, a business executive. Th ese goals provide the rationale for going to 
school, getting along with others, following rules, and so on. In other words, socialization 
gives meaning or purpose to adulthood and to the long process a child has to go through to 
get there. In order for Pinocchio to become a real boy, he had to go to school as well as learn 
right from wrong.

Signifi cant adults and peers infl uence one’s motivation to succeed. For example, adults 
who understand child development and provide the appropriate challenge at the “right” 
time with the “right” amount of suppor t are likely to produce highly competent and 
motivated children (Wigfi eld et al., 2006). Th e motive to achieve and attributions of 
achievement (explanations for success and failure) are among the socialization outcomes 
discussed later in the chapter.

Teach Appropriate Social Roles
In order to be part of a group, one has to have a function that complements the group. 
For example, in a group of employees, the supervisor’s function or role is to lead the em-
ployees; in a family group, the parents’ role is to nurture the child; in a peer group, the 
role of friends is to provide emotional support. We have many social roles throughout 
life, some of which occur simultaneously, and we must assume the appropriate behavior 
for each at the appropriate time. I am a wife, a parent, a child, a teacher, and a friend—
all at the same time. As a wife, I am a confi dante; as a parent, I am nurturant; as a child, I 
am submissive; as a teacher, I am a facilitator; as a friend, I am emotionally supportive.

Gender is a social role, too, in that boys and girls learn gender-appropriate behavior 
from signifi cant members of their society (McHale, Crouter, & Whiteman, 2003; Ruble, 
Martin, & Berenbaum, 2006). What is appropriate (Maccoby, 2000) is aff ected by culture, 
ethnicity, and religion (macrosystem infl uences), as well as time (chronosystem infl uence).

Implement Developmental Skills
Socialization aims to provide social, emotional, and cognitive skills to children so that 
they can function successfully in society. Social skills may involve learning how to ob-
tain information from other people, use the telephone, or conduct business negotiations. 

How did you 
decide what you 
were going to do as 
an adult?

How do we learn 
to act according 
to what is required 
in different social 
settings?

How do you meet 
your own needs while 
accommodating 
society’s 
expectations?

A child having trouble controlling her 
temper.

Cengage Learning
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42 CHAPTER 2

Emotional skills may involve controlling aggressive impulses, learning to deal with frus-
tration by substituting another goal for one that is blocked, or being able to compensate 
for mistakes. Cognitive skills may include reading, mathematics, writing, problem solv-
ing, geography, history, and science.

Psychologist Robert Havighurst (1972) examined how society’s expectations with regard 
to certain behavioral skills change according to the maturation of the individual (chrono-
system infl uence), using the term developmental task to explain this aspect of socialization. 
According to Havighurst, “a developmental task is midway between an individual need and 
a societal demand.” Th e developmental tasks of life are those things one must learn if one 
is to get along well in society (macrosystem infl uence). As we grow, we develop physically, 
intellectually, and socially. Our physical development will enable us to walk, control our 
bladders, and use a pencil. Our intellectual development will enable us to learn to read, do 
arithmetic, and solve problems. Our social development will enable us to cooperate, empa-
thize, and interact with others. And our emotional development will enable us to regulate 
our impulses and express our feelings. Some examples of developmental tasks categorized 
according to societal demands for certain behaviors are listed here; how they change for 
the individual from birth to death can be found on the CourseMate website.

 1.  Achieving an appropriate dependence/independence pattern
 2.  Achieving an appropriate giving–receiving pattern of aff ection
 3.  Relating to changing social groups
 4.  Developing a conscience
 5.  Learning one’s “psychosociobiological” role
 6.  Accepting and adjusting to a changing body
 7.  Managing a changing body and learning new behavioral patterns
 8.  Learning to understand and control the physical world
 9.  Developing an appropriate symbol system and conceptual abilities
 10.  Relating oneself to the cosmos

As we develop along these dimensions, w e face ne w expectations fr om significant 
 socializing agents in the surrounding society. We are expected to learn to walk, talk, use the  
toilet, and dress ourselves. We are expected to read, write, add, and subtract. We are expected 
to share, develop a conscience, and achieve an appropriate gender role. We are expected to 
love other people and be responsible for our actions.

Th us, developmental tasks arise from societal pressures on individuals according to 
their development: “If the task is not achieved at the proper time, it will not be achieved 
well, and failure in this task will cause partial or complete failure in the achievement of 
other tasks yet to come” (Havighurst, 1972, p. 3). If children do not have experiences 
in language, such as being spoken to and making sounds during the critical stage of lan-
guage development (fi rst year), their ability to communicate will be handicapped for the 
remainder of their lives. A child who is not socialized to develop a conscience may engage 
in delinquent behavior in adolescence. A child who does not hav e experiences receiving 
and giving aff ection may not succeed in a marriage or family relationship.

Developmental Tasks and Cultural Diversity
Developmental tasks diff er from society to society, and each group in a society has its  
own developmental defi nitions and expectations. For example, a developmental milestone 
for many American, middle-class infants is to “sleep through the night.” Th is expectation 
is usually fulfi lled by about age 4 to 6 months and is often facilitated b y parents’ feeding 
the baby just before they go to sleep and/or playing with the bab y and putting him or 
her to sleep for the night as late as possible. However, in other families where the infant 
sleeps with the mother and nurses on demand, “sleeping through the night” is not pushed 
as a developmental milestone—this is more the norm in other cultures around the world. 
Diff erences in developmental defi nitions and expectations may account for some of the  

developmental tasks a task 
that lies between an individual 
need and a societal demand

In some cultures, infants sleep with their 
mothers (and sometimes with their fathers, 
too) to be able to nurse on demand. This 
occurs until the infant is weaned.

Fuse/Jupiter Images
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social adjustment problems in school among children from diverse cultural groups. For 
example, the developmental task for achieving an appropriate dependence/independence 
pattern may be interpreted diff erently by various families. 

Most middle-class American mothers, as well as American teachers, expect children 
to be independent of adults by school age in that they can take car e of personal needs 
and learn on their own with some directions. In Japan, however, mothers expect some 
of their child’s dependency needs to be transferr ed to the teacher when the child goes  
to school, and Japanese mothers generally remain very involved in their child’s learning 
throughout school. In other cultures, such as Latino and Hawaiian, mothers expect their 
child’s dependency needs to be transferred to older siblings, and interdependence, rather 
than independence, is encouraged. Th us, children from high-context cultures (such as 
Japanese, Latino, Hawaiian, and others) may experience confl icts between developmental 
skills taught by their families and those taught in American schools (Bennett, 2010).

Every individual in a society is the outcome of the process of socialization (along with 
his or her genetic traits). Th e success of this outcome in terms of society ’s expectations 
will depend on a series of interactions with signifi cant socializing agents—such as parents, 
teachers, peers, and media—that constitute the community in which this individual lives 
(Collins et al., 2000). Figure 2.3 illustrates the processes and outcomes of socialization.

Agents of Socialization
Th e generalized community is made up of many groups that play a part in socializing an 
individual. Th ese agents of socialization exert their infl uence in diff erent ways and at dif-
ferent times (Arnett, 2007).

In the early years, the family assumes the primary role of nurturing the child. As the 
child gets older, the peer group becomes a primary source of support. In primitive societ-
ies, training for competency occurs in the family in the form of learning to hunt or build 
a shelter, whereas in industrial societies it occurs in the school in the form of learning to 
read, write, compute, and master a wide range of subject matter.

Each agent has its own functions in socialization. Sometimes the agents complement each 
other; sometimes they contradict each other. Th e value of getting along with others is usually 
taught in the family, the school, the religious community, the peer group, and perhaps in the 
media, with the agents complementing each other. Th e value of academic achievement, how-
ever, may be supported by some families and the school, but scorned by the peer group—an 

Who was 
signifi cant in 
shaping you?

Interacting reciprocally with
these socializing agents

Resulting in
socialized adult

Biological
organism with

inherited
characteristics

Differentiated by
these individual
characteristics

Age, gender, physical
development, intelligence,

temperament

Affective, operant,
observational, cognitive,

sociocultural, apprenticeship

Using these
socializing
methods

Emotional,
social,

cognitive,
behavioral

Parents, siblings,
relatives, teachers,
peers, community

leaders, mass media

Developmental tasks,
knowledge, values,
morals, attitudes,

attributes, motives,
self-regulation

of behavior,
social role,

gender role,
self-concept,
self-esteem

With these outcomes
of socialization

Socialized in these
developmental areas

Child
is . . .

FIGURE 2.3 Socialization Processes and Outcomes
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44 CHAPTER 2

example of contradiction among the agents of socialization. Th e media and the peer group 
may support sexual experimentation, while the family and religious group condemn it.

Family
Th e family is the child’s introduction to society and has, therefore, borne the major re-
sponsibility for socializing the child. Th e family into which a child is born places the child 
in a community and in a society; newborns begin their social lives by acquiring the status 
and cultural heritage of their families, which in turn infl uence their opportunities and 
developmental outcomes (Leyendecker, Harwood, & Comparini, 2005). For example, 
children in low-income families not only have fewer material things, they also have less 
opportunity to develop their abilities. Because they perceive that they cannot compete 
with others of their age who hav e more things and more opportunities, children from 
families with low incomes are likely to believe that they have little control over the future 
and, therefore, try less hard in school, accomplishing less. Characteristics of families and 
possible outcomes for children will be discussed in Chapter 3.

Th e family also passes on its socioeconomic status through its ability to aff ord higher 
education for its children. Children from middle- and upper-income families are more 
likely to go to college after high school, whereas children from low-income families are 
more likely to go to work. And those who have not achieved in high school, perhaps from 
lack of motivation, have fewer job opportunities. Educational level, then, is a strong de-
terminant of future occupation and income.

How did your 
family infl uence 

who you are?

Socializing Agents, Their Messages, and Reality: 
The Discrepancy
Typical American children start the day with some instructions and expectations from 
their parents about fi nishing breakfast, setting an after-school schedule, cleaning their 
rooms, and so on. A few additional remarks may be added by older siblings regarding 
the condition of the bathroom when they went to use it.

At school, one t eacher may stress independence and competition,  and another 
may emphasize cooperation and dependence on the group. After school, caregivers 
may have specifi c goals and socialization methods . The team or club members ma y 
value the best athlete or the one who sells the most raffl e tickets, but in the classroom 
setting the one who gets the best grades or reads the most books may be disliked by 
peers.

Back at home,  the t elevision set sends messages via the v arious programs. One 
day a child may watch Barney and Friends or another children’s entertainment show 
and feel empathic and altruistic. Another day the child may watch Spiderman or an-
other action/drama show and come away feeling powerful and aggressive. Video or 
computer games provide for the interactive expression of emotions without real adult 
involvement.

In reality, children receive many demands from socializing agents as w ell as con-
fl icting messages. As we discussed in Chapt er 1, the process of socialization is r ecip-
rocal and dynamic,  with childr en playing a r ole in their o wn socialization. A child’s 
temperament—the innate characteristics that det ermine an individual’s sensitivity t o 
various experiences and r esponsiveness to patterns of social int eraction—can elicit 
different reactions in car egivers. For example, a r elaxed, happy baby tends to elicit 
smiles; a tense, crying baby tends to elicit concern or anxiety. As children develop and 
change, so, too, do others’ reactions to them. My son and I have similar temperaments, 
which made the management of socialization goals and methods easier than for my 
daughter, whose temperament is different from mine. What role do you think your tem-
perament played in the bidirectionality of socialization interactions in your family?

IN PRACTICE
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Th e family exposes the child to certain cultural experiences available in the society—
perhaps religious instruction, Scouts, music lessons, Little League, or soccer. Parents buy 
certain toys for their children and arrange certain activities together such as games, out-
ings, and vacations. Th ese depend, to a large extent, on socioeconomic status.

Th e family functions as a system of interaction, and the way it conducts personal r ela-
tionships has a very powerful eff ect on the psychosocial development of children (Grusec & 
Davidov, 2007). Th rough various interactions with family members, such as siblings,  
grandparents, and other relatives, the child develops patterns for establishing relation-
ships with others. Th ese patterns are expressed and further developed in relationships 
with peers, authority fi gures, co-workers, and ultimately a spouse and children (Parke & 
Buriel, 2006).

IN CONTEXT Terry, the oldest of three children, was responsible for helping 

her mother care for her younger siblings. She often had to play a game with her younger sis-

ter while her mother nursed the baby, or she had to watch the baby while her mother drove 

her sister to preschool. In her relations with her friends, Terry was the one always saying, “Let’s 

play this” or “Let’s play that” or “This is the way you’re supposed to draw a house (or dog or 

cat).” In school she was often appointed to be a monitor. As an adult, Terry got a managerial 

position in her offi ce.

Th e family into which a child is born is the child ’s fi rst reference group. A reference 
group is one whose values, norms, and practices a person adopts and refers to in evaluat-
ing his or her own behavior. As part of a family, the child’s observations, experiences, and 
interactions become the “norm” (Handel, Cahill, & Elkin, 2007). For example, there is 
now evidence that marital confl ict and distress are related to children’s diffi  culties with 
peers (Rubin, Bukowski, & Parker, 2006; Rubin & Th ompson, 2003). For another exam-
ple, it has been found that children of employed mothers from kindergarten age through 
adulthood have less-restricted views of gender roles (Ellis, 1994). In passing on values, 
 expectations, and practices, families also pass on to childr en certain behavior patterns 
 toward others. Th ese behavior patterns tend to vary by cultural orientation (Greenfi eld et al., 
2003; Greenfi eld, Suzuki, & Rothstein-Fisch, 2006). Diverse parenting styles will be dis-
cussed in Chapter 4.

Behavior Patterns in Culturally Diverse Families
In Chapter 1, socialization outcomes of diff erent worldviews (low- and high-contexts) 
were discussed. Here we discuss four dimensions of cultural behavior patterns fr om di-
verse families. Th eir socialization outcomes are signifi cant, especially when they diff er 
from the standards socialized by the school or from those that predominate in the com-
munity. Th ese dimensions represent extremes; usually, however, there is individual varia-
tion within groups (Trumbull et al., 2001). 

Collectivistic Individualistic

Japanese

Hawaiian

Middlle-Class American

Western European

Mexican

Middle Eastern

Some Examples of Diverse Behavior Patterns According to Heritage   
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 1.  Orientation: Collectivistic �� Individualistic
At one extreme of this dimension is the cultural v alue of collectivism (orientation 
toward the group), usually found in low-context cultures and exemplifi ed by many 
families of J apanese, H awaiian, M exican, and M iddle Eastern heritage. Th ese 
groups tend to emphasiz e affi  liation, cooperation, and interpersonal r elations. At 
the other extreme of this dimension is the cultural value of individualism (orienta-
tion toward the individual), usually found in high-context cultur es and exempli-
fi ed by many families of middle-class American and Western European heritage. 
Th ey tend to focus mor e on individual accomplishment, competition, and inde-
pendence from the group. An individual’s orientation on this dimension becomes 
signifi cant in situations in which he or she has to choose betw een obligation to 
family and personal ambition—for example, deciding to r emain geographically 
close to kin rather than relocating to earn more money or prestige. An individual’s 
orientation on this dimension also infl uences business behavior: risk-taking, or in-
novation, versus conservatism, or conformity (Hayton, George, & Zahra, 2002). 
How would you describe your family?

 2.  Coping Style: Active �� Passive
An active coping style is associated with “ doing” and “getting things done,” a pas-
sive coping style with “being” or “becoming.” An active coping style also involves a 
future time orientation, a perception that time moves quickly and that one can con-
trol and change the envir onment. A passive coping style is associated with a belief  
that all events are determined by fate and ar e, therefore, inevitable. Some families, 
infl uenced by their cultural, religious, and/or economic backgrounds, exhibit a less 
active coping style than do others (Bennett, 2010). Coping style becomes signifi cant 
in motivating families to seek social ser vices, such as psy chological support, when 
problems occur (McGoldrick et al., 1996). How would you describe your family?

 3.  Attitude toward Authority: Submissive �� Egalitarian 
Th is dimension can be observed in children: Do they regard their parents and teachers 
as clear authority fi gures whom they respect and obey without question, or do they  
see them as mor e nearly equal fi gures with whom they may disagr ee and question?  
For example, young children with Latino or Asian backgrounds have generally been 
found to be more obedient, respectful, and accepting of authority than ar e children 
with Euro-American backgrounds (Bennett, 2010). One’s attitude toward authority 
on this dimension becomes signifi cant in such situations as wor kplaces that reward 
assertiveness (Hofstede, 1991). How were you socialized regarding this dimension?

 4.  Communication Style: Open/Expressive �� Restrained/Private 
Some children tend to be mor e openly and fr eely expressive, sharing feelings and  
thoughts in a wide variety of situations, than are other children. Some children tend 

to be more direct and open in familiar social interactions than in unfamiliar ones. 
Still other children tend to be more polite and ritualistic in almost all situ-

ations (Bennett, 2003). An individual ’s communication style on this  
dimension becomes signifi cant in r elating to those whose way of  

interacting diff ers. A communication style refl ects cultural values 
that are fi rst learned in the family . For example, some fami-

lies may believe that for the group to function eff ectively, its 
members’ personal feelings must be openly expressed so dif-
ferences of opinion can be compr omised. Other families, 
on the other hand, may believe that for the group to func-
tion eff ectively, its members must refrain from expressing 
their personal feelings and opinions b y keeping them  
private (Blake, 1994). How has your style of communi-
cation been  aff ected by your family’s cultural values?

According to extensive cross-cultural research done 
by Kagicibasi (1996), family behavioral patterns and  

Babies are born into a culture and learn 
appropriate social roles.

Lana K/Shutterstock.com
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consequent socialization practices can be categorized as interdependent (stress on  family 
loyalty, intergenerational dependency, control, and obedience) or independent (stress 
on individual achievement, separateness of generations, egalitarianism, and consensus).  
A child brought up with interdependent values would give his or her parent money if 
needed; a child brought up with independent values might lend the parent money, per-
haps even charging interest.

Many immigrants have brought their cultural behavior patterns to the United States. 
Th e following is an excerpt from a family analysis done by a college student from a Per-
sian Jewish family in Los Angeles (quoted in Greenfi eld & Suzuki, 1998, p. 1108).

IN CONTEXT Being a fi rst-generation immigrant I have had to deal with . . . 

adjusting a collectivistic upbringing to an environment of individualism. . . .

We were brought up in a home wher e the “we” consciousness was stressed, rather than 

the “I” consciousness . We were taught that our beha vior not only had implications f or . . . 

ourselves but also for the rest of the family; for example, if I stayed out late at night, not only 

would I be t aking the chance of getting r obbed, raped, and/or m urdered (implications of 

that experience for me), but also my younger brother and sister who looked up to me would 

also be jeopardized (implications of my actions for others). . . .

We were also taught to be responsible not only for ourselves, but also responsible for every 

other family member, thereby sharing the r esponsibility for both good and bad outcomes 

and playing a major part in each other’s lives. For example, if my brother did bad in school, I 

was also responsible because as his older sister I was responsible to help him and take care 

of him and teach him right from wrong. I was, to an extent, as responsible for his actions as he 

and my parents were.

School and Child Care
Educational Philosophy
Th e school acts as an agent of society in that it is organiz ed to perpetuate that society’s 
knowledge, skills, customs, and beliefs. Yet all education springs from some image of the 
future. Hence, the transmission of culture, in addition to the expanding knowledge and 
technology base, makes for diffi  cult choices in curriculum regarding what information 
is most important. Socializing children for a society of rapid change is a continual chal-
lenge: How do you educate for adaptability? Do you teach basic skills or problem solving? 
Do you emphasize individual or group activities? Do you stress conformity or creativity?

Education professor John Goodlad (2004) studied documents related to the purposes 
of schooling spanning 300 years of U.S. history. He found four broad categories of goals: 
academic (reading, writing, arithmetic); vocational (preparation for the world of work); 
social and civic (preparation to participate in a democracy); and personal (development 
of individual talent and self-expression). Schooling goals and outcomes will be  
discussed in Chapter 6.

Classroom Management 
Th e social order of society is communicated to the child largely in the 
classroom—a setting in which children are evaluated by the  teacher’s 
comments, report cards, marks on papers, char ts, classmates’ 
judgments, and self-judgments. “Who can help Sally with that 
problem?” “Who has read the most books?” “Only papers with 
the best handwriting will be display ed for parents’ night.” 
Evaluation contributes to socialization in that the norms and 
standards of society are learned via the criteria of the evalua-
tion. Th e self-concept emerges from how well the child meets 
the expectations of others, the evaluators (Harter, 1999). 

Th e political ideology of society is communicated to the  
child through textbooks and how subjects are taught. How 

How did your 
school experiences 
and interactions 
infl uence your life?

Grades are the evaluation method used in 
this classroom to encourage and reinforce 
learning.

Tetra images/Getty Images
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48 CHAPTER 2

is the classroom setting organized? Do students compete with one another, participate in 
discussion, or pursue activities independently? Do they collaborate and help each other 
on projects?

Socialization outcomes in teacher-centered and learner-centered classrooms are diff er-
ent (Wells, 2001). Teacher- and learner-centered classrooms will be discussed in more 
detail in Chapter 7. Th e teacher in the school also contributes to the socialization process 
by serving as a model for children to imitate. Teachers who are involved in their subject 
matter tend to have active, curious students who want to learn (Brophy, 1992).

Child Care 
As a result of societal changes, child care has become an important socialization agent. 
Th e specifi c eff ects of care from someone other than a parent are controversial, involv-
ing many variables such as a child ’s temperament, type of care, hours/day in care, age 
when day care began, and parents’ involvement (Vandell et al., 2010). Specifi cs will be 
discussed in Chapter 5.

Peers
Th e peer group comprises individuals who are of approximately the same age and social sta-
tus and who have common interests. Experiences in child-care facilities can expose children 
to peer relations months after birth. However, reciprocal interactions in the peer gr oup 
don’t usually begin until about age 3, when the child star ts to understand the views of oth-
ers and, therefore, is able to cooperate, share, and take turns. Cognitively, the child is begin-
ning to move away from egocentrism, the inability to look at the world from any point of 
view other than one’s own. As the child matures and develops new interests, his or her peer 
groups change. Some may be based on proximity, such as the children in the neighborhood 
or the classroom, and others on interest, such as those on the soccer team or in Scouts.

Th e peer group gives children experience in egalitarian types of relationships that 
are qualitatively diff erent from relationships with authority fi gures. In peer groups 
children engage in a process of give-and-take not ordinarily possible in relation-
ships with adults. In the family and school, children necessarily are subordinate to 
parents and teachers. . . . Peer groups have their own subcultures with their own 
norms, values, and established patterns of behavior. Children entering a peer group 
want the companionship, attention, and good will of its members. For having ac-
ceptable characteristics and acting in the appropriate or valued manner, the group 
rewards its members by bestowing attention, approval, or leadership. For being, or 
behaving, otherwise, the peer group punishes by disdain, ostracism, or other ex-
pressions of disapproval. (Handel, Cahill, & Elkin, 2007, p. 184) 

Th us, children come to look at themselves from the point of view of the group. Th e peer 
group rewards sociability, or getting along, and rejects deviations, such as eccentricity, ag-
gression, and showing off  (Kindermann & Gest, 2009). Th e child learns to obey the “rules 
of the game” and how to assume the various roles required in the game, such as batter , 
pitcher, or catcher. Th e peer group exerts control by refusing to include those who do not 
conform to its values or rules. Victimization and bullying of the deviant can also occur.

An example of the power of peer group pressure is the classic children’s story by Hans Chris-

tian Andersen, The Emperor’s New Clothes. The emperor, who was very vain about his clothes, 

bought some cloth that—according to the merchants who sold it—was invisible only to 

those not worthy of their positions in life. He proudly wore his new outfi t made of this unique 

cloth in a parade before the entire town. No one dared admit to others that the emperor re-

ally hadn’t any clothes on, for fear of being judged unworthy. It took the astonished cry of an 

innocent child to make everyone realize the truth.

As a child, who 
was your best 

friend and why?

egocentrism the cognitive 
inability to look at the world from 
any point of view other than 
one’s own
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The peer group functions as a socializing agent in that it pr ovides information 
about the world and oneself from a perspective other than that of the family (Hartup, 
1996; Rubin, Bukowski, & Parker, 2006). It is a source of social comparison. From the 
peer group, children receive feedback about their abilities. Th rough interaction with 
their equals, people fi nd out whether they are better than, the same as, or worse than 
their friends in sports, dating, grades, and other ar eas of life. Within the peer group 
the child can experiment with v arious roles—leader, follower, clown, troublemaker, 
or  peacemaker—and discover how the others react. Th ere is increasing evidence that 
experiences with peers aff ect children’s feelings, thoughts, and behavior (B ukowski, 
 Brendgen, & Vitaro, 2007). For example, peer rejection is associated with later antiso-
cial and/or aggressive behavior.

Peers also serve as a support group for the expression of values and attitudes (Hartup, 
1996; Schneider, 2000). Members often discuss situations with par ents, siblings, and 
teachers. Beyond that, friends may off er sympathy and/or advice in handling problems. 
Th at children spend an increasing amount of time with their peers was illustrated in  
studies of children ages 2 to 12 (Bukowski, Brendgen, & Vitaro, 2007; Ellis, Rogoff , & 
Cromer, 1981). It was observed that by age 8, due to school, child care, and after-school 
activities, children were interacting with other children six times more than with adults. 
Infi nite opportunities to connect to peers (social networking) occur via the Internet and 
cell phones through e-mail, text messaging, and voice communication. Such technology 
provides a means for school-agers and adolescents to relate to one another virtually any 
time and any place, and anonymously if they so choose. Th e peer group, then, as an agent 
of socialization exerts a strong infl uence on children’s ideas and behavior, especially those 
who need social approval and fear rejection. Th e quality of the parent–child relation-
ship is the most important mediating factor aff ecting peer group infl uence (Collins et al., 
2000). Peer group infl uences will be discussed in Chapter 8.

Mass Media
Mass media include newspapers, magazines, books, radio, television, videos, mo vies, 
computers, consoles, and other means of communication and information technology  
that reach large audiences via an impersonal medium betw een the sender and the r e-
ceiver. Unlike other agents of socialization, the mass media do not or dinarily involve 
direct personal interactions; the interactions are of a more technical nature. Th e mass 
media must be considered socializing agents, not only because of their prevalence, but 
because they reveal many aspects of the society and elicit cognitive processes in children 
that cultivate their understanding of the real world (Comstock & Scharrer, 2007; Kai-
ser Family Foundation [KFF], 2010). Newspapers report such items as current baseball 
scores or government policy; magazines illustrate the latest fashions or suggest things to  
do with free time in the summer; radio stations play popular songs; books discuss issues 
such as sex and dr ugs; television gives glimpses of hospitals, cour trooms, and family 
situations; computers and consoles provide interactive activities, both real and virtual. 
Television, videos, and movies also show relationships between people in various set-
tings, providing children with images or patterns of how to behave or interact in similar 
situations.

Television, movies, books, and computers (the Internet) provide information about 
society. Th rough them children come to learn about par ts of the world they might not  
otherwise encounter or experience. Th ey are taken under the sea, to outer space, to the  
jungles, to other times, and to other countries. Th e media also provide role models—the 
hero, the villain, the detective, the doctor, the lawyer, the mother, and the father. Th ey re-
fl ect social attitudes—beliefs about political issues, such as war or taxes, social issues such 
as abortion or child abuse, occupations, sex, and minority groups. Media eff ects can be 
short-term, such as excitation and simple imitation, or long-term, such as obser vational 
learning and emotional desensitization (Dubow, Huesmann, & Greenwood, 2007).

As a child, what 
was your favorite 
book or movie 
and why?

The interactivity potential of the computer 
makes it infl uential in socialization.

Cengage Learning
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50 CHAPTER 2

Children, because of their cognitive immaturity, are of special concern regarding me-
dia infl uence (Roberts & Foehr, 2004; Perse, 2001). Th ey process the content they see 
and hear and transform it into something meaning ful to them, which may or may not  
be accurate or desirable. One concern is that young children may come to think of all  
people in a group as having the same characteristics as the people in that gr oup as pre-
sented on TV or in books, and this may infl uence their attitudes. For example, in the 
majority of television shows and movies, the white male is portrayed as dominant, brave, 
powerful, and competent (Berry & Asamen, 2001; Huston & Wright, 1998; Signorielli, 
2007). Th is is true in books as well (Anderson & Hamilton, 2006). Th ese images are 
especially infl uential for children who do not have the real experience to evaluate the 
 attitude portrayed.

Another concern is children’s susceptibility to advertising (Calvert, 2008; Huston & 
Wright, 1998; Kunkel, 2001). Many children demand that parents buy products and toys 
seen on TV. Children often imitate well-known media characters, especially active, pow-
erful ones. Th ey role-play, they bring the toys to school, and they wear clothing decorated 
with the media characters. Th e problem with marketed media-related toys, clothing, and 
supplies is not only the materialistic and competitive values they foster, but the aggres-
sive acting-out behavior they inspire in children’s play (Levin, 1998). Commercialism 
abounds in children’s sports and schools, as well as on TV.

With the introduction of new technology to mass media, such as modems connect-
ing to the Internet and cell phones connecting to friends, children can play a greater role 
in their own socialization. Th ey can, for example, access any information that is on the  
Internet (unless access to a site is blocked). Th ey also have more opportunities to interact 
with media independent of adult mediation, as many households hav e more than one 
TV, and cell phones, e-mail, and social networks provide opportunities for instant com-
munication. Various media infl uences will be discussed in Chapter 9.

Community
Th e term community is derived from the Latin word for fellowship. It refers to the 
aff ective relationships expected among closely knit groups of people sharing common 
interests. It also refers to people living in a particular geographical area who are bound 
together politically and economically. Th e function of the community, then, is to pro-
vide a sense of belonging, friendship, and socialization of children (Etzioni, 1993). A 
survey by the National League of Cities cited fi ve characteristics that make a city “fam-
ily-friendly”: education (accessible quality school pr ograms), recreation, community 
safety, citizen involvement, and physical environment (Meyers & Kyle, 1998). Many 
sociologists and psychologists are concerned with the erosion of community ties as we 
move toward the future (Putnam, 2000). Th e factors contributing to this erosion, such 
as fear of violence, technology, mobility, and “busyness,” as well as coping strategies 
(developing social capital), will be discussed in Chapter 10. “ Social capital” is a term 
referring to individual and communal time and energy (human resources) available for 
such things as social networking, personal recreation, community improvement, civic 
engagement, and other activities that create social bonds between individuals and groups 
(CDC, 2009a).

Th e size, population, and mobility pattern of a community determine the pattern of  
human interaction. In a town with a small and stable population of a few thousand, most 
people know each other, in contrast to a larger, more mobile town of many thousands. 
Small-town interaction involves more intimate details of people’s lives than does large-
town interaction. In a small town, people see each other in many settings—at the store, at 
school, at the movies, at church. In a large town, relationships are more fragmented—it 
is unlikely that one would just by chance see a friend at a restaurant, simply because there 
are so many restaurants available in a large town. Similarly, a large town provides more 

What kind of 
neighborhood(s) 

did you grow 
up in?

community a group of people 
sharing fellowship and common 
interests; a group of people 
living in the same geographic 
area who are bound together 
politically and economically

social capital term referring to 
individual and communal time 
and energy (human resources) 
available for such things as social 
networking, personal recreation, 
community improvement, civic 
engagement, and other activities 
that create social bonds between 
individuals and groups
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activities than does a small town. Th us, one’s interactions focus on the community groups 
to which one belongs—Scouts, Little League, the “Y,” and so on.

One function of such community groups is to give children diff erent perspectives on 
life—to broaden their range of experience and giv e them new statuses or roles. In this 
 respect, community agencies and organizations contribute to the socialization of children. 
In Scouting, for example, children learn about various occupational roles through a badge 
program. Th e Scout is supervised by a designated community “sponsor”—perhaps by a 
veterinarian in caring for an animal. A church or temple youth group might participate 
in a project of visiting people in a home for the elderly on a r egular basis. Community 
libraries open the world of reading to children; museums open the worlds of art, science, 
and natural history.

Neighborhoods are often stratifi ed by economic status (Leventhal & Brooks-Gunn, 
2000). Lower-economic-status families may live in less desirable sections, whereas upper-
economic-status families may live in large homes surrounded by green lawns or in apart-
ments with doorkeepers. Th e location of these neighborhoods in the larger community  
infl uences interaction patterns. If children from diff erent neighborhoods attend a particu-
lar school, or share community services such as recreation centers and library, all the chil-
dren have an opportunity to interact with many diverse individuals. On the other hand, 
if the neighborhoods are segregated, each having its own school and recreational facilities, 
the children generally interact with those like themselves. 

People in the neighborhood, adults and older childr en, are the ones with whom the 
young child interacts and “probably stand second only to parents in terms of their power 
to infl uence the child’s behavior” (Bronfenbrenner, 1979, p. 161; Schorr, 1997). Th e 
adults in the neighborhood are role models. Th ey may be carpenters, engineers, entre-
preneurs, teachers, or recreation leaders. Th e older children are models of behavior and 
interaction. Children often learn games and cues about getting along with cer tain people 
from older children: “Mrs. Grady is an old grouch; she won’t give your ball back if it goes 
in her yard.” Th e organization of community practices and routines, such as whether chil-
dren are involved directly (participate and learn alongside adults) or indirectly (engage in 
activities planned for them by adults) impact developmental outcomes (Rogoff , 2003). 
Direct involvement provides experiences in learning by doing; indirect involvement pro-
vides experiences in learning by instruction.

A community can off er an informal social support system—relatives, friends, neighbors 
who can be counted on to help in a crisis. F or example, when Mrs. Cooper w ent to 
the hospital, her mother-in-law came to car e for the children and the neighbors took  
turns cooking meals and doing errands for the family. A community can also have a more 
formal social support system, such as institutionalized child care, Big Brothers/Big Sisters, 
Meals on Wheels, and Parents Without Partners. Th ese formal support systems may be 
funded by tax dollars, donations, or membership fees.

Formal support systems in a community usually emerge through the process of advocacy. 
Advocacy means speaking or writing in support of something—for example, setting goals 
on behalf of children and seeing that politicians or governmental agencies implement them. 
It is a long and arduous process, however, to go from goals to laws. Th us, if community 
members want to improve opportunities for their children, they must get involved in poli-
tics. Politics begins locally, in one’s own community. If community members want their chil-
dren to have “the right to full opportunity for play and recreation,” they can communicate 
this desire to their city council members and follow through by examining how their local 
tax dollars are distributed. For example, one city doubled the money previously budgeted for 
programs such as child care, youth activities, senior citizens’ food, and a shelter for victims 
of domestic violence. Most of the money had been previously allocated to street repair. Th e 
most eff ective community services supporting children and families involve collaboration 
between informal and formal networks providing empowerment (Epps & Jackson, 2000).

advocacy speaking or writing in 
support of a person, a group, or 
a cause

This community setting, with sidewalks in 
front of the homes and a nearby neighbor-
hood school, provides opportunities for 
children to walk to school together.

Yarinca/iStockphoto.com
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52 CHAPTER 2

Methods of Socialization
Given that socialization is the process by which people learn the ways of society so that  
they can function eff ectively within it, we now turn to examine the various methods by 
which these ways are transmitted to children (see Table 2.1). Th ese socialization meth-
ods vary according to culture, family, child, and situation (Bugental, 2000; Laible & 
Th ompson, 2007).

Affective Methods of Socialization
Aff ective refers to feelings or emotions, such as lo ve, anger, fear, or disgust. Aff ective 
mechanisms include responses to others, feelings about self , feelings about others, and 
expression of emotions. Aff ect emerges from person-to-person interaction, which leads 
to attachment. Th e socialization of the child, whether intentional or unintentional, is  
accomplished through person-to-person interaction. When people are attached to one 
another, they interact often; thus, attachment and interaction are bidirectional, or recip-
rocal (Laible & Th ompson, 2007). Reciprocal parent–child relations are foundations for 
socialization.

Attachment is an “aff ectional tie that one person forms to another specifi c person, 
binding them together in space and enduring over time” (Ainsworth, 1973, p. 1). Social-
ization begins with personal attachment (Collins et al., 2000; H andel, Cahill, & Elkin 
2007). Th e human infant is born helpless, requiring care. In the process of caring for the 
infant, the parents or caregivers hold, play with, and talk to the infant. Th ey respond to 
the feelings evoked in them by the child. Th is sensitive, responsive caregiving is the foun-
dation for social interaction, and it is this interaction that contributes to many socializa-
tion outcomes for the child (Kuczynski, 2003; Laible & Th ompson, 2007).

Infants who are responded to when they cry, who are fed, held, and spoken to, will  
develop a secure attachment and a sense of trust toward the world. On the other hand, 
infants who receive minimal or inconsistent care will develop an insecure attachment and a 
sense of mistrust (Erikson, 1963). Our fi rst human relationship, then, provides the basis 
for our later expectations regarding other relationships.

How do we 
learn the ways 

of the society in 
which we live?

Why do you have 
to be attached to 

someone to be 
socialized?

aff ective having to do with 
feelings or emotions

attachment an affectional tie 
that one person forms to another 
person, binding them together in 
space and enduring over time

Table 2.1  Methods of Socialization

Method Techniques

Affective 
(effect emerges from feeling)

Attachment

Operant 
(effect emerges from acting)

Reinforcement
Extinction
Punishment
Feedback
Learning by doing

Observational 
(effect emerges from imitating)

Modeling

Cognitive 
(effect emerges from information processing)

Instruction
Setting standards
Reasoning

Sociocultural 
(effect emerges from conforming)

Group pressure
Tradition
Rituals and routines
Symbols

Apprenticeship 
(effect emerges from guided participation)

Structuring
Collaborating
Transferring

Go to the Education CourseMate web-
site to access the video entitled “0–2 
yrs. Attachment in Infants & Toddlers.” 
Why is early attachment so infl uential 
in later relationships?

TeachSource Video Activity
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An outcome of attachment, in addition to being a r eference for future social interac-
tions, is the feeling of competence. Th e more securely attached children are to a nurtur-
ing adult, the more willing they are to separate to explore the environment; the more 
insecurely attached they are, the less likely they are to separate and try out new things 
(Ainsworth, 1973). Preschoolers who as infants were judged to be securely attached at 
age 1.5 years were observed to be more enthusiastic, sympathetic to others, cooperative, 
independent, and competent than those who, as infants, displayed insecure attachments 
(Sroufe et al., 2005). Insecurely attached children have also been found to exhibit disrup-
tive, hostile, or aggressive behavior in preschool (Sroufe, 1996; Waters et al., 1993). Th is 
is especially true for boys (Fearan et al., 2010). Th is behavior may be infl uenced by the 
child’s temperament; a diffi  cult temperament has been found to contribute to such nega-
tive externalizing behavior (Burgess et al., 2003).

Attachment to the primary caregiver is the fi rst of many important emotional relation-
ships with signifi cant others that the child will form in the future. Th ese signifi cant oth-
ers may include relatives, teachers, friends, and coaches. Because each of these others is 
unique and because each situation the child encounters with these others is unique, each 
will contribute in a diff erent way to the child’s socialization.

David Elkind (1981b) discusses the impor tance of attachment in determining how 
children learn: “In children’s early years, adults predigest experience for them much as  
mothers predigest food to provide milk for their babies” (p. 20). Elkind cites an example 
of a teacher who always had children around her when she used various art materials. She 
showed them diff erent ways paper could be folded and how to use a brush, and she joy-
fully produced new colors when she mixed the paints. Th e children not only acquired the 
ability to fold paper, make brush strokes, and mix paint; they also acquired an attitude of 
appreciation, enjoyment, and respect for art materials.

According to a review of the research by Laible and Th ompson (2007), the quality 
of the early attachment relationship between parent and child moderates the infl uence 
of parental emotional communication, rewards and sanctions, parental instructions, and 
the child’s understanding of parental behavior and transmission of values. In sum, a child 
who is securely attached to a parent is more likely to comply with parental standards than 
a child who is insecurely attached.

When the child is attached to a caregiver, socialization takes place in many ways. Some 
of these result from the child’s action (an operant method); some of them r esult from 
the child’s imitating (an observational method); some of them result from the child’s in-
formation processing (a cognitive method); some of them result from the child’s cultural 
traditions (a sociocultural method); and some of them result from guided participation (an 
apprenticeship method). A discussion follows.

Operant Methods of Socialization
Operant  refers to producing an eff ect. When one’s behavior is followed by a favorable 
outcome (reinforcement), the probability of that behavior occurring again is increased. 
When one’s behavior has no favorable outcome (for example, it does not get attention, it 
is ignored) or has an unfavorable outcome (punishment), the probability of that behavior 
occurring again is decreased. Operant methods take into account the participatory role of 
individuals in their own socialization.

Several socialization techniques can be used to increase desired behavior: positive rein-
forcement, negative reinforcement, and shaping.

Reinforcement
A reinforcement is an object or event that is presented following a behavior and that serves 
to increase the likelihood that the behavior will occur again.  Reinforcement can be positive 
or negative. Positive reinforcement is a reward, or pleasant consequence, given for desired 

What infl uences 
whether your 
behavior will 
be repeated or 
modifi ed?

operant producing an effect

reinforcement an object or 
event that is presented following 
a behavior and that serves to 
increase the likelihood that the 
behavior will occur again

positive reinforcement a 
reward, or pleasant consequence, 
given for desired behavior

Mother–child interaction is the basis for 
attachment and a sense of trust.

Cengage Learning
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54 CHAPTER 2

behavior; examples are food, physical contact, and praise. Negative reinforcement is 
the termination of an unpleasant condition follo wing a desired response—for 

example, allowing children to come out of their r ooms when they stop a  
temper tantrum, or stopping a spanking when the child apologizes.

To reinforce a behavior that is complex, inv olving many steps, 
such as writing the alphabet, we often use shaping. Shaping is the 

systematic immediate reinforcement of successive approximations 
of the desired behavior until the desired behavior occurs and is 
maintained. Writing the alphabet involves holding a pencil and 
copying lines and circles in a specifi c way on a piece of paper. 
Th e lines and circles must be a certain size and a certain dis-
tance from one another. At a child’s fi rst attempt, the teacher 
may reward a line of any size that resembles the letter. Th en  
the teacher may reward only straight lines, then straight lines 
of a certain size, and so on, until the child r eaches the de-
sired level of performance. Shaping is an eff ective socializing 

mechanism to teach various skills.
Table 2.2 is a summar y of conditions under which r ein-

forcement can be eff ective as a socializing technique (Martin & 
Pear, 2010).

Using reinforcement as a socializing technique has several problems, besides having to 
wait for the desired behavior to occur: (1) Individuals respond diff erently to reinforcers. 
For some children, a toy is an eff ective reinforcer; for others, adult approval is more eff ec-
tive. It is sometimes diffi  cult to fi nd the best one. (2) Th e child may become bored with 
the reinforcer, so its eff ectiveness diminishes. (3) Being human, it is diffi  cult for adults 
to constantly reward children’s desired behavior, even during the initial stages. If parents 
want to train a child to urinate in the toilet, they must be pr esent as well as ready to put 
the child on the toilet at cer tain intervals. Th ey also must wait patiently for the desired 
behavior to occur. (4) Adults sometimes unintentionally reinforce the very behaviors they 
want to eliminate. When children who have been toilet trained begin to urinate in their 
pants again, perhaps because they see their baby brother or sister do it, and the mother  
says “I thought you were a big boy (girl),” it is highly likely that the undesired behavior 

negative reinforcement the 
termination of an unpleasant 
condition following a desired 
response

shaping the systematic 
immediate reinforcement of 
successive approximations of 
the desired behavior until the 
desired behavior occurs and is 
maintained

Table 2.2  Conditions for Reinforcement

Behavior Example Comment

Condition (1). The desired behavior must first 
be exhibited before it can be 
reinforced.

In training a child to defecate in 
the toilet, the caregiver must put 
the child on the seat and wait 
for the behavior to occur before 
reinforcing it.

The main unresolved question 
 accompanying the technique of positive 
reinforcement is: How do you get 
 children to make the desired response 
in the first place so that they can be 
rewarded?

Condition (2). The desired behavior must be 
 reinforced immediately the first 
time it occurs.

If you want children to verbalize 
their requests rather than point to 
or grunt for desired objects, you 
must reward them when they say, 
for instance, “Juice.”

Initially, the desired behavior must be 
 reinforced each time it is exhibited. 
 Every time children verbalize their 
 requests, they should get what is asked 
for. Every time children defecate in the 
toilet, they should be rewarded.

Condition (3). When the newly acquired  behavior 
is being performed  relatively 
 frequently, reinforcement can then 
become intermittent. Reward or 
praise can be given every few times 
the behavior is performed 
(or every few days).

“I’m glad you’re asking for what 
you want.” “I’m proud you’re 
 using the toilet now.”

Because the long-range goal is 
 self- reward, subjective reinforcers, 
such as privileges and praise, should 
be used in conjunction with objective 
reinforcers, such as food, toys, or 
money. 

This young child has likely been reinforced 
for using the potty.

Cengage Learning
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will occur again, because negative attention is better than no attention. (5) Although the 
goal is for the child to internally regulate his or her behavior, reinforcement is externally 
regulated and may reduce the motivation for self-control.

Other socialization techniques that can decrease or eliminate undesired behavior in-
clude extinction, punishment, feedback, and learning by doing.

Extinction
If reinforcement increases the likelihood that a response will occur again, then removal of 
the reinforcement should decrease and eventually eliminate, or extinguish, the likelihood 
of that response. Extinction is the gradual disappearance of a learned behavior following 
the removal of the reinforcement. Basically, it involves ignoring undesirable responses. 
For example, to extinguish the habit of nail biting, a father decides to ignore his daughter 
every time she bites her nails instead of nagging her to stop , as he used to do. Th us, he 
removes the previous reinforcement of attention. When she does not bite her nails for  
a 10-minute stretch, however, he praises her. Gradually the interval between nail-biting 
episodes becomes longer and longer, with the father giving praise every half-hour for not 
nail biting, but still ignoring his daughter when she does bite her nails.

Extinction must be used in conjunction with reinforcement to be eff ective as a socializ-
ing method. Annoying behaviors such as tantrums, dawdling, and tattling respond well, but 
more complex or deep-seated behaviors such as aggression, stealing, and overeating do not.

Timeout is a type of extinction in which all r einforcement is removed. Usually, the 
child spends a specifi ed amount of time in his or her room, in a corner, or in any place 
where behavior can be ignored. A timeout can give a child time and space to better man-
age emotions and behavior. Reasons for the timeout should be given, so the child can use 
them for self-control in the future.

Punishment
According to David Ausubel (1957), it is impossible to guide behavior eff ectively using 
only positive reinforcement and extinction; children cannot learn what is not approved or 
tolerated simply by making a reverse generalization from the approval they receive for ac-
ceptable behavior. Children must be enabled to process what they are not supposed to do, 
as well as what they are. Th us, non-hostile punishment or constructive responses designed 
to correct misbehavior can have an informative eff ect.

Punishment consists of physically or psy chologically painful stimuli or the tem-
porary withdrawal of pleasant stimuli when undesirable behavior occurs. A physically  
painful stimulus might be a spanking; a psy chologically painful stimulus might be a  
scolding or harsh criticism causing shame; withdrawal of a pleasant stimulus might be  
removing a privilege such as TV. Punishment is used as an intervention technique to dis-
courage undesirable behavior. It is probably most valuable when a child’s behavior must 
be stopped quickly for safety reasons. A 2-year-old who runs out into the street is more 
likely to be stopped from doing it in the future by a quick swat on the r ear end than 
by a reward for staying on the sidewalk. A 2-year-old also cannot really understand the 
logical reasons for not running into the street. Th us, a more concrete physical reminder 
may be necessary.

Research has found that the quality of the early parent–child attachment relationship 
moderates the infl uence of punishment. Specifi cally, securely attached children were more 
attentive to parental socialization eff orts (reinforcement and punishment) than those who 
were insecurely attached (Laible & Th ompson, 2007).

For punishment to be useful as an eff ective socializing technique, the following sum-
mary applies (Martin & Pear, 2010):

Timing. ■  Th e closer the punishment is to the behavior, the more eff ective it will be.
Reasoning. ■  Punishment accompanied by an explanation is more eff ective than pun-
ishment alone. “We do not play in the street because cars might hurt us.”

extinction the gradual 
disappearance of a learned 
behavior following the removal of 
the reinforcement

punishment ph ysically or 
psychologically painful stimuli 
or the temporary withdrawal 
of pleasant stimuli when 
undesirable behavior occurs
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Consistency. ■  If children are consistently punished for repeating a behavior, they are 
more likely to stop it than if they are sometimes punished, sometimes ignored, and 
sometimes rewarded. Aggression is an example of a behavior sometimes handled in-
consistently. It may be punished at home or at school when the child is caught, y et 
may be rewarded in the peer group.
Attachment to the person doing the punishing. ■  Th e more nurturant the relation-
ship between the punisher and the punished, the more eff ective the punishment will 
be. A child whose parent denies a privilege for undesired behavior, such as coming 
home late, is less likely to r epeat that behavior than if an acquaintance, such as a  
babysitter, administers the punishment.

Th e use of punishment as an eff ective technique in modifying behavior has been criti-
cized for the following reasons (Martin & Pear, 2010):

Punishment may stop the undesirable behavior immediately, but by itself it does not  ■

indicate appropriate or desired behavior.
Punishment may merely slow the rate at which the undesirable behavior occurs,   ■

rather than eliminate it entirely. Or it may change the form in which the undesir-
able behavior occurs. People who stop smoking often report they begin eating more. 
Children who are punished for physical aggression may engage in verbal aggression 
(“I hate you,” “You big doody head”).
Punishment by an adult may hav e an undesirable modeling effect on the child.   ■

 Parents who abuse their children are likely to have been abused by their parents.
Th e emotional side eff ects of punishment (fear, embarrassment, shame, low self- ■

esteem, and tenseness) may be psy chologically more damaging than the original  
behavior.

In sum, punishment can function as a socializing technique when used appr opriately 
(Martin & Pear, 2010). It can provide an opportunity to reestablish attachment or af-
fection following emotional release; it can provide vicarious learning by observation of 
others being punished; it can reduce guilt in that it can provide an opportunity to correct 
the misbehavior; and, when combined with reasoning, it can enable the internalization of 
moral standards. Th us, when using punishment, be aware of the negative, as well as the 
positive, consequences for the child.

For a summary of behavioral consequences, see Table 2.3.

IN CONTEXT When a group of 10-year-old boys wrote on the wall of their 

camp cabin, their counselor required them to spend the afternoon scrubbing walls instead 

of going swimming. This type of punishment is referred to as a “logical consequence”—one 

that is arranged by the parent or another adult and that is logically r elated to the misbe-

havior (Dreikurs & Grey, 1968). For a logical consequence to be effective, however, it must 

make sense to the child. For example, Todd continually left his clothes around his room after 

repeatedly being told to put them in the hamper. His mother fi nally said, “Clothes that do not 

get picked up do not get washed.” Todd still did not pick up his clothes . Finally, when Todd 

wanted to wear his favorite shirt and realized it was not washed because he had not put it in 

the hamper, the consequence became effective—he picked up his clothes.

Feedback
Feedback is evaluative information, both positive and negative, about one’s behavior. It 
is an example of a dynamic, bidirectional relationship between teacher and learner in that 
the teacher modifi es his or her response according to that of the learner.

Feedback responses may include an approving nod, a questioning look, a comment,  
further instructions, or a reminder. Feedback provides knowledge of results and how to 

feedback e valuative 
information, both positive and 
negative, about one’s behavior
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improve them, factors shown to be important to learning (Bangert-Drowns et al., 1991; 
Bransford, Brown, & Cocking, 2000).

A classical example of a feedback experiment involved being apprised of performance 
accuracy while learning a simple skill (Baker & Young, 1960). Th e task to be learned was 
to reproduce on paper the length of a 4-inch piece of wood. Th e subjects were blind-
folded. However, they could feel the piece of wood. One group of subjects was told after 
each performance whether they were within .20 inch of the corr ect length. Th e other 
group received no feedback. When both groups were tested, the group receiving feedback 
consistently improved, whereas the group receiving no knowledge of results made no 
consistent progress. When the feedback was stopped, the fi rst group’s accuracy dropped 
abruptly.

Th is experiment demonstrated that in order to increase accuracy of performance, in-
dividuals must change incorrect responses. In this case, unless the individuals were made 
fully aware of their incorrect behavior, change was unlikely to occur.

Th e eff ects of feedback on performance can be summarized as follows (Good & Bro-
phy, 1986):

Feedback generally increases motivation. ■

Feedback usually improves subsequent performance. ■

Generally, the more specifi c the knowledge of performance, the more rapidly perfor- ■

mance improves.
Feedback given punctually is usually more eff ective than feedback given long after a  ■

task has been completed.
Noticeable decreases in feedback often result in a marked decline in performance. ■

When knowledge of results is not provided, individuals tend to develop substitutes.  ■

For example, they may compar e their performance to that of peers to determine  
whether it is better or worse.

Th us, feedback provides children with information on how they are measuring up to 
standards of behavior and performance: “Susie, your letters need to go on the line. I’ve 
circled your best one; make fi ve more just like it.” “Jack, that frown on your face is most 
unpleasant; what is your problem?” “Garth, next time you have a friend over, say ‘Th ank 
you for coming.’” “Terry, that outfi t looks very good on you.”

Learning by Doing
Sometimes socialization occurs through experiencing and interacting. As an ancient Chi-
nese proverb says, “I hear and I forget, I see and I r emember, I do and I understand.” 
Psychologist Jean Piaget (1952), known for his developmental theory of cognitive de-
velopment, states that children learn through their own activity. Likewise, psychologist 
Jerome Bruner (1981) believes that children learn through discovery. Learning is a slow 
process of construction and transformation of experience into meaning. Learning to ride 

Table 2.3  Summary of Behavioral Consequences

Type Definition Effect

Positive reinforcement Present a stimulus 
(give attention)

Increases desirable response

Negative reinforcement Remove aversive stimulus 
(stop scolding)

Increases desirable response

Extinction Remove pleasant stimulus 
(stop giving attention)

Decreases undesirable response

Punishment Present aversive stimulus 
(start scolding)

Decreases undesirable response
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a bicycle is an example of learning by doing. It involves experimenting and discovering 
how to shift your weight while pedaling, holding on, and watching where you are going, 
all at the same time. Albert Bandura (2000) relates learning by doing to the attribution of  
self-effi  cacy—the belief that one can master a situation and produce positive eff ects. For 
example, children who are encouraged and given opportunities to become competent (as 
by helping to cook, putting a puzzle together, or creating artwork) tend to be motivated 
to achieve on other tasks.

Off ering developmentally appropriate choices, meaningful activities that create op-
portunities for children to succeed, enables children to learn by doing because they can 
experience what works and what doesn’t (Schank, 2004). Evidence from studies on chil-
dren supports the relationship between learning by doing and successful problem solv-
ing. For example, in one study (Smith & Dutton, 1979), a group of children was given 
the opportunity to play with materials involved in a problem. Another group received 
instruction on how to solve the problem, but was not given the opportunity to play with 
the materials. Th e group that played with the materials ended up solving the problem as 
easily as the children who had received instruction. On a more complex problem, requir-
ing innovative thinking, the group that had the opportunity to play with the materials 
did better in solving the problem than the group that had received instruction. Th us, as 
Piaget and Bruner said, experience, or learning by doing, leads to discovering ways to 
tackle problems.

Interacting with the computer is an example of how learning by doing is eff ective. Th e 
computer and various software programs provide opportunities for experiential learning—
problem solving, creativity, simulations, and personal tutoring (Schank, 2004). Th ese op-
portunities off er support for diff erent learning styles (visual, auditory, kinesthetic, and so 
on) to enable various users to learn (Papert, 1993). Every time I get new software for my 
computer, I learn how to use it by doing it—seeing what works and what doesn’t; I only 
refer to the instruction manual when my experience no longer serves me.

When children play, they are learning by doing (Hughes, 2010). Th ey are being 
socialized in that they are practicing physical, intellectual, and social skills—physical  
skills such as climbing, jumping, writing, and cutting; intellectual skills such as r e-
membering, reasoning, making decisions, and solving pr oblems; social skills such as 
communicating, sharing, cooperating, competing, and having empathy. For example, 
as children experiment with diff erent behaviors and social roles, they are fi nding out 
what it feels like to be Mom, or baby brother; they are experiencing what it is like to 
wash the car, or to play doctor; they are feeling the joy of approval and the despair of 
disapproval. Th ey are constructing views of the world that will infl uence future think-
ing and behavior.

Observational Methods of Socialization
Modeling
Modeling is a form of imitative learning that occurs by observing another person (the 
model) perform a behavior and experience its consequence. It enables us to learn appro-
priate social behavior, attitudes, and emotions vicariously or secondhand. Th e models can 
be parents, siblings, relatives, friends, teachers, coaches, or television characters.

IN CONTEXT Six-year-old Serena went on her fi rst boat ride in her uncle’s 

new boat. She watched the waves ripple on the lake as her uncle joyfully demonstrated 

the power of his boat’s new motor to her parents. When they docked, Serena’s uncle tied up 

the boat. The next day Serena could not wait to go for another ride. She besieged her uncle 

with questions while motoring around the lake, and when they pulled up to the dock, to her 

uncle’s amazement Serena jumped out, grabbed the rope, and tied up the boat.

self-effi  cacy  the belief that 
one can master a situation and 
produce positive outcomes

How can you 
learn complicated 

behavior by 
observing it?

modeling a form of imitative 
learning that occurs by 
observing another person (the 
model) perform a behavior and 
experience its consequence

A child learning to do something by  doing it.

Cengage Learning
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Serena’s behavior, her attitude about boating, and her per formance in tying up the  
boat illustrate socialization through observational learning, or modeling. Modeling is a 
signifi cant socializing method. As children mature, they acquire a wide range of complex 
patterns of behavior through identifi cation with admired models and these patterns be-
come part of their repertoire for future interactions.

Modeling (observational learning) involves the ability to abstract information from 
what is observed, store it in memory, make generalizations and rules about behavior, re-
trieve the appropriate information, and act it out at the appropriate time. Th us, modeling 
enables one to develop new ways of behaving in situations not previously experienced. 
Serena, for example, “knew” how to tie up the boat without having previously tried it or 
been instructed on how to do it. Th e probability that children will imitate a model is a 
function of their (1) attention, (2) level of cognitive development, (3) retention, (4) type 
of activity being observed, (5) motivation, (6) ability to r eproduce the behavior, and 
(7) repertoire of alternative behaviors (Bandura, 1989, 2001).

Observation and modeling are emphasized as socialization methods in some fam-
ilies, especially those whose cultural heritage is high-context. Th ese methods enable 
children to participate in chores alongside adults or older siblings according to their 
developmental abilities. For example, in some African tribes girls as young as age 3 are 
given their own hoes to work in the gardens with their mothers and older sisters (Whit-
ing & Edwards, 1988). In some New Guinean tribes, after having observed their moth-
ers and helped turn things over on the fi re with tongs, 3- to 5-year-old girls are given 
the responsibility of collecting fi rewood and starting the fi re for cooking; boys of this 
age, having helped older males cut open fi sh, are given their own small pocket knives 
(Rogoff , 2003).

Various factors aff ect the extent to which children will imitate modeled behavior. A 
basic criterion is a good r elationship between caregiver and child (Forman, Aksan, & 
Kochanska, 2004). Models who are perceived as similar (physically and/or psychologi-
cally) to the observer are likely to be identifi ed with and imitated: “I have yellow hair, 
just like Mommy.” “You have a strong will just like your grandfather.” Models who are 
perceived as nurturant are more likely to be identifi ed with and imitated: “My daddy 
always brings me presents when he comes back from a trip.” “My coach always has time 
to listen to me.” Models who are perceived as powerful or prestigious are more likely to 
be identifi ed with and imitated (Bandura, Ross, & Ross, 1963): “My grandmother won 
fi rst prize in the fair for her chocolate cake!” “My teacher is the smartest person in the 
whole world!”

Children’s behavior is also infl uenced by whether the model with whom they identify 
is punished or reinforced. It has been demonstrated that children who see a model being 
punished for aggressive behavior are less likely to imitate that behavior than children who 
see a model being rewarded or experiencing no consequences (Bandura, 1965).

Television provides an excellent example of a context in which observational learning 
and consequent modeling take place. Th ere is much evidence that children learn both 
prosocial and antisocial behavior by watching TV (Comstock & Scharrer, 2007; Perse, 
2001; Roberts & Foehr, 2004). For example, conducting a series of studies on the be-
haviors of preschool children during free play, Friedrich and Stein (1973) found that the 
group who watched 12 episodes of Mister Rogers’ Neighborhood (prosocial) over a four-
week period persisted longer on tasks, w ere more likely to obey r ules, and were more 
likely to delay gratifi cation without protest than the group who watched 12 episodes of 
Batman and Superman (antisocial) for the same period or the group who watched shows 
about farms and animals (neutral). For another example, studies of preschool children 
have shown a relationship between violent television viewing and aggressive behavior dur-
ing free play at preschool (Levin & Carlsson-Paige, 1995; Singer & Singer, 1980).

Th e reason that televised behavior, whether prosocial or antisocial, is likely to be mod-
eled is that children observe someone being rewarded for an act. Prosocial behavior on 
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TV is generally reinforced by the person’s getting lots of attention or becoming a her o. 
Antisocial behavior is generally reinforced on TV by the person’s “getting away with it” or 
obtaining a desired object.

Cognitive Methods of Socialization
Cognitive methods of socialization focus on how an individual processes information, or 
abstracts meaning from experiences. Socialization agents use proactive strategies includ-
ing instruction, setting standards, and reasoning to infl uence outcomes. Outcomes are 
also aff ected, however, by the individual’s cognitive representations of the social world 
(Bugental & Grusec, 2006). For example, a child who is maltreated will interpret proac-
tive strategies diff erently than a child who has experienced aff ectional early relationships 
(controlling versus guidance).

Instruction
Instruction provides knowledge and information and is a useful socializing mechanism.  
For instruction to be eff ective, however, the child must be able to understand the lan-
guage used as well as remember what was said. In other words, instruction must provide 
specifi c information at a child’s level. “Bring me your shoes” would be appropriate for a 
2-year-old. “Get your jacket out of the closet, turn out the pockets, and bring it to me ” 
would not. Even a 2-year-old who knows what a jacket is will probably forget the second 
part of the instruction (“turn out the pockets”) because a child at that age simply cannot 
remember to do three things at once.

“Instructions” conjures up the image of the manual that comes with the computer . 
Instructions usually communicate how to do something or solve a problem, but they can 
also communicate directions or orders for behavior. “Don’t sit on the coff ee table, sit on 
the chair.”

IN CONTEXT “Greg [age 9], please clean up your room,” says Mom.

An hour later, Mom goes int o Greg’s room and obser ves that his bedspr ead is rumpled, 

books are on his desk, and his model airplanes ar e strewn among his shoes on the fl oor of 

his closet.

Mom yells, “I told you to clean up your room!”

Greg replies, “But I did; I put all my books and toys away.”

And that he had.

Th e problem here is that the instr uctions are not specifi c enough for Greg. (If the 
instructions for getting the computer to wor k were as vague as Mom’s, it would prob-
ably be exchanged for another brand.) Mom probably has an image of a clean room that 
includes an unrumpled bed, books on the bookshelf, and toys on the appropriate closet 
shelf. Greg’s image of a clean room, on the other hand, may simply include space to walk 
and lie down. Th us, Mom’s instructions, to be eff ective, must say, “Greg, please clean 
your room—straighten your bedspread, put your books on the bookshelf, and your toys 
on the shelf in your closet.” If Greg were younger—for example, age 4—he might answer, 
“But I don’t know how to straighten my bed.” Th en Mom would know what parts of the 
instructions could and could not be followed independently.

Setting Standards
A standard is a level of attainment or a grade of excellence regarded as a goal or a mea-
sure of adequacy. When parents set standards for children, they are telling children what 
they should do: “You are 3 years old now; I want you to dress yourself.” “I expect only 
A’s and B’s on your report card.” Setting standards provides children with advance notice 
of what is expected or not expected of them, thus helping them become socializ ed. Th e 
laws of a country, driver’s license requirements, school achievement tests, and a city’s 

What socialization 
methods coincide 
with the ways you 

process information 
most effectively?

standard a level or grade of 
excellence regarded as a goal or 
a measure of adequacy
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building code are all examples of standards. A contract, or written agreement, specify-
ing goals for learning or behavioral expectations can be a v ehicle by which standards are 
communicated.

Standards are set by many socializing agents. In Are You Th ere, God? It’s Me, Margaret, 
a classic book for tweens by Judy Blume (1970), to be a member of the secret sixth-grade 
club you had to wear a bra, tell when you got your period, and keep a Boy Book (a list 
of boys you liked). Th e standards are set in this example by a peer group. Standards are 
also set by teachers. Some accept only good handwriting and perfect spelling on papers to 
be graded. Others may set standards regarding content and creativity. Good and Brophy 
(2007) noted that teachers tend to demand better performances from high-achieving stu-
dents; for example, they are less likely to accept an inadequate answer from high achievers 
than from low achievers. Standards are set by coaches: “You will do ten sit-ups every day, 
get eight hours of sleep a night, and eat a balanced diet.” Standards are set by employers 
regarding job performance. Th us, setting standards is a recurring method of socialization 
throughout life.

Reasoning
Reasoning is giving explanations or causes for an act. Th e purpose of giving reasons in 
the process of socialization is to enable the child to draw conclusions when encountering 
similar situations, thereby internalizing self-regulatory mechanisms.

When a teacher says to a pr eschool child who has just spit on another child, “K eep 
your spit in your mouth; spitting spreads germs and is rude. How would you like that?” 
that teacher is using reason to infl uence the child’s behavior.

Th e problem with giving reasons is that children may not understand the words used 
(for example, “spreads germs,” “is rude”), and often they are not able to generalize a rea-
son to another situation. Because, according to Piaget (1974), children under age 3 are 
generally egocentric—that is, they lack the cognitiv e ability to take another ’s point of 
view—the child in the previous example may not be able to mentally take the view of the 
child who has been spit upon and so may not relate to the teacher’s reasons.

For reasoning to be eff ective as a socializing method with children under the age of 3, 
it must be combined with other techniques such as an emotional reaction. To illustrate, a 
team of researchers (Radke-Yarrow & Zahn-Waxler, 1986; Radke-Yarrow, Zahn-Waxler, 
& Chapman, 1983; Zahn-Waxler, Radke-Yarrow, & King, 1979) examined how mothers 
of 15- and 20-month-old children taught them to be altruistic when another child was in 
distress. (Altruism refers to actions that are intended to aid or benefi t another person or 
group of people without the actor’s anticipation of external rewards. Such actions often 
entail some cost, self-sacrifi ce, or risk on the part of the actor.) Th e mothers were trained 
to observe and report incidents of their children’s altruism when others were distressed, 
such as eff orts at reparation when someone was hurt, trying to comfort a victim, off er-
ing a toy, or going to fi nd someone else to help. Th e researchers found that the way the 
mother interacted with her child when another was in distr ess was clearly related to her 
child’s degree of altruism. Th e mothers of highly altruistic children did not simply of-
fer cognitive reasoning of the other’s distress; they reacted emotionally, sometimes quite 
strongly, and stated forcefully that socially responsible behavior was expected, such as  
“You made Shawna cry; you must never bite.”

To use reasoning eff ectively with young children over age 3, some knowledge of their 
cognitive development is necessary. Children between age 4 and 7 are moving away from 
egocentrism and toward sociocentrism—the ability to understand and relate to the views 
and perspectives of others. Th ese children may be able to understand how another person 
feels or views things, but may not be able to generaliz e the reason to another situation. 
At this age, a child ’s ability to reason is transductive (connecting one par ticular idea 
to another particular idea based on appearance rather than logic) rather than inductive 

reasoning giving explanations 
or causes for an act

altruism actions that are 
intended to help or benefi t 
another person or group of 
people without the actor’s 
anticipation of external rewards

sociocentrism the ability to 
understand and relate to the 
views and perspectives of others

30960_ch02_ptg01_hr_033-070.indd   6130960_ch02_ptg01_hr_033-070.indd   61 9/2/11   7:55:06 AM9/2/11   7:55:06 AM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



62 CHAPTER 2

(connecting a particular idea to a more general idea based on similarities) or deductive 
(connecting a general idea to a particular idea based on similarities and diff erences). Th e 
following examples help to illustrate these diff erent types of reasoning:

Transductive reasoning: ■  “Kyle has red hair and hits me; therefore all boys with red 
hair hit.”
Inductive reasoning:  ■ “I can’t hit Kyle; therefore, I can’t hit any other children.”
Deductive reasoning:  ■ “I can’t hit other children; therefore, I can’t hit Kyle.”

Around age 7, children begin to think less intuitiv ely and more concretely (Piaget, 
1952); that is, they can understand r easons if they ar e associated with r eal, concrete 
events, objects, or people. Th e 7-year-old understands “You must not hit people with  
blocks because it hurts very much; look how Kyle is crying,” because 7-year-olds can see 
that hitting Kyle with a block caused Kyle to cry. Children who think concretely, how-
ever, cannot yet reason in terms of abstract principles; they cannot yet understand “Th e 
law punishes people who hit.” Since they cannot visualize it, the law is an abstraction of 
which they have no concept.

Around age 11 or 12, children begin to think less concretely and more abstractly. Th ey 
are able to perform formal, or logical, operations (such as those involved in science); they 
are capable of rational thought (Inhelder & Piaget, 1958). Th ey can think in terms of past, 
present, and future and can deal with hypothetical problems: “If everyone went around 
hitting everyone else whenever angry, then the world would end up in a war.”

Reasoning as a socializing mechanism is most eff ective when children exhibit the abil-
ity to think logically and fl exibly. Th is occurs after age 11 or 12, as the child enters ado-
lescence. At this stage, reasoning ability allows for adaptation to whatev er problem is 
presented, thus enabling adolescents to benefi t and learn from concepts imparted to them 
as young children. Reasoning tends to be used mor e often as a socializing method in  
families and cultural groups that value verbal skills, abstract thought, assertiveness, and 
self-reliance (Peterson, Steinmetz, & Wilson, 2003).

Baumrind (1971, 1989) distinguishes parents who are willing to off er reasons behind 
the directives they issue (authoritative parents) from parents who do not off er directives at 
all, relying on manipulation to obtain compliance (permissive parents), and parents who 
expect the child to accept their word as right and fi nal without any verbal give-and-take 
(authoritarian parents). According to Baumrind, the authoritative approach may best 
enable children to conform to social standards with minimal jeopardy to “individual au-
tonomy or self-assertiveness.” In one study, preschool children from authoritative homes 
were consistently and significantly mor e competent than other childr en  (Baumrind, 
1989). In another study (Elder, 1963), it was shown that 7th- to 12th-graders were more 
likely to model themselves after their parents if their parents explained the reasons behind 
their decisions and restrictions.

Th us, it would seem that ev en though reasoning as a socializing mechanism is not  
as eff ective for young children as it is for adolescents, the continual use of r easoning by 
parents is habit-forming. Children who are habitually given reasons for directives benefi t 
more and more from reasoning as they mature, becoming increasingly able to rationalize 
and regulate their own behavior (Hoff man, 2000).

Sociocultural Methods of Socialization
As discussed earlier, culture involves learned behavior, including knowledge, beliefs, art, 
morals, law, customs, and traditions, that is characteristic of the social envir onment in 
which an individual grows up. Th e sociocultural expectations of those around an individ-
ual continually infl uence that individual’s behavior and ensure conformity to established 
precedents (Rogoff , 2003). Some of the socializing techniques b y which sociocultural 
expectations infl uence behavior are group pressure, tradition, rituals and routines, and 
symbols.

transductive reasoning 
reasoning from one particular 
fact or case to another similar 
fact or case

inductive reasoning r easoning 
from particular facts or individual 
cases to a general conclusion

deductive reasoning r easoning 
from a general principle to a 
specifi c case, or from a premise 
to a logical conclusion

authoritative par enting a 
style of democratic parenting 
in which authority is based on 
competence or expertise

permissive parenting a style 
of child-centered parenting 
characterized by a lack of 
directives or authority

authoritarian parenting a style 
of parent-centered parenting 
characterized by unquestioning 
obedience to authority

What socialization 
methods ensure 

that you conform 
to your social or 
cultural group?
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Group Pressure
Group pressure is a sociocultural method of socialization because it inv olves 
conforming to certain norms. Communities are made up of social groups, 
including family, neighborhood, religious community, peers, clubs, 
and school. Th e groups to which one belongs infl uence one’s behav-
ior. Because humans have a need to affi  liate with other humans, 
and because social approval determines whether or not one is  
accepted by the group, humans will tend to conform to the  
group’s expectations (group pressure). 

In a classic study by Solomon Asch (1958), male subjects 
were asked to judge the length of lines. In each experimental 
session, only one of the participants was an actual subject; 
the others had been previously coached to express certain 
opinions. Th us, the real subject often faced a situation in  
which his eyes told him that one line was the longest while  
the others in the group all said another line was the longest.  
Several of the subjects consistently yielded to the pressure of 
the group, even when the group’s opinion was clearly errone-
ous. In later interviews, those who conformed to the majority  
opinion explained that they thought something was wrong with their eyesight and that 
the majority were probably correct.

In a similar experiment by other researchers (Hamm & Hoving, 1969), children age 
7, 10, and 13 w ere asked to judge how far a light moved—a perceptually ambiguous 
task. Before the subjects made their decisions, however, two other children gave their an-
swers. Just as Asch discovered, many of the subjects patterned their answers on the group 
estimates.

Cross-cultural studies on conformity have shown that individuals from collectivistic 
cultures exhibit a higher degree of conformity in group pressure situations than do those 
from individualistic cultures (Bond & Smith, 1996).

Does history repeat itself? Did group pressure compound the obedience to authority 
displayed by the Nazis in World War II? Did it play a role in the abuse of Iraqi prison-
ers by U.S. Marines in 2004? Philip Zimbardo (www.zimbardo.com), who conducted 
the famous Stanford Prison Experiment in 1971 (Haney, Banks, & Zimbardo, 1973), 
believes individuation and reason can succumb to deindividuation and impulsivity in  
certain group pressure situations.

Individuals are influenced by group pressure because they desir e social identity, 
they seek social approval, and/or they believe the group’s opinions are probably correct 
 (Bugental & Grusec, 2006). Th e infl uence of the social group varies according to several 
factors (Bukowski, Newcomb, & Hartup, 1996):

 1.  Attraction to the gr oup. Th e more people want to belong to a gr oup, the more 
likely they will be to conform to gr oup pressure. In elementary school and junior 
high school, attraction to the group becomes very important. Children of this age 
may have the same hairstyles, wear the same kind of shoes, and even talk alike.

 2.  Acceptance by the group. Th e role or status a person has—leader versus follower—
in a group aff ects the degree of infl uence. A follower is more subject to group pres-
sure than is a leader. One study found that boys who were anxious, dependent, and 
not sure where they stood in the gr oup were more susceptible to gr oup infl uence 
(Harrison, Serafi ca, & McAdoo, 1984).

 3.  Type of group. Th e degree of infl uence a group has depends on the aff ective re-
lationships among the members. G roups in which the ties ar e very close, such as 
family or friends, exert a stronger infl uence than groups in which the aff ective ties 
are more distant, such as Scouts or Little League.

Notice the similarity in clothing of the boys, 
as well as the girls, in this peer group.

Catherine Yeulet/iStockphoto.com
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64 CHAPTER 2

When individuals are infl uenced by group pressure because they believe the group’s 
opinions are probably correct, it is usually because they lack confi dence in their own judg-
ment. For example, if you like a movie and later fi nd out everyone else dislikes it, or if you 
have a certain political opinion and fi nd out the rest of the group believes diff erently, you 
may begin to question your own judgment. Children who lack the experience and knowl-
edge to have faith in their own judgment are more likely to succumb to group pressure, 
especially if the group is older, because they are more likely to trust the group’s opinion.

Certain collectively oriented cultural groups that value a sense of dependence on the 
group and community emphasize group pressure as a socializing technique to contr ol 
nonconforming behavior and foster achiev ement (“What will other people think?”).  
Other groups that value interdependence emphasize group cohesiveness. Individuals may 
express opinions, but group consensus supercedes (Rogoff , 2003).

Tradition
Tradition is the handing down of customs, stories, and beliefs from generation to genera-
tion. In a culture, it is part of that group’s heritage and, therefore, is cultivated in children 
as they grow up (Pleck, 2000). An example in the United States is learning the Pledge 
of Allegiance. In religion, tradition refers to the unwritten religious code handed down 
from leaders such as Buddha, Moses, Jesus and the Apostles, or Mohammed. In a family, 
tradition is implemented in the way it celebrates holidays and tells stories. Th e stories that 
families tell represent perspectives on events and relationships that are passed on. Th ese  
stories give meaning to the family (Fiese et al., 1999).

Because tradition represents humans’ ways of having solved certain problems in the 
past, through socialization the off spring of each generation receive a “design for living” 
from their ancestors—how to get shelter, how to feed themselves, how to dress, how to get 
along with one another. Traditional beliefs, attitudes, and values are also transmitted—the 
belief in God, the attitude that children should be protected, the value of hard work.

Tradition also sets the patterns by which people interact with one another. Social 
interaction refers to who does what in the society (r oles) and how it is done (behav-
ior). In some cultural groups, it is traditional for the women to do the cooking; in  
other groups, the men do it. In some cultural groups, the elderly are considered the 
wisest and are revered; in other groups, they are considered obsolete and useless. In 
some cultural groups, a price is fi xed in advance for an exchange in the marketplace; in 
other groups, the exchange is accomplished by an agreed-upon price only after a certain 
amount of bargaining. In some cultural groups, people greet one another by surnames; 
in other groups, fi rst names are used. Traditions become unquestioned ways of doing 
things that stay with us, even though we may forget the reasons behind them, as de-
scribed in the box.

IN CONTEXT A bride served baked ham, and her husband asked why she 

cut the ends off. “Well, that’s the way Mother always did it,” she replied.

The next time his mother-in-law stopped by, he asked her why she cut the ends off the ham. 

“That’s the way my mother did it,” she replied.

And when Gr andma visited, she t oo was asked why she sliced the ends of f. She said,  

“That’s the only way I could get it into the pan” (James & Jongeward, 1971, p. 97). 

Rituals and Routines
Rituals connect us with our past, defi ne our present, and give us a future direction (Dresser, 
1999; Pleck, 2000). A ritual is a ceremonial observance of a prescribed rule or custom. 
Th e symbols or symbolic actions embrace meaning that cannot always be easily expr essed 
in words. Some familiar examples of rituals ar e the baptism or naming cer emony; the 

tradition cust oms, stories, 
and beliefs handed down from 
generation to generation

ritual a ceremonial observation 
of a prescribed rule or custom
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communion, signifying acceptance of a church’s beliefs; the bar or bas mitzvah, signifying 
the age of responsibility; graduation, signifying an accomplishment; and the Navajo ritual 
called the Blessing Way, signifying “for good hope.” Rituals serve not only a socialization 
function but a protective one as well, because they provide stability, something the child 
can “count on” in spite of change (Parke & Buriel, 2006).

Th e ritualization of behavior is a way of creating respect for traditions (Fiese, 2006). 
A ritual evokes appropriate feelings. Th e ritual of saying the Pledge of Allegiance evokes 
feelings of loyalty and reaffirms national identity. The ritual of saying grace ev okes 
feelings of humility and thankfulness. Th e ritual of marriage signifi es faithfulness and 
procreation.

Rituals that signify changes in individuals’ status as they move through the cycle of 
life are called rites of passage. Th e most common rite of passage occurs at puber ty to 
acknowledge passage from the state of childhood to adulthood and celebrate the trans-
formation. Some rites involve a circumcision ceremony, as in some African or A ustra-
lian tribes; some involve parties, such as a debutante ball; some involve the recitation of 
knowledge, as in the bar mitzvah. Graduation from high school is an American rite of  
passage. Th e ritual serves as a mechanism of socialization in that it announces to the r est 
of society that a certain individual has a new position and will fi ll a new role in the soci-
ety, and it makes the individual aware of the new status and its accompanying roles and 
responsibilities.

Routines are repetitive acts or established procedures. In families, they may include 
bedtime, mealtime, and anything else done on a regular basis. Th ey play a part in social-
ization because children come to know what to expect, giving them security and a chance 
to practice appropriate behaviors (Laible & Th ompson, 2007).

Symbols
Symbols are acts or objects that have come to be generally accepted as standing for or  
representing something else (Vander Zanden, 1995), especially something abstract. Th e 
dove is a symbol of peace; the cross is a symbol of Christ’s death; the circle is a symbol 
of the Great Spirit. Th e signifi cance of symbols as socializing mechanisms is that they are 
powerful codes, or shorthand, for representing aspects of the world (Hewitt, 2003) that 
trigger certain behaviors individuals have learned to associate with them. For example, 
a crown conjures up the image of authority and all the attitudes associated with it. Th e 
resultant behavior would be respect and obedience. A country’s fl ag conjures up feelings 
of patriotism. Saluting the fl ag would be the socialized behavior.

According to anthropology professor Leslie White (1960, p. 73):

All culture (civilization) depends upon the symbol. It was the exercise of the sym-
bolic faculty that brought culture into existence and it is the use of symbols that  
makes the perpetuation of culture possible. Without the symbol there would be no 
culture, and man would be merely an animal, not a human being. 

Th e symbol to which White is referring is language. Language makes it possible to re-
place behavior with ideas and to communicate these ideas to the next generation.

Apprenticeship Methods of Socialization
Apprenticeship is a process in which a novice is guided by an expert to participate in 
and master tasks. According to Rogoff  (1990, 2003), all the methods of socialization  
discussed so far are imparted in the child’s macrosystem by means of various appren-
ticeships. In other words, the child, or novice, is guided to participate in various social 
activities and master tasks by someone who has more expertise. Th is person could be 
a parent, a sibling, a relative, a teacher, a peer, a coach, or some other member of the  
community.

rites of passage rituals that 
signify changes in individuals’ 
status as they move through the 
cycle of life

routines repetitive acts or 
established procedures

symbols acts or objects that 
have come to be generally 
accepted as standing for 
something else

How do you learn 
a behavior from 
someone who has 
already mastered it?

apprenticeship a process in 
which a novice is guided by 
an expert to participate in and 
master tasks
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66 CHAPTER 2

To illustrate how apprenticeship as a socializing method works, we look at how chil-
dren learn to feed themselves. First, the child is totally dependent on his or her mother  
for nourishment. As the child matures physically and cognitively, he or she observes oth-
ers feeding themselves and wants to try the activity independently. Th e mother, or care-
giver, structures the feeding activities according to the capability of the child—at fi rst 
providing soft food the child can grasp with the fi ngers, such as fruit or crackers. Th en the 
caregiver might give the child a utensil, such as a spoon, a cup , or a pair of chopsticks, at 
fi rst guiding it into the child’s mouth until the child can handle it alone, off ering support 
when needed. Th us, the caregiver and the child participate or collaborate in the activity 
together. When the child exhibits appropriate mastery, the caregiver transfers the respon-
sibility for independent feeding to the child.

In sum, apprenticeship as a method of socialization progresses from the expert’s struc-
turing activities for the novice according to ability, to collaborating in joint activities so 
that support can be provided when needed, to transferring responsibility for the manage-
ment of the activity when the activity is appropriately mastered.

Th e ages at which these pr ogressions in apprenticeship take place vary according 
to the macrosystem in which the child grows up—culture, socioeconomic status, and 
religious beliefs are some signifi cant infl uences. For example, in some families, self-
feeding (drinking from a cup and using a spoon or fork) is expected by age 2, whereas 
in some other families, the child is breast-fed until age 2 (and in some families, age 4), 
thereby extending the apprenticeship progression from dependence to independence 
(Rogoff , 2003).

Socializing Skills for Life
“The Game of Life,” a board game launched in 1960 b y the Milton Bradley Company 
(now a division of Hasbr o, Incorporated), simulates the r oad from high school t o re-
tirement. Recommended for children age 9 and up , it is a t ool for teaching decision-
making skills. It allo ws children to make choices about college,  jobs, insurance, and 
investments while they negotiate life—wages, marriage, children, taxes, home owner-
ship, and medical emer gencies. Like real-life decisions, they don’t always turn out as 
planned. For example, in the game you can choose to pay for insurance or go without 
it and save money; but if you land on the wrong square, you have to pay the penalty 
for being uninsured.

Recently, Hasbr o Incorpor ated, which has intr oduced man y adapt ations of the 
game over the years, has par tnered with Visa for a new version. A major outcome of 
the partnership is the replacement of cash with a branded Visa card. The new edition 
of the game (“T wists & Turns”) will r eplace the lessons on mone y management with 
credit card usage. This updated “Game of Life” will provide players with a Visa-branded 
card at the st art of the game and an electr onic “Life Pod” that will k eep track of the 
players’ fi nancial data and monitor their game status. The player with the most accu-
mulated cash and “life cards”—experiences such as having a child, inventing a worthy 
product, and so on—wins.

Designers of the ne w edition say it was time “to refl ect the way people choose t o 
pay and be paid.” “It’s a chance to learn how people use electronic payments in their 
daily life.” You still win the game b y accumulating the most points , but you can’t get 
points if you spend more than you have.

Critics of the ne w version say it’s a form of advertising, called product placement. 
The product, the Visa credit card, is being marketed to a child–adolescent audience, 
who will lik ely adopt it when adulthood is r eached without ha ving compared credit 
card and other payment options.

Source: Kristoff, K. M. (2007, April 1). Venerable fi nance game abandons cash for credit. Los Angeles Times, 
p. C3.

IN PRACTICE
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Outcomes of Socialization
According to Grusec (2002; Grusec & Davidov, 2010), socialization involves the fol-

lowing outcomes: 

 1.  the development of self-regulation of emotion, thinking, and behavior; 
 2.   reciprocity and cooperation—the dev elopment of role-taking skills, strategies for 

resolving confl icts, and ways of viewing relationships; 
 3.   the acquisition of a culture’s morals and values, including the willingness to accept 

the authority of others; and
 4.  conformity to and adoption of practices and routines associated with the group.

A very brief overview of major socialization outcomes follows. Each will be discussed 
in more detail in Chapter 11 (aff ective/cognitive outcomes—values, attitudes, motives 
and attributions, and self-esteem) and Chapter 12 (social/behavioral outcomes—self-
 regulation/behavior, morals, and gender roles).

Values
Values are qualities or beliefs that are viewed as desirable or important. Socializing agents 
in microsystems infl uence the internalization of values. For example, what message did 
your parents give you about money? Work? Spirituality? Signifi cant societal events (chro-
nosystem and macrosystem infl uences) also aff ect values. For example, the Depression in 
the 1930s made people aware of the need to be thrifty.

Attitudes
Attitudes are tendencies to respond positively or negatively to certain persons, objects, 
or situations. Like values, attitudes are learned from socializing agents. Some methods 
by which they are acquired are via instructions (“Don’t play with Sam; he doesn’t go to 
our church”), modeling (the teacher shows concern when Juan says his father is sick),  
and direct experience (Leslie plays with Rose, who has cerebral palsy). Th e macrosystem 
infl uences attitudes, too. America’s experiences with terrorism have resulted in homeland 
security measures, such as racial profi ling.

Motives and Attributions
Motives are needs or emotions that cause a person to act, such as the need for achiev e-
ment. Attributions are explanations for one’s performance, such as “I failed the test be-
cause there were trick questions” (external attribution) or “I failed because I didn’t study” 
(internal attribution).

Most developmental psychologists agree that there is an inborn motive to explore, un-
derstand, and control one’s environment (Mayes & Zigler, 1992; White, 1959), known as 
mastery motivation. Some children are also motivated to achieve mastery of challenging 
tasks, known as achievement motivation (Boggiano & Pittman, 1993; McClelland et al., 
1953).

Socialization agents, individual abilities and beliefs, and task-related experiences with 
challenge, eff ort, success, and failure contribute to the motive to achieve.

Self-Esteem
Recall that self-esteem is the value one places on his or her identity. Why do some children 
come to view themselves as competent and wor thy, whereas others view themselves as 
incompetent and unworthy? Interactions with parents, peers, and signifi cant adults who 
communicate approval, validation, and support infl uence self-esteem. Until recently, self-
esteem has been viewed as a unitary, global construct. Susan Harter (1999) has examined 
more specifi c domains, including physical competence, academic competence, behavioral 
competence, and social acceptance.

How would you describe 
your affective, cognitive, 
social, and behavioral 
characteristics?

What matters most 
to you in life?

values qualities or beliefs that are 
viewed as desirable or important

What are your views 
on racial profi ling?

attitudes t endencies to 
respond positively (favorably) 
or negatively (unfavorably) 
to certain persons, objects, or 
situations

What efforts and 
activities do you 
engage in to be 
successful?

motives needs or emotions that 
cause a person to act

attributions e xplanations for 
one’s performance

mastery motivation the inborn 
motive to explore, understand, 
and control one’s environment

achievement motivation the 
motivation to achieve mastery of 
challenging tasks

How do you feel 
about yourself?
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Self-Regulation/Behavior
Self-regulation is the process of bringing emotions, thoughts, and/or behavior under one’s 
control. Behavior consists of what one does or how one acts in response to a stimulus.

Behavior in infancy consists mostly of biological refl exes (sucking to get nourishment, 
defecating to rid the body of waste), but as the child matur es physically and cognitively, 
he or she becomes more capable of directing external behavior and internal thought pro-
cesses (eating at regular intervals rather than on demand, using the toilet instead of dia-
pers). A number of theories (relating to emotions, learned behavior, social experiences, 
cognitive development, and cultural activities) have been off ered to explain the infl uence 
of socialization on the development of self-regulation (Bronson, 2000).

Morals
Morals are an individual’s evaluation of what is right and wrong. Morals involve accep-
tance of rules and govern one’s behavior toward others.

Theories of moral development involve (1) an affective, or emotional, component 
(moral feelings such as guilt, shame, and empathy); (2) a cognitive component (moral rea-
soning, such as a conceptualization of right and wrong and related decision making); and 
(3) a behavioral component (moral action, how one responds to temptations to violate 
moral rules such as lying, cheating, or stealing). Socialization infl uences include relation-
ship with parents, experiences in school, peer interaction, and r ole models and experi-
ences in the culture and community.

Gender Roles
Gender roles are qualities that an individual understands to characteriz e males and fe-
males in his or her cultur e. Th e term gender usually refers to psychological attributes, 
whereas the term sex usually refers to biological ones.

Biologically, males and females diff er in their chromosomes (male—XY, female—XX), 
their hormones, and their physiques. Th ey also diff er in the social roles they assume based 
on societal expectations. Th e female’s biological capacity to bear children is associated in 
many societies with the expectation that she will assume a nur turing, cooperative role. 
Th e male’s hormones (testosterone) and his muscular physique ar e associated in many 
societies with the expectation that he will assume an assertive, dominant role.

Th eories of gender-role development, explaining how children are socialized to assume 
behaviors, values, and attitudes considered appropriate for their sex, relate to feelings, 
behavior, cognitive development, and information-processing.

How do you keep 
yourself “under 

control”?

behavior what one does or 
how one acts in response to a 
stimulus

Why do you do 
“the right thing”?

morals an individual’s 
evaluation of what is right and 
wrong

Does being male 
or female infl uence 

an individual’s 
self-concept?

gender roles the qualities that 
an individual understands to 
characterize males and females 
in his or her culture

Summary
Socialization involves aims, goals, methods, and outcomes. • 
It is a reciprocal, dynamic process, with children playing a 
role in their own socialization as a result of their biology, 
their culture, and their individual life experiences.
Socialization aims to develop a self-concept, enable self-• 
regulation/control, and to empower achievement.
Th e signifi cant agents of socialization are the family, the • 
school, the peer group, the media, and the community.
Th e family is the child ’s intr oduction to society and • 
therefore bears major r esponsibility for socializing the 
child. It is the child’s fi rst reference group for values and 
relationships.

Th e school acts as an agent of society in that it is orga-• 
nized to perpetuate that society ’s knowledge, skills, cus-
toms, and beliefs. Child car e has become an impor tant 
socialization agent because of societal changes in the 
amount of time childr en spend being car ed for by indi-
viduals outside the family.
Th e peer gr oup gives children experience in egalitarian • 
types of r elationships. Children learn to look at them-
selves from the group’s point of view.
Th e media, unlike other agents of socialization, do not • 
involve direct personal interaction, but they teach many 
of the ways of the society via object interaction. Children 
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 Ecology of Socialization 69

process media information, constr ucting meaning and 
transforming it into behavior.
Th e community provides a sense of belonging and friend-• 
ship. Th e population distribution and ser vices provided 
in a community aff ects the interactions a child will have.
Socialization is the process by which individuals learn the • 
ways of a giv en society so that they can function eff ec-
tively within it. Th ese ways are transmitted via diff erent 
methods: aff ective (attachment); operant (reinforcement, 

extinction, punishment, feedback, learning b y doing); 
observational (modeling); cognitive (instruction, setting 
standards, reasoning); sociocultural (group pressure, tra-
dition, rituals and routines, symbols); and apprenticeship 
(structuring, collaborating, transferring).
Th e outcomes of socialization are aff ective/cognitive (val-• 
ues, attitudes, motives and attributions, self-esteem) and 
social/behavioral (self-r egulation of behavior , morals, 
gender roles).

PURPOSE To understand the impact of agents of socializa-
tion on development.
 1.  Name the thr ee most impor tant things y ou learned 

from your parent(s) while growing up.
 2.  Name three people other than your parent(s) who had 

a major infl uence on you as a child or adolescent.
 3.  Describe each one’s infl uence, using specifi c examples.

 4.  What methods of socialization did your parent(s) and 
the signifi cant others in your life use?

 5.  Whom are you infl uencing in ways similar to the ones 
you have described?

 6.  What are your aims and methods of socialization?

Activity

Related Readings
Bandura, A. (1986). Social foundations of thought and action: A social 

cognitive theory. Englewood Cliff s, NJ: Prentice-Hall.
Bjorklund, D. P., & Pelligrini, A. D. (2002). Th e origins of human 

nature: Evolutionary developmental psychology. Washington, DC: 
American Psychological Association.

Brazelton, T. B. (1984). To listen to a child. Reading, MA: Perseus 
Books.

Cialdini, R. B. (2007). Infl uence: Th e psychology of persuasion (rev. ed.). 
New York: Collins.

Corsaro, W. A. (2005). Th e sociology of childhood (2nd ed.). Th ou sand 
Oaks, CA: Pine Forge Press.

Dresser, N. (2005). Multicultural manners: Essential rules of etiquette 
for the 21st century (rev. ed.). New York: Wiley.

Erikson, E. (1963). Childhood and society. New York: Norton.
Goleman, D. (2006). Social intelligence: Th e new science of human 

relationships. New York: Bantam Dell.
Rogoff , B. (2003). Th e cultural nature of human development. New 

York: Oxford University Press.

Resources
Cultural Policy Center—fosters research on the practical working of culture in our lives

http://culturalpolicy.uchicago.edu
Your Child: Development and Behavior Resources—website guide to I nternet informa-
tion on kids’ development and behavior

http://www.med.umich.edu
Facts for Families—topics relating to childhood and adolescent issues

http://www.aacap.org

30960_ch02_ptg01_hr_033-070.indd   6930960_ch02_ptg01_hr_033-070.indd   69 9/2/11   7:55:09 AM9/2/11   7:55:09 AM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



30960_ch02_ptg01_hr_033-070.indd   7030960_ch02_ptg01_hr_033-070.indd   70 9/2/11   7:55:11 AM9/2/11   7:55:11 AM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



PART

2
Where and How Does 

Socialization Take Place?
Chapter 3  
Ecology of the Family

Chapter 4  
Ecology of Parenting

Chapter 5  
Ecology of Nonparental Child Care

Chapter 6  
Ecology of the School

Chapter 7 
Ecology of Teaching

Chapter 8  
Ecology of the Peer Group

Chapter 9  
Ecology of the Mass Media

Chapter 10  
Ecology of the Community

30960_ch03_ptg01_hr_071-112.indd   7130960_ch03_ptg01_hr_071-112.indd   71 8/31/11   7:43:10 PM8/31/11   7:43:10 PM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



30960_ch03_ptg01_hr_071-112.indd   7230960_ch03_ptg01_hr_071-112.indd   72 8/31/11   7:43:13 PM8/31/11   7:43:13 PM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



73

1
Socialization Sketches
Learning Objectives
Family Systems

Basic Family Structures
Basic Family Functions

Family Transitions
Structural Family Changes
Functional Family Changes

Macrosystem Infl uences on 
Families, Socialization, 
and Children
Socioeconomic Status
Cultural Orientation and 

Diversity
Religious Orientation and 

Socialization Differences
Chronosystem Infl uences 

on Families, Socialization, 
and Children
Sociopolitical Changes
Economic Changes
Technological Changes

Meeting the Challenge 
of Change: Family 
Empowerment

Summary
Activity
Related Readings and 

Resources

3

Ecology of the Family

My soul knows that I am part of 

the human race, . . . as my spirit 

is part of my nation. In my very 

own self, I am part of my family.

—D. H. LAWRENCE

DesignPics Inc./PhotoLibrary
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SOCIALIZATION SKETCHES

Learning 
Objectives
After completing this 
chapter, you will be able to:
1. Describe the basic 

structure and functions 
of the family.

2. Explain the effects of 
transitions in family ties 
on children (divorce, 
single parenting, 
remarriage, dual-
earner, kin custody, 
and cohabitation 
[heterosexual or 
homosexual partners]).

3. Discuss macrosystem 
infl uences 
(socioeconomic status, 
cultural orientation, and 
religious orientation) 
on families and the 
socialization of children.

4. Discuss chronosystem 
infl uences (sociopolitical, 
economic, and 
technological changes) 
on families and the 
socialization of children.

5. Defi ne and discuss family 
empowerment.

“If we cannot now 
end our  differences, 
at least we can 
help make the 
world safe for 
diversity.’’ 

– JOHN F. KENNEDY

This quote reflects Kennedy’s 
ideals for human r elations. This 

chapter’s Socialization Sk etch de-
scribes the family infl uences, religious infl u-

ences, and signif icant life experiences that 
infl uenced these ideals.

John Fitzgerald Kennedy (JFK) w as the 
35th president of the United States of  America, 
serving from 1961 until his assassination in  
1963. Not onl y was he the y oungest to be 
elected to the highest offi ce in the country, but 
he was the first Roman Catholic to become 
president of the United States. His 1961 inau-
gural address asked Americans to be involved 
citizens. “Ask not what your country can do for 
you; ask what you can do for your country.” He 
also asked the nations of the world to join to-
gether to fi ght the “common enemies of man: 
tyranny, poverty, disease, and war itself.”

Family
JFK was descended from Irish forbearers who 
immigrated to Boston. His grandfather, Patrick 
J. Kennedy, started as a saloon k eeper and 
became a Boston political leader. His father, 
Joseph Patrick Kennedy, graduated from Har-
vard and became a bank president at age 25. 
He married Rose Fitzgerald, the daughter of 
Boston’s mayor. As you can see, a family tradi-
tion was to retain relatives’ names from previ-
ous generations.

JFK was born in 1917, the second of nine 
children. The family lived comfortably as the 
father’s fortune increased. John attended pri-
vate schools. The family was close and warm, 
although all four boys were competitive. The 
eldest brother, Joseph Jr., shone in school  
and sports . His car eer goal w as politics . 
 Joseph Jr. was killed while piloting a bomber 
in World War II.

Signifi cant Experiences
Two trips to Europe during his college years gave 
JFK the opportunity t o observe  international 

power politics fi rsthand. At the time, his father 
was serving as ambassador to Great Britain. Re-
turning to Harvard for his senior year, JFK wrote 
an honors thesis analyzing the British policies 
that led to the Munich Pact of 1938. He gradu-
ated cum laude from Harvard in 1940. He at-
tended Stanford Graduate School of Business 
and spent time touring a number of countries 
in Latin America.

When war broke out in 1941, JFK volun-
teered for the army, but was rejected due to 
a football injury to his back. Determined to 
serve his country (as did his older brother), he 
did back-strengthening exercises and was ac-
cepted for service in the navy. JFK took com-
mand of a PT (torpedo) boat in the Solomon 
Islands. His boat was rammed and sunk by a 
Japanese destroyer. He rallied the survivors 
and managed to get them to an island, de-
spite being injured himself. JFK was awarded 
the Purple Heart and the Navy and Marine  
Corps Medal.

After the war, JFK worked as a journalist  
covering the San Francisco Conference that 
established the United Nations. Having been 
exposed to international views and having 
grown up in a political family, he chose to run 
for the U.S. House of Representatives.

Significant historical events during JFK’s 
administration centered around the protection 
of democracy and prevention of the spread of 
communism throughout the world. JFK’s sup-
port of the civil rights movement exemplifi ed 
the implementation of democratic principles 
at home.

Values
To illustrate JFK’s commitment to world free-
dom and equality, he created the Peace Corps 
in 1961. The Peace Corps provided the op-
portunity for Americans to collaborate with 
community member s in under developed 
countries in the areas of education, agricul-
ture, environmental preservation, community 
development, health care, and information 
technology. The sharing of people resources 
among diverse cultures was a f irst step to-
ward world understanding.

In 1962, the Cuban Missile Crisis chal-
lenged JFK’s commitment to world peace. An 
American spy plane had taken photos of So-
viet missile sites under construction in Cuba. 
This caused K ennedy to be f aced with a  

John Fitzgerald Kennedy 
(1917–1963)

“If w
en
at
h
w
di

This q
ideals fo

chapter’s S o
scribes the family i

Time & Life Pictures/Getty Images
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 dilemma: If the United States were to attack, 
the Soviets would retaliate, probably leading 
to a nuclear war; if the United States stood 
idle, due to the proximity of the weapons, it 
risked being attacked as well as appearing 
“weak” in the eyes of the world. Kennedy or-
dered a blockade of Cuba by the U.S. Navy. 
Negotiations took place t o dismantle the  
missile sites and lift the block ade on the  
condition that ships bound for Cuba would 
not carry armaments. The United States also 
agreed to dismantle some of its missile  
bases in Turkey.

This peaceful r esolution of a pot ential 
nuclear war had far-reaching historical con-
sequences. Within a y ear (1963), the f irst 
“hotline” between Washington and Moscow 
was installed. Kennedy and Soviet Premier 
Khrushchev signed the Nuclear Test Ban 
Treaty, the fi rst disarmament agreement of the 
nuclear age.

JFK’s commitment to democracy at home 
was tested in 1963 when two African Ameri-
can college students pr epared to enroll at 
the all-white University of Alabama. Alabama 
Governor George Wallace defi ed a court order 

and blocked the door. In response, President 
Kennedy called out the National Guar d; the 
governor had to step aside. That evening, the 
president delivered his famous civil rights ad-
dress, which later would be embodied in the 
Civil Rights Act of 1964, to the nation on tele-
vision and radio. He called upon the American 
people to end the concept of “race” and its 
consequences of discrimination and inequal-
ity. “In short, every American ought to have 
the right to be treated as he would wish to be 
treated, as one w ould wish his childr en to 
be treated.”

As we can see from this sketch, JFK’s fam-
ily infl uenced his socioeconomic status, his 
cultural and religious orientations, his values, 
his education, the early experiences to which 
he was exposed, his competitiveness, and his 
career.

How did your family’s socioeconomic • 
status infl uence your socialization 
experiences and consequent 
developmental outcomes?

How did your cultural or religious • 
orientation infl uence your values?
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Family Systems
Th is chapter provides an understanding of what a family is, what a family does, ho w 
diff erent families adapt to change, and how diff erent families cope with external forces. 
Figure 3.1 shows a bioecological model of the contexts, or systems, inv olved in family 
interaction with other ecosystems over time. Family systems theory looks more within the 
family, viewing it as a whole, in terms of its str ucture and organizational patterns, and 
viewing its members in terms of ho w they interact with one another (Parke & Buriel, 
2006). Family systems theory is used by many therapists to understand the diff erent ways 
in which families carry out basic functions.

What is the purpose 
of families and how 

do they work?

C
h

ro
n

o
sy

st
em

Parents’
Work

(Microsystem
s) 

(E
xo

sy
ste

ms) 

(Macrosystems) 

(Mesosystem
s) 

GuestSpeakers
Friends

Going to the

Movies

C
en

so
rs

hi
p

Having

Friends at 

O
ne’s Hom

e Con
fe

re
nc

es

Peers

Media Community

Family

School
and

Child Care

Society

Culture/
Ethnicity Religion

Science/
Technology

Economics

Political
Ideology

Child

S
chool

B
oardsS

oc
ia

l
S

er
vi

ce
s

Community

Boards

Federal/State

Commissions

FIGURE 3.1 A Bioecological Model of Human Development
The family is a primary infl uence on the child’s development.
Cengage Learning
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In Chapters 1 and 2, the aims, methods, and outcomes of socialization w ere dis-
cussed, and the agents of socialization identifi ed. Here, the family, the primary agent 
of socialization, is explored. A family is a micr osystem. How a family is defi ned has 
important implications regarding issues of income tax fi lings, adoption and foster-care 
practices, employee benefi ts, property rights, inheritance, and so on. How states resolve 
the debate over the legality of same-sex marriage will also hav e signifi cant eff ects on 
such issues.

The classic (structural-functional) definition of a family, according to sociologist 
George Murdock (1962, p. 19), is “a social group characterized by common residence, 
economic cooperation, and reproduction. It includes adults of both sexes, at least two of 
whom maintain a socially approved sexual relationship, and one or more children (bio-
logical or adopted) of the sexually cohabiting adults.” How many families do you know 
that fi t this classic defi nition?

Today, relationships that do not conform to Murdock’s defi nition are more common 
than those that do, illustrating the impact of societal change on the family system’s form 
and function. To accommodate changes in family patterns, the U.S. Bureau of the Cen-
sus defi nes a family as “two or more persons related by birth, marriage, or adoption, who 
reside together.” Th us, a family can be two or more adult siblings living together, a parent 
and child or children, two adults who are related by marriage but have no children, or 
adults who adopt a child.

Some states have legalized same-sex marriages. In 2004, Massachusetts became the 
fi rst state to do so. Other states and cities have legally recognized certain unrelated peo-
ple in caring relationships who live together in a household as a “ family.” Th ese laws 
pertaining to “domestic partnerships,” “reciprocal partnerships,” or “civil unions” are 
 intended to provide same-sex couples, foster parents, related pairs (mother/daughter, 
two brothers), and stepfamilies with rights and privileges r elated to health insurance 
policies, medical and educational decisions, emplo yment leave policies, employment 
benefi ts, annuities, and pensions.

It is important to understand the changes in the concept of the defi nition of family 
structure, not only for legally related issues, but also because these changes aff ect the func-
tions that families perform, the roles its members play, and the relationships its members 
have with one another, thereby aff ecting the socialization of children.

Family—Ideal or Real?

Is family a structure or function?
What were some of your family traditions?
What about your family was healthy/unhealthy?

Basic Family Structures
Families are organized in diff erent ways around the world. A family consisting of a hus-
band and wife and their children is called a nuclear family. For the children, such a fam-
ily is the family of orientation, which means the family into which one is born. For the 
parents, the nuclear family is the family of procreation, the family that develops when 
one marries and has children (see Figure 3.2). In the nuclear family, the wife and husband 
depend on each other for companionship and the childr en depend on their parents for 
aff ection and socialization.

Th e signifi cance of the nuclear family structure is that it is the main source of children 
and so provides the basis for the perpetuation of the society. Most societies assign respon-
sibility for the care and socialization of children to the couple that  produces or adopts 
them and sanction the sexual union of a male and a female b y law or tradition—in our 
society, by legal marriage. Th e institution of marriage, then, serves not only to legalize a 

family any two or more related 
people living in one household

What is your 
concept of a 
family?

nuclear family a family 
consisting of a husband and wife 
and their children

family of orientation the 
family into which one is born

family of procreation the 
family that develops when one 
marries and has children
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78 CHAPTER 3

sexual union but also to fi x the obligation toward children who result from that sexual 
union.

Th e extended family pattern consists of relatives of the nuclear family who are eco-
nomically and emotionally dependent on each other. Th ey may or may not live nearby 
(see Figure 3.3).

In some cultural groups, such as Native Americans, Asian Americans, and I talian 
Americans, great emphasis is placed on the extended family (obligation to family super-
sedes obligation to the self ). In these cultural groups, tradition assigns certain obligations 
and responsibilities to various members of the extended family—for example, who social-
izes the children, who decides how the family resources are allocated, and who cares for 
needy family members. Some cultures emphasize the mother’s side of the family as having 
formal authority and dominance. Th ese families are known as matriarchal. A contempo-
rary example would be the royal family in Great Britain headed by Queen Elizabeth II. 
Other cultures emphasize the father’s relatives as having formal authority and dominance. 
Th ese families are known as patriarchal. Th is organizational pattern is much more com-
mon in the world than is the matriarchal. Examples of patriarchal families can be found 

extended family r elatives 
of the nuclear family who are 
economically and emotionally 
dependent on each other

matriarchal family f amily in 
which the mother has formal 
authority and dominance

patriarchal family f amily 
in which the father has formal 
authority and dominance

Bill’s Nuclear
Family of Orientation

Bill’s Nuclear
Family of Procreation

Bill’s Parents

Bill
Bill’s Wife

Bill’s Children

FIGURE 3.2 Nuclear Family

Mother’s Mother–Mother’s Father Father’s Mother–Father’s Father

Mother–FatherMother’s Brother–Spouse Father’s Sister–Spouse

ChildrenChildren Children

Nuclear Family

FIGURE 3.3 Extended Family
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 Ecology of the Family 79

in literature (as in Biblical stories, Roman classics, or Shakespeare) and in the media (as in 
Th e Godfather, Th e Sound of Music, or the Big Love TV series).

In the United States, both sides of the extended family are generally regarded as equal, 
or egalitarian. Your mother’s parents have as much legal authority and responsibility over 
you as do your father’s parents. If something happened to your parents and they could no 
longer care for you, both sets of grandparents would have equal claim to your custody.

Regardless of whether your extended family is matriar chal, patriarchal, or egalitar-
ian, its main function is suppor t; relatives are the people you turn to when y ou need 
help or when you have joys to share. Because, in today’s society, many nuclear families 
do not have an extended family for suppor t (for reasons that include moving, divorce, 
remarriage, and death), the people they turn to for help might be friends, neighbors,  
co- workers, or children’s teachers (see Figure 3.4). Th ese people assume some of the tradi-
tional support functions of the extended family and become one’s personal network (Dean, 
1984). People who have no such personal network have to rely on the formal network of 
society—professionals or government agencies—for support (Garbarino, 1992). Support 
services provided by the formal network are infl uenced by politics, economics, culture, 
and technology. For a political example, the federally funded pr eschool program Head 
Start was launched by the Democrats and later experienced a reduction in funding under 
the Republicans. For an economic example, the cultural norm of working for a living was 
a signifi cant factor in changing government fi nancial support for needy families—from 
welfare to workfare. For a technology example, cell phones and computers compete for  
family members’ time together.

egalitarian family f amily in 
which both sides of the extended 
family are regarded as equal

INFLUENCES OF
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Source: Adapted from Dean, 1984.
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Basic Family Functions
Th e family performs certain basic functions, generation after generation, enabling it to  
survive and adapt. Th e following basic functions may vary by culture and may be im-
pacted by economic, health, or social stresses.

Reproduction. ■  Th e family ensures that the society’s population will be maintained; 
that is, a sufficient number of childr en will be born and car ed for to replace the 
members who die.
Socialization/education. ■  Th e family ensures that the society’s values, beliefs, atti-
tudes, knowledge, skills, and techniques will be transmitted to the young.
Assignment of social roles. ■  Th e family provides an identity for its off spring (racial, 
ethnic, religious, socioeconomic, and gender roles). An identity involves behavior 
and obligations. For example, a Jewish person may not eat pork and may feel obliged 
to give to charity. A Chinese person may eat with chopsticks and defer to the author-
ity of his or her elders. A person born into a high socioeconomic status may be pr es-
sured to choose a spouse from a similar family background. In some families, girls are 
socialized to do housework and be caregivers and boys to be breadwinners.
Economic support. ■  Th e family provides shelter, nourishment, and protection. In 
some families, all members except very young children contribute to the economic 
function by producing goods. In other families, one or both parents earn the money 
that pays for goods the entire family consumes.
Nurturance/emotional support. ■  Th e family provides the child’s fi rst experience in 
social interaction. Th is interaction is intimate, nurturing, and enduring, thus provid-
ing emotional security for the child. Th e family cares for its members when they are 
ill, hurt, or aging.

Family Transitions
Th roughout history, family structure has adapted to accommodate economic, social, po-
litical, and technological infl uences. Examples of such chronosystem infl uences include 
the Industrial Revolution, birth control, welfare reform, and no-fault divorce laws.

According to Coontz (2007), the origins of modern divorce patterns actually date back 
more than 200 years, to the historically unprecedented idea that marriage should be based 
on love. Ironically, she says, “the fragility of modern marriage stems from the same values 
that have elevated the marital relationship above all other personal and familial commit-
ments; the concentration of emotion, passion, personal identity, and self-validation in 
the couple relationship and the attenuation of emotional attachments and obligations  
beyond the conjugal unit” (pp. 8–9).

Structural Family Changes
Family composition is influenced b y biological factors (fer tility, age, 

health), cultural or religious beliefs, psychological factors (stress), and 
social factors (economics). Changes in family composition can in-

clude the addition of family members to the household, as b y 
birth, adoption, remarriage, or relatives (kin) moving in; or the 
removal of family members, as b y death, divorce, or children 
becoming adults and moving out.

Family Ties
Although families are always in a process of transition (mar-
riage, childbirth, death), certain events aff ect the socialization 
of children more than others. Examples are divorce, single 
parenting, stepparenting, and cohabitation.

What do 
families do?

How has the family 
adapted to societal 

change?

Early American farm life required every-
one’s participation for family survival.

Lewis W. Hine [NCLC 00656]/Library of Congress Prints 
and Photographs Division
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Changes in family ties ar e documented b y the incr ease in div orce in the last  
40 years and in the pr oportion of children living with only one par ent. According to 
the Federal Interagency Forum on Child and Family Statistics (FIFCFS, 2010), nearly 
70 percent of children age 0–17 lived with two parents, 26 percent lived with one par-
ent, and 4 percent lived with neither of their par ents. Parental divorce is not a single  
event but rather represents a series of stressful experiences for the entire family that begins 
with marital confl ict before the actual separation and includes many adjustments after-
ward. Families must often cope with a reduction in family resources, assumption of new 
roles and responsibilities, establishment of new patterns of interaction, reorganization 
of routines, and probably the introduction of new relationships into the existing family 
(Hetherington & Clingempeel, 1992). Parents in confl ict, especially those who have not 
separated, are less able to help their children regulate emotions and behavior, and less able 
to self-soothe their own stress (Kelly, 2000). When such parents do separate, attention 
toward children’s needs is more likely to occur.

As the divorce rate has risen, so has the frequency of remarriage (Department of Health 
and Human Services [DHHS], 2010). When a divorced person remarries, the children 
gain a stepparent. With the stepparent come additional kinship relationships. New roles 
and obligations, not derived from custom and tradition, have to be established.

In addition to family ties based on marriage, div orce, and remarriage, over the past 
decade there have been large increases in the number of individuals who live with a sexual 
partner of the opposite sex. As a r esult of the growing prevalence of cohabitation, the 
number of children born to unmarried parents has also increased (DHHS, 2010). 

Divorce and the Law
In the 1970s, many states changed their divorce laws to refl ect societal changes, such as 
the increased cost of living, employment of women, and father’s increasing role in child 
care. Prior to then, the law permitted divorce only if one spouse committed such serious 
marital misconduct as adultery, cruelty, or desertion. Traditional divorce proceedings in-
volved a determination of who was guilty and who was innocent. Child custody arrange-
ments and fi nancial settlements were intended to reward the innocent party and punish 
the guilty one. For example, a woman deemed to be the innocent party would not have to 
agree to a divorce unless her husband, deemed to be the guilty par ty, provided adequate 
support for her and the children. Further, judges would often divide property in accor-
dance with family need. Th e mother and children retained the family home and enough 
support to avoid sudden poverty (Skolnick, 1987). Divorce cases were often costly fi nan-
cially and emotionally—to both parents and children.

Today, divorce law is “no-fault”; assigning blame is no longer a legal issue. I nstead, 
divorces are granted on the basis of “irreconcilable diff erences” or “marital breakdown.” 
Th e fi nancial consequence, in most states, is that the family’s assets are divided equally be-
tween the spouses, often necessitating that the family home being sold. Th us, in addition 
to the emotional impacts of the dissolution of a marriage, ther e are signifi cant economic 
and social ones as well.

Divorce and the Family
Effect on Family Functions
Divorce has certain consequences for family functioning and the socialization of chil-
dren. Barring external social support, the eff ect of divorce on the custodial parent is that 
the responsibilities double. Th e single parent is responsible for fi nancial support, child 
care, and home maintenance. Because the parent is usually under great stress, parenting is 
likely to diminish (Goodman, Emery, & Haugaard, 1998). Th e children may have to take 
increased responsibility for themselves and may have less time available to spend with the 
parent to receive love and security. In an attempt to prevent the consequences of divorce, 

What infl uences 
family 
composition?

What events 
affect family ties?

What are the impacts 
of current divorce 
laws and custody 
arrangements on 
families and children?

How does the family 
adapt to divorce?
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some states are enacting mandatory waiting periods, mediation, and marital counseling 
before legalizing an application for divorce.

Dynamics 
To assess the eff ect of divorce, one must examine how all the various members of the fam-
ily deal with the transition, reestablish their role obligations to one another, and perform 
such functions as the following (Hetherington & Clingempeel, 1992):

Socialization/education. ■  Child rearing must continue; behavior must be monitored, 
values and morals imparted.
Assignment of social roles/authority. ■  Power for decision making within the family 
must be allocated and responsibilities for tasks assigned.
Economic support/domestic responsibilities. ■  The family must obtain enough  
money to provide for the suppor t of its members. Th e physical well-being of the 
children must be provided for, and the residence must be maintained in a safe and 
healthy manner.
Nurturance/emotional support. ■  Caring and involvement toward one another are 
necessary to provide for the emotional well-being of family members.

A divorcing family’s ability to carry on its former functions is aff ected not only by the 
coping skills of its members but also b y societal forces, such as economic disparity for  
females, attitudes regarding the ideal two-parent family, and available informal or formal 
support services in the community (Coontz, 1997; Hetherington, 1989).

Regardless of their marital status, women do not earn income on the same scale as men. 
Sometimes a woman who heads a family must turn to her o wn family of orientation or 
to the government for economic assistance. Evidence has shown that children living in 
mother-only families were four times as likely to be poor compared to children living with 
two parents (Children’s Defense Fund [CDF], 2010).

Socioeconomics 
Th e change in the economic status of the family resulting from divorce means not only a 
change in family consumption habits, but often a change in housing. Moving in itself is a 
source of stress to the family; for one thing, former neighborhood supports are no longer 
available. Also, maintaining two households is costly when a parent lives in one place but 
must contribute to another.

Authority Distribution 
Divorce aff ects the distribution of authority within the family . Before the divorce, 
the father may have had more authority because traditionally he had been r egarded 
as the primary breadwinner, or authority may have been shared by both parents.  After 
the divorce, however, the residential parent assumes day-to-day authority over the 
children, and the nonresidential parent becomes restricted to areas spelled out in 
the divorce agreement. Hetherington and Kelly (2002) found that both fathers’ and 
mothers’ authority over children, as indicated by their parenting practices, tended 
to deteriorate in the fi rst two years following the divorce. Th ere was less consistency, 
control, and aff ection.

Domestic Responsibility 
Divorce aff ects the distribution of the domestic functions of the family . Before the di-
vorce, both parents performed chores related to family functioning. If the mother was 
not employed outside the home, it was likely that she was primarily r esponsible for 
household duties and child care while the father was earning the money. In such cases, 
 after the divorce, the mother was more likely to have residential custody of the children 
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( Hetherington & Kelly, 2002). Generally, she had to fi nd work outside the home because 
of the reduction in the father’s economic contribution to her and the children. In addi-
tion, she had to fi nd someone to care for the children. Th e father, in turn, had to assume 
the domestic duties associated with his separate household or else hir e someone to clean, 
cook, shop, and do laundry. If the mother was employed outside the home before the di-
vorce, the father may have shared domestic responsibilities with her; so after the divorce, 
his chores became hers.

Emotional Support 
Th e isolation of the nuclear family from relatives compounds the dilemma of the burdens 
thrust upon the divorced family—relatives cannot be called upon for help with child care, 
household duties, or emotional support. Because emotional support is one of the func-
tions of the family, and divorce removes one adult from the context, the remaining adult 
no longer has someone with whom to share the burdens and joys of child rearing. Neither 
is there someone with whom to share the daily decision making and to provide needed 
psychological support.

Effects of Divorce on Children
Th e National Center for Health Statistics stopped publishing numbers of divorce and 
remarriage in 2000 because some states no longer count them. However, based on past 
data, almost one out of two marriages ends in div orce. Most divorces occur within the 
fi rst ten years for both fi rst marriages and fi rst remarriages. Children experience a deep 
sense of loss, develop divided loyalties, and often feel helpless against for ces beyond 
their control. In summarizing the last three decades of research on the eff ects of divorce, 
 Hetherington and Kelly (2002) report that although children of divorced parents, as a 
group, have more adjustment problems than do children of never-divorced parents, the 
divorce per se is not necessarily the major cause of these pr oblems; rather, the negative 
eff ects of confl ict in troubled marriages can be obser ved in children years before the 
 divorce takes place. Ahrons (2007) found similar results interviewing 173 grown chil-
dren 20 years after the divorce.

Parental divorce involves a series of stressful interactions between children and their 
environment as the family restructures. However, not all children react to divorce in the 
same way (Lansforth, 2009). Children’s reactions depend on the various personalities in-
volved, their coping skills, and the parents’ relations with their children, as well as with 
each other (Ahrons, 2007; Cowan, Powell, & Cowan, 1998). Reactions also depend on 
such factors as children’s age and gender, how much family disharmony existed before 
the divorce, and how available other people are to the parents for emotional support, and 
to the children for role models (Kelly & Emery, 2003; Hetherington & Stanley-Hagan, 
2002). Studies by Hetherington (1988, 1989, 1993) show that during and after parental 
divorce, children often exhibit marked changes in behavior, such as acting out, particu-
larly in school. An analysis of academic achievement of high school students showed that 
those from divorced families had signifi cantly lower achievement levels than those from 
married families (Hetherington & Kelly, 2002).

Child’s Age and Divorce Effects 
Preschool-age children’s self-concept was found to be aff ected by divorce (Wallerstein & 
Kelly, 1996). In particular, the child’s views of the dependability and pr edictability 
of relationships were disrupted. Some children blamed themselves for the breakup. 
For example, one 5-year-old child said, “I f only I didn’t whine like Daddy said, he 
wouldn’t have left me.” Even a year later, in a follow-up study, almost half the chil-
dren in the sample still display ed heightened anxiety and aggression. Th ese authors 
also found that school-age children responded to divorce with sadness, fear, feelings 

How do children 
experience parental 
divorce? 

This girl waves goodbye to her Mom to 
spend time with her Dad.

Denise Hager/Catchlight Visual Services/Alamy
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of deprivation, and some anger (Wallerstein, Corbin, & Lewis, 1988; Wallerstein & 
Kelly, 1996). Th ey, like the preschool children, were still struggling after a year with 
the changes in their lives. School-age children had diffi  culty focusing their attention 
on school-related tasks.

In various studies (Amato, 2000; H etherington & Clingempeel, 1992; Lansfor d, 
2009), young children of divorce were found to be more dependent, aggressive, whiny, 
demanding, unaff ectionate, and disobedient than children from married families. Th ey  
feared abandonment, loss of love, and bodily harm. Th e behavior and fears expressed 
were due, in part, to the parents’ preoccupation with their own needs, as well as to the 
ensuing role confl icts. When compared to parents of married families, divorced parents of 
preschoolers were less consistent in their discipline and less nurturant. Also, communica-
tion was not as eff ective, and they made fewer demands for mature behavior from their 
children.

Adolescents, unlike younger children, feel little sense of blame for the separation of  
their parents, but they feel resentment. Th ey are often pawns in each parent’s bid for loy-
alty: “She tells me terrible things about my dad; when I’m with him, he tells me terrible 
things about her.” Th ey are also still burdened by painful memories of the divorce ten 
years later (Wallerstein, Corbin, & Lewis, 1988) and even 20 years later, especially if one 
or both parents remarried (Ahrons, 2007).

Child’s Gender and Divorce Effects 
Gender infl uences the impact of divorce, with research showing that boys are harder hit. 
Two years after the divorce, many boys have trouble concentrating, do poorly on intel-
ligence tests, and have diffi  culty with math. Also, they interact aggr essively with their 
mothers, their teachers, and boys their own age. Monitoring of boys was lower in di-
vorced non-remarried households, and the bo ys engaged in more antisocial behavior 
(Hetherington, 1993; Hetherington & Clingempeel, 1992). Girls tend to cry and whine 
to vent their sadness—and this gets them support. Although preadolescent girls seem to 
adjust to the divorce within two to three years, evidence has accumulated showing prob-
lems related to feminine gender-role development emerging at adolescence. Problems in-
clude diffi  cult heterosexual relationships, precocious sexual activity, and confrontational 
exchanges with the mother (Ellis et al., 2003; Hetherington, 1993).

Children from a divorced family lack the live-in sex-role model of one parent, usu-
ally the father, who resides separately. As children grow, each parent interprets society to 
them. According to Lamb (2004), the father’s role in the socialization of children is very 
important in that he not only models and teaches gender roles, he also models and teaches 
other values and morals. Opposite-sex role models for children, however, are available in 
the form of relatives, teachers, coaches, or community service personnel.

Child Custody Arrangements and Divorce Effects 
Children involved in custody battles are the most torn by divorce (Kelly, 2000). To avoid 
this win/lose situation, some judges mandate joint custody, sharing responsibility for chil-
dren; others rule based on the child’s “best interests.” Th e eff ects of various custody ar-
rangements are discussed later.

Child’s Emotional Support and Divorce Effects 
Although divorce is upsetting to everyone involved, it is probably worse for a child to live 
in an embattled household. For parents, divorce is a very stressful time, and feelings of 
depression, loss of self-esteem, and helplessness interfere with parenting abilities. Parents 
must fi nd support outside the family to bolster their confi dence in themselves and their 
ability to parent. Th ey must tell the child that even though they are divorcing each other, 
they are not divorcing the child. Relatives, teachers, friends, and community services are 
resources for support.

Go to the Education CourseMate 
website to watch the video entitled 
“Communicating with Families: Best 
Practices in an Early Childhood 
Setting.” This video exemplifi es co-
parenting. The cooperation between 
the parents seems idealistic. Based 
on your own, or friends’, experiences, 
how would you describe the reality of 
divorce for kids?

TeachSource Video Activity
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Child’s Marriage Role Models and Divorce Effects 
A serious long-range eff ect of divorce is the removal of marriage role models. Unrealis-
tic expectations of future mates occur. Children may grow up idealizing the absent par-
ent. Ideals are wishes for perfection; they are untempered by reality. For example, a child 
growing up in a two-parent home may experience such things as parents’ disagreements 
and how they are (or are not) worked out, time demands on parents from sources outside 
the family, and physical aff ection from both parents. Th e child growing up in a single-
parent home may fantasize situations and relationships regarding the missing parent; real-
ity inevitably brings disappointment.

Single-Parent Custody
In the United States, the percentage of children living with a single par ent is about 
26 percent. About four times as many children live with mothers as compared to fathers 
(FIFCFS, 2010).

Single parenthood can occur through death, desertion, divorce, births outside mar-
riage (including via various reproductive technologies), and adoption without marriage. 
Single-parent custody refers to a judicial decision. To ensure children’s legal status and 
rights, the federal government passed the Uniform Parentage Act of 2002. It provides 
a comprehensive framework establishing the parentage of children born to both mar-
ried and unmarried couples, whether those children were conceived through sexual in-
tercourse, assisted reproduction, or through a gestational agreement, such as surrogacy. 
Most states have variations of the federal law. Once parenting is established, the court 
may support orders for child custody, child support, visitation, health insurance, name 
change, and more.

Single-parent mothers experience economic as well as emotional and physical strain 
(Hetherington & Clingempeel, 1992; Peterson, 1996). Frequently, female-headed fami-
lies are poor; at the least, a drop in the family’s standard of living occurs if the woman was 
previously married (CDF, 2010).

Compared to children raised by single-parent mothers, little research has been done 
on children being raised by single-parent fathers. However, compared to single-parent 
mothers, single-parent fathers have more economic resources and have more authority 
over their children (Hilton & DeVall, 1998). However, compared to two-parent fami-
lies, single-parent fathers, like single-parent mothers, have fewer economic resources 
( Patterson & Hastings, 2007).

Problems for fathers raising children are similar to those of mothers. In general,  fathers 
find it difficult to obtain child-car e help (day car e, after-school care, housekeepers). 
Sometimes day-care centers’ hours do not coincide with wor k hours, and the cost of a  
housekeeper or nanny is prohibitive. Th ere is also role overload in having to work, care 
for children, and maintain the house. Social life suff ers.

What is the effect 
on children of 
being raised by 
one parent?

Recommendations for Community Support of 
Single Parents

Extend availability of day-care facilities to evening hours. ■

Form babysitting cooperatives in neighborhoods or places of employment. ■

Make transportation available for children to and from day care to parent’s home  ■

or work.

Provide classes on single parenthood and opportunities for support groups. ■

Provide Big Sister programs (for girls from mother-absent homes) as well as Big  ■

Brother programs (for boys from father-absent homes).

IN PRACTICE
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While fathers’ economic responsibility for their children has been the focus of public 
policy and consequent legislation; fathers’ emotional responsibility has been ignored until 
recently (Amato, 1998, 2000). Fathers are now being included in prenatal, preschool, and 
elementary school programs. Many studies point to the benefi t of the father’s involve-
ment in child rearing after parents separate (Amato, 1998); however, the father’s infl uence 
is not always benefi cial if the father has an antisocial personality or exhibits antisocial  
behavior (De Garmo, 2010).

Joint Custody
Joint custody is a contemporar y solution to the quandar y facing many judges: Which 
adult claimant should be giv en custody of a child? I t also provides the rationale for  
 father–mother involvement in child rearing, which enables the child to r elate to both 
male and female role models (Bauserman, 2002).

Joint custody can refer to legal and/or physical custody arrangements. Joint legal cus-
tody divides decision-making authority for the child between the divorced parents. Typi-
cal areas requiring decisions include discipline, education, medical car e, and religious 
upbringing. Sometimes physical custody is divided as well. For example, a child may spend 
weekdays with one parent and weekends and holidays with the other, or six months with 
one and six months with the other.

As the number of divorces has climbed, so has the number of states giving legal sanc-
tion to some form of joint custody. As a result, some nuclear families split by divorce are 
evolving into a new form, called the binuclear family, a pattern in which the children 
are part of two homes and two family groups. Binuclear families are not limited to joint 
custody cases, but parents without legal custody eventually tend to become less involved 
in the child’s life.

An analysis of studies on children in joint physical or legal custody showed they were 
better adjusted than children in sole-custody settings and no diff erent from married fami-
lies (Bauserman, 2002). “Adjustment” included family relationships, self-esteem, emo-
tional and behavioral adjustment, and divorce-specifi c adjustment.

Th e caveat in joint custody, however, is that usually the parents are divorcing because 
they can no longer communicate or cooperate with one another. So what may happen is 
that parents divide authority, and the joint-custody child, instead of having two decision-
making parents, ends up having none because the parents can’t agree. Lack of consensus 
or inconsistency is confusing to a child and may undermine discipline.

If the divorce was bitter, then the increased communication between the parents re-
quired by joint custody is likely to become more hostile, thereby exposing the children 
to even more confl ict and psychological damage (Emery, 2004; Maccoby & Mnookin, 
1992; Mason, 1998). Another problem occurs when parents use the child to communi-
cate messages between them (Furstenburg & Cherlin, 1991)—“Tell your father to send 
the check or he won’t get to see you next weekend”—and to inform each parent of the 
other’s activities (Parke & Buriel, 2006).

Although joint custody gives children access to both par ents, thereby avoiding the 
feeling of being abandoned by the noncustodial parent, some children, especially younger 
ones, are actually harmed by the inevitable continual separation and re-attachment. Pre-
school children have a very diffi  cult time understanding why everyone can’t live in the 
same house and “Why, if Mommy loves me and Daddy loves me, don’t they love each 
other anymore?” School-age children express confusion and anxiety over their schedules, 
anxiety that spills over into school performance and relationships with friends (Francke, 
1983). For example, a 6-year-old became obsessed with carrying his backpack everywhere 
because he was afraid of leaving his home work at one parent’s house while he stayed at 
the other’s. An 11-year-old girl felt that she could never be anyone’s “best” friend because 
she didn’t stay in one house long enough. To her, being a best friend meant being around 
all the time.

binuclear family f amily pattern 
in which children are part of two 
homes and two family groups
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Kin Custody
“Kin” refers to blood relatives or those related by marriage or adoption. An increasing 
number of children are being raised by kin other than parents, the most common be-
ing grandparents raising grandchildren, especially since the Great Recession around 2007 
(Livingston & Parker, 2010). Some of these families have informal arrangements (with-
out legal custody or guardianship); others are part of the formal foster care system. Family 
relationships beyond the nuclear family are becoming increasingly important in American 
society (Bengston, 2001). Extended family members help care for children and provide 
emotional support.

Among children under age 18 not living with either parent, about 52 percent are cared 
for by a grandparent and about 25 percent are cared for by other relatives (FIFCFS, 2010). 
Some reasons for kin care are that the child’s parents are deceased, the child was aban-
doned, or the court granted legal custody to the grandparent(s) because the parents were 
deemed unfi t to nurture and support. Substance abuse, teen pregnancy, divorce, physi-
cal and mental illness, abuse, neglect, and incar ceration are reasons cited. Many custo-
dial grandparents do not fi t the stereotype of senior citizens enjoying retirement activities 
(Smith & Drew, 2002). Th eir median age span is about 45 to 69 (Livingston & Parker, 
2010), and some have to care for their own parents in addition to their grandchildren. 
Th e constant challenge leaves many grandparents physically, emotionally, and fi nancially 
drained. Th e challenges faced by parenting grandparents are changes in relationships with 
their spouse and other family members, fi nancial stress, possible feelings of uncertainty, 
isolation, anger, grief, fear, and worries about health or death (deToledo & Brown, 1995; 
Hayslip & Kaminski, 2005; Smith & Drew, 2002).

Th e challenge faced by children being raised by grandparents is to develop a sense 
of belonging and stability amid the transition fr om their own homes. Common feel-
ings are grief, fear, anger, guilt, and embarrassment. Sometimes these feelings are exhib-
ited in such acting-out behaviors as physical or verbal aggression, regression to immature 
behavior (crying, whining, bed-wetting), manipulation, withdrawal, and hyperactivity 
( deToledo & Brown, 1995).

Interethnic (Racial) and Interfaith (Religious) Families
When people with diff erent heritages marry and have families, they face cer tain chal-
lenges not experienced by those couples who have similar backgrounds. Th is is also true 
of parents who adopt children of a diff erent color or ethnicity than theirs. B ecause of 
obvious diff erences in physical traits, such as color or ethnic featur es, interethnic fami-
lies, compared to interfaith families, are more likely to face the prejudices of others. In 
addition to the challenges of dealing with ster eotyping, both interethnic and interfaith 
parents must deal with their cultural contrasts, as discussed in Chapter 1 (individualis-
tic or collectivistic orientations), refl ected by diff erent values, communication styles, 
perceptions of appropriate gender roles, beliefs about parenting, and so on. Th ey 
must decide how to carry on their cultural or religious traditions with their 
children. Th ey must also enable their children to form a sense of identity 
(Crohn, 1995).

Th e number of interethnic and interfaith families has increased 
(Hitlin, Brown, & E lder, 2006). A ccording to the American  
Academy of Adolescent and Child Psychiatry (AACAP, 2011), 
research has shown that multicultural children do not diff er 
from other children in self-esteem, comfort with themselves, 
or number of psychiatric problems. Also, they generally have 
a tolerance for diversity even though some interracial families 
face discrimination in their communities. Some children re-
port teasing, whispers, or stares from others when with their 
families.

This grandparent teaches her 
 granddaughter how to use a toy.

Cengage Learning

This interethnic (racial) and interfaith 
 (religious) family is coping with the chal-
lenges of socializing a child by parents 
with different backgrounds, ways of doing 
things, goals, and so on. 

Rob Marmion/Shutterstock.com
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Adolescents from interethnic families develop racial self-identities within overlapping 
contexts, creating a sense of self that refl ects the social reality of their peer group, neigh-
borhood, or school. For example, some adolescents who appear to be White may gravitate 
toward White friends, while also claiming a minority racial category on a college applica-
tion to get special treatment (Hitlin, Brown, & Elder, 2006).

Stepfamilies
Because of the changing natur e of families, as well as budgetary constraints, the U.S. 
Bureau of the Census no longer pr ovides statistics on the number of childr en residing 
in stepfamilies. However, projections based on earlier data suggest that one out of thr ee 
Americans is now a stepparent, a stepchild, a stepsibling, or a cohabiting member of a  
stepfamily (Stepfamily Association of America, 2000).

Because of the increase in the number of stepfamilies, the concept of family needs  
reexamining, according to the Stepfamily Association of America. Institutions such as 
schools, hospitals, and courts must adapt to the special needs of stepfamilies (S tewart, 
2007). Most societal institutions have policies based on married families. Although they 
may be full-time parents to their spouses’ kids, stepparents, in many cases, have no legal 
rights. For example, if a child needs emergency surger y, hospitals almost always require 
the consent of a biological parent or legal guardian.

In addition to legal issues, psychosocial issues present special problems for the stepfam-
ily. Each family member has experienced the trauma of divorce, death, or separation from 
a parent or spouse. When a new family is formed, new problems are likely to arise. Th e 
impact of remarriage on a family is second only to the crisis of div orce (Hetherington & 
Kelly, 2002).

Th e interactions in stepfamilies are similar to those in any other family, which means 
they are sometimes tainted with anger, jealousy, value confl icts, guilt, and unrealistic ex-
pectations. One of the most common unrealistic expectations is the belief in instant love. 
Stepfamily relationships are, generally, instant; they do not evolve as they do in a family 
of orientation, where a child is born and grows.

Children in a stepfamily may feel abandoned by the noncustodial parent. Having to 
live with new rules and values, while still trying to deal with the old rules and values from 
both parents, places an enormous burden on the child. Also, the stepfamily often adds  
more children to the household. Th is involves adjustments in relating to new siblings. 
Th us, when families blend, all members are very much aff ected. In the early months of 
remarriage, there is likely to be less family cohesion, mor e poorly defi ned family roles 
and relationships, poorer family communication, less eff ective problem resolution, less 
consistency in setting rules, less eff ective disciplining, and less emotional responsiveness. 
Both stepmothers and stepfathers take a considerably less activ e role in parenting than 
do custodial parents (Bray, 1988, 1999). Even after two years, disengagement is the most 
common parenting style (Hetherington & Stanley-Hagan, 2002). Stepfamilies also may 
suff er from a lack of external support, fueled by a history of media myths—the wicked 
stepmother, the molesting stepfather (Rutter, 1994).

In general, families in which the custodial father remarries and a stepmother joins the 
family experience more resistance and poorer adjustment for children than do families in 
which the custodial mother remarries and a stepfather joins the family (Hetherington & 
Stanley-Hagan, 2002). Th e introduction of a stepparent may also strain the child’s rela-
tionship with the noncustodial parent. Remarriage often presents children with loyalty 
dilemmas that they are too inexperienced to solve (Francke, 1983). If they like the step-
parent, is that disloyal to their noncustodial parent? Or worse, will they lose the love of 
their biological parent? Does the noncustodial parent compete with the stepparent for the 
child’s loyalty by buying the child things or by “putting the stepparent down”? Does the 
child view the stepparent as usurping the biological parent’s role? (“She wants us to call 
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her ‘Mother.’ I won’t,” said a 10-year-old girl. “He can’t tell me what to do; he’s not my 
real father,” said a 7-year-old boy.)

Families in which both parents bring children from a previous marriage tend to be 
associated with the highest level of behavior problems (Bray, 1999). Th e addition of 
instant siblings to the family constellation is both bewildering and taxing to the chil-
dren (Francke, 1983; Rutter, 1994). For example, overnight the birth-order hierarchy 
may shift. Th e child who has been the oldest may inherit an older br other; the child 
who has been the youngest may inherit a baby sister. Children often compete for at-
tention, especially with the biological parent. Children who have diff ering histories of 
upbringing must now live under the same roof with new sets of rules. For example, 
children who were given choices at mealtime must now adapt to having to eat every-
thing that is put on their plates or “no dessert.” A child who has had to make his or her 
bed and clean his or her room now has to share a room with a child who has never had 
those responsibilities.

At least half of children living in stepfamilies are likely to face an additional strain— 
the birth of a half-sibling to their biological parent and the new spouse (Stewart, 2007). 
Not only is there yet another threat to securing parental love, but common sibling 
rivalry is intensifi ed by half- versus full-blooded relationships (Francke, 1983; Rutter, 
1994).

Th e complications in roles and relationships faced by the stepparents are evidenced 
by the increased risk of divorce among remarriages, especially those with children from 
a previous marriage. Whereas about 50 percent of fi rst marriages end in divorce, for 
second marriages the estimated div orce rate is 60 per cent (Stewart, 2007). Divorce 
is most likely to occur in r emarried families during the first fiv e years, the time in 
which the new stepfamily is trying to restructure and “refunctionalize” (Parke & Buriel, 
2006). After fi ve years, stepfamilies are as stable as married families of the same dura-
tion (Rutter, 1994).

In sum, the eff ect of remarriage on the child depends on several factors (Hetherington 
& Clingempeel, 1992; Hetherington & Stanley-Hagan, 2002):

Th e presence of additional stressors (moving, fi nances, stepsiblings) ■

Th e age, developmental status, and sex of the child ■

Th e quality of the child ’s relationship with both biological parents (custodial and  ■

noncustodial)
Th e quality of the child’s relationship with the stepparent and siblings ■

Th e temperament, personality, and emotional stability of the child and the parents ■

Th e availability of parent substitutes or other social supports for the child ■

Th e parenting styles of biological parents and stepparents ■

Th e availability of social supports for the parents ■

Families of Unmarried Parents
Marriage is a legal contract with certain rights and obligations. It is society’s institution 
for founding and maintaining a family. Families of unmarried parents include heterosex-
ual adults who choose to live together without legal sanction and homosexual adults who 
live together unwed (with exceptions in some states) because society, in general, doesn’t 
legalize their relationship. Such unconventional families are increasing (Stewart, 2007) 
and are discussed here because of their impact on children.

Unconventional families can give children love and stability, but it is more diffi  cult 
because of the general absence of community supports. What makes things more chal-
lenging for unconventional families is the fact that traditional rights and obligations  
are not necessarily expected or implemented. For example, fi nancial requirements for 

marriage a legal contract with 
certain rights and obligations
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support of children under age 18 ar e not legalized for the cohabiting par tner. Th e 
cohabitating partner is not automatically included in the child ’s school or social  
functions.

Most research on children growing up without a married mother and father reports 
a higher incidence of po verty, poor academic per formance, emotional or behavioral  
problems, and substance abuse (CDF, 2010; Patterson & Hastings, 2007). However, 
numerous factors are involved in the circumstances under which children are born to 
unmarried parents that aff ect developmental outcomes. Th ese factors include socioeco-
nomic status, relationship of biological parents to each other and to the child, relation-
ship of cohabiting adults (if not biologically related) to the child, child’s characteristics 
(age, temperament, cognitive development), mother’s and father’s characteristics (age, 
temperament, education, parenting style, history of substance abuse, domestic violence, 
and/or child abuse), relationships with other children in the household or family, ex-
tended family relationships, and neighborhood characteristics (safety, supports, services) 
(Stewart, 2007). What makes these factors more salient in unmarried households with 
children is the lack of legal sanctions that accompany the marriage contract to ensur e 
child protection.

Families of Same-Sex Parents
Families with same-sex parents are becoming more visible in society today (Patterson, 
2002, 2006). Most common are two lesbian women living together raising childr en of 
one or both from their previous relationships with men. Th ere are also lesbian relation-
ships in which one or both of the women becomes ar tifi cially inseminated or adopts a 
child, as well as two gay men living together with custody of their biological or adopted 
children. Th ere are bisexual and transgendered parents, too.

Many issues faced by families with homosexual par ents are similar to those faced  
in divorced, stepparent, and various custodial arrangements (Patterson, 2002). Accord-
ing to the American Academy of Child and Adolescent Psychiatry (AACAP, 2006a), 
these issues apply to families with bisexual and transgendered parents, too. Overriding 
these, however, is how the family manages the stigmatizing attitude of society. Gener-
ally (some  exceptions exist), society does not legally sanction homosexual marriages or  
families. Some cities and businesses, however, have implemented policies for domestic 
partnerships or civil unions; otherwise, housing, insurance benefi ts, emergency room 
visits, and school permission forms exclude the cohabiting partner.

Attitudes about homosexuality generally stem from one’s personal feelings about one’s 
own sexuality. Th ese attitudes include fear, disgust, indiff erence, and acceptance. Because 
of perceived negative attitudes, many homosexuals, especially those raising children, hide 
their relationship by pretending to be heterosexual (Goldberg, 2009). Being open about 
their homosexuality renders them vulnerable to discrimination and ostracism.

Children of those who are open about their homosexual relationship may be teased by 
other children (Gollnick & Chinn, 2008)—“Why do you have two mommies?” or “Your 
dad is a ——.” However, being secret, although arguably adaptive, is accompanied by 
the consequences of self-betrayal and disconnectedness from social support (Goldberg, 
2009). New associations must be continually evaluated regarding the safety of disclosure. 
Many homosexual parents fear they will lose custody of their children if their sexual ori-
entation is known (Patterson, 2009).

Research on children living with homosexual parents and their partners has focused 
on three fearful attitudes held by society in general: (1) that the childr en will become 
homosexual, (2) that they will be sexually molested, and (3) that psy chological damage 
will result from the stigma of being raised b y homosexuals. Th is research (Gartrell & 
Bos, 2010; Johnson & O’Conner, 2002; Patterson, 2006) has found no higher incidence 
of homosexuality among children raised by homosexuals than among those raised b y 
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 Ecology of the Family 91

 heterosexuals, nor have there been any reported incidents of sexual abuse; also, children 
reared by homosexuals are not necessarily more psychologically troubled than children 
reared by heterosexuals.

However, as children approach adolescence and become concerned about their iden-
tities and sexual orientation, any family deviations fr om the norm among their peers  
can be magnifi ed. Th e normal developmental changes that occur during adolescence,  
coupled with the problem of having to cope with a stigmatiz ed parent, can multiply 
the potential problems facing the adolescent and his or her family. Variables aff ecting 
the adolescent’s perception of the situation include his or her relationship with the bio-
logical parents, the partner, and friends; level of acceptance in the community; and self-
confi dence (Goldberg, 2009). 

Families of Adopted Children
Families adopt children for many reasons, including an inability to conceive, the desire 
to care for a child without the sanction of marriage, the desir e to care for a child with 
special needs (one who has been abused or neglected, has disabilities, or comes fr om 
another country), or the desire to make a foster care arrangement permanent. Regardless 
of the reason, the AACAP (2002b) recommends that the adoptive parent(s) tell the child 
about the adoption in a way the child can understand based on age and maturity . Th is  
enables the child to feel that his or her adoption was wanted b y the family and is a posi-
tive experience.

Adoptive parents need to be prepared for children’s interpretations of the adoption 
even years after the situation was explained (AACAP, 2002a). Th e child may create fan-
tasies about the bir th parents and may even deny the reality of the adoption (Pavao, 
2005). Th e child may believe he or she did something bad and was sent away . Some 
children believe they were kidnapped by the adoptive parent(s). In adolescence, when 
identity formation is a normal challenge, the adopted child faces mor e complex issues, 
such as whether to tell friends, whether to contact the birth parent(s), what medical his-
tory is relevant, and loyalty. Th e identity issues are even greater in transracial adoptions. 
Some other issues may be fear of abandonment, painful r eminders of identity at birth-
days, a need to grieve for what is perceived to be lost, and dealing with the unkno wn 
(Eldridge, 1999).

Dual-Earner Families
Studies on dual-earner families hav e expanded in scope and co verage during the 
2000–2010 decade (Bianchi & Milkie, 2010). A major trend was the increased diver-
sity of families and workplaces. Families increasingly diverged from the two-parent 
family with breadwinner father and homemaker mother to single parent, stepparent, 
kin, unmarried, and same-sex parent families. Workplaces became more expandable 
in terms of space and fl exible in terms of time. Work could take place anywher e a 
laptop could get Internet service, and 9 to 5 became 24/7. Th ese changes infl uenced 
workers’ home lives and the balance between work and family (Schieman, Milkie, & 
Glavin, 2009).

During the 2000–2010 decade, some studies showed that women’s allocation of time 
to paid and unpaid work (cooking, laundry, cleaning, shopping, repairs, and child care) 
had generally become similar (Sayer, 2005). However, despite the increase in fathers’ in-
volvement in the home, men still gravitated toward stereotypical male chores, and child 
care remained much more the purview of mothers than fathers, just as paid work hours 
remained longer for fathers (Craig, 2006). Even though, in general, workplaces became 
more expandable and fl exible, time confl icts between work and family remained (Jacobs 
& Gerson, 2004). Family demands, such as emergency r epairs, care of sick children, 
shared family activities, and involvement in children’s activities, often caused parents to 
have negative feelings, such as guilt, fr ustration, or anxiety (Bianchi & Milkie, 2010). 
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Th e lack of shared family time had consequences for children. For example, Crouter et al. 
(2004) found it to be related to risky adolescent behavior.

Maternal Employment and Child Well-Being 
One of the largest topics in the literatur e on dual-earner families continued to be the  
 relationship of parental employment, especially maternal employment, to child well-being 
(Bianchi & Milkie, 2010). Mother employment almost always improves the economic 
well-being of families with children, and often makes the diff erence between whether 
or not they can make ends meet. To the extent that mothers ’ working keeps children 
out of poverty and ensures that their basic material needs are met, it has important ben-
efi ts (FIFCFS, 2010). Other benefi ts of dual-earner families include personal stimulation 
for the mother (if she enjoys her job), a closer relationship between father and children 
 (because of his increased participation in family matters), and greater sense of responsibil-
ity for the children.

Reviews of the research on maternal employment (Bianchi & Milkie, 2010; Gottfried, 
Gottfried, & Buthurst, 2002; Hoff man, 2000) reveal that a variety of eff ects, depend-
ing on individual factors, r esult when a mother is emplo yed outside the home. Indi-
vidual factors infl uencing the impact of a mother’s employment are the age, gender, and 
temperament of the child; the socioeconomic status cultural orientation of the family;  
whether the mother works full or part time; age of the child when she became employed; 
the quality of the parents’ marriage; the mother’s satisfaction with her job; the father ’s 
satisfaction with his job; and the father’s involvement with the children and support of 
the mother.

Child-care arrangements constitute a mediating eff ect on the impact of maternal em-
ployment on the child. Brooks-Gunn, Han, and Walker (2010) examined the links be-
tween maternal employment in the child’s fi rst 12 months of life and cognitive, social, and 
emotional outcomes on the child at age 3, 4, 5, and 7. D ata was used from the fi rst two 
phases of the National Institute of Child Health and Development (NICHD) Study of 
Early Child Care (child care will be discussed in Chapter 5). Results showed some lower 
cognitive scores, as well as behavior problems at age 3, 4, 5, and 7 for childr en whose 
mothers who were employed during their fi rst year compared to children whose mothers 
stayed home. However, among children whose mothers went to work after their fi rst year 
of life, results were similar to children whose mothers worked part time or stayed home.

In general, employed mothers provide diff erent role models than do mothers who  
 remain at home. Also, employment aff ects the mother’s emotional state—sometimes pro-
viding satisfactions, sometimes stress, and sometimes guilt—and this, in turn, infl uences 
the mother–child interaction. When the mother is satisfi ed with her career and does not 
feel guilty about working, her relations with her children are similar to those of nonem-
ployed mothers who are content with their homemaking role.

One fi nding that has occurred frequently in various studies is that children of mothers 
employed outside the home, from kindergarten age through adulthood, have less stereotyped 
views of gender roles (Gottfried, Gottfried, & Buthurst, 2002; Parke & Buriel, 2006). Th ese  
views are infl uenced by the mother’s discussion of her work, as well as by the father’s partici-
pation in household tasks and child care.

Some evidence suggests that mothers employed outside the home use diff erent child-
rearing practices than do mothers not so employed, particularly in the area of indepen-
dence training. When mothers don’t feel guilty about leaving their children in order to 
work, employed mothers tend to encourage their children to become self-suffi  cient and 
assume household tasks at an earlier age (Hoff man & Youngblade, 1999).

Children aff ect the mother’s attitude about working and being a competent parent. A 
child’s diffi  cult temperament was found to be signifi cantly associated with mother’s work 
outcomes (quality of work and emotional rewards from combining work and family re-
sponsibilities) (Hyde et al., 2004). 

New times call for reformed ideas of roles 
in the family and in children’s socialization, 
as exemplifi ed by this young boy who is 
 cleaning the fl oor.

Marcel Mooij/Shutterstock.Com

A mother dropping her daughter off at day 
care before going to work.

Cengage Learning
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Functional Family Changes
Th roughout history, families have been changing in the ways they execute their various 
functions, including reproduction, socialization/education, assignment of social r oles, 
economic support, and nurturance/emotional support. Such changes in family function-
ing are adaptations to macrosystem infl uences, such as economics, political ideology, and 
technology.

Reproduction
Technological changes, such as birth control and reproductive assistance (donation of egg 
and sperm, in vitro fertilization, embryo transfer, surrogacy) have aff ected family size. 
Economics, too, has played a role. Many young people have chosen to postpone child-
bearing until they achieve fi nancial stability. However, delaying conception until the late 
30s aff ects fertility. Couples who have diffi  culty conceiving may then turn to technology 
for assistance or choose to adopt. In any case, family size has decreased in the past century 
compared to the past, when families had many childr en hoping some would survive to 
reproduce the next generation (FIFCFS, 2010).

Socialization/Education
Th e socialization/education domain of the family has decreased in the past century. Un-
til the 19th century, children were educated at home. Education consisted of religious 
teachings and training to work on the farm, to work in the family business, or to per-
form household chores. Th e Industrial Revolution provided work outside the home and 
farm for women and children as well as men. Th us, the family could no longer be to-
tally responsible for their children’s education and training for the adult world. Gradually, 
schools took over this function.

Th e public, or “common,” school emerged in the middle of the 19th centur y under 
the leadership of Horace Mann. Th e main rationale for compulsory, free public educa-
tion was that families could no longer socialize their children for a productive role in the 
increasingly complicated U.S. economy. Schools were expected to teach good work habits 

How are family 
functions affected 
by societal change?

Coping Strategies for Dual-Earner Families

Think of yourself as a household manager who delegates and supervises, rather  ■

than does.

Determine your priorities, as well as what is really essential—clothes ironed or a  ■

game played with the children.

Set aside routine “quality” time for your spouse and your children. For parents, unin- ■

terrupted time away from household and child-care duties will do. For children, any 
activity that raises the child’s self-esteem is quality time—for example, talking about 
their day, reading to them, or playing a game with them.

Establish traditions and rituals to which both parents and children can regularly  ■

look forward.

Schedule time alone, time to pursue an interest, time to refresh their energies. ■

Learn to say “no” sometimes. When invited somewhere or asked to help on a com- ■

mittee, you might respond, “Let me check and get back to you.” This response gives 
you time to evaluate the invitation and see if it fi ts in with other commitments to 
family members.

Advocate for family-responsive corporate policies such as leaves, fl exible work hours,  ■

job sharing, child-care support, and seminars dealing with work/family issues.

Note: The American Psychological Association gives “Psychologically Healthy Workplace Awards” 
(www.apapractice.org/apo/psychologically_healthy.html).

IN PRACTICE
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and basic reading, writing, and arithmetic skills, as well as form good character. Today 
many states require that, in addition to these basics, schools teach such topics as sex edu-
cation, substance abuse prevention, and anger management, things previously assumed to 
be the domain of the family.

Assignment of Social Roles
Social roles within the family are defi ned by which members perform what jobs, as well 
as the distribution of authority. Changes in family r oles over time, as discussed her e, 
 illustrate chronosystem infl uences.

Wife/Mother 
When the family was agrarian and self-suffi  cient, the wife was responsible for preparing 
food, making clothes, caring for the childr en, managing the house, caring for the ani-
mals, and cultivating the garden. Her husband had the authority in the family. When the 
economy began to change from agriculture to industry, and farms started to sell produce 
and animal products, men took over the responsibilities of making contacts for sales and 
transporting the goods, and the woman’s role diminished.

Industrialization provided an opportunity for the expansion of women’s roles, but few 
jobs were open to women initially. In the 19th and early 20th centuries in the U nited 
States, women were usually employed only as seamstresses, laundresses, maids, cooks, 
housekeepers, governesses, teachers, and nurses. Not until World War II did this pattern 
change. Today, more than half of all mothers with children under 18 are employed out-
side the home, occupying work roles similar to men.

Husband/Father
Traditionally, a man was responsible for economically supporting his wife and children; 
a wife was responsible for maintaining the household. Th is division of labor betw een 
husband and wife aff ected their parental roles (Mintz, 1998). In colonial families, chil-
dren learned appropriate gender roles from both father and mother, because there was no 
sharp split between work and home. In 19th-century families, however, mothers assumed 
more child-rearing tasks because fathers worked in industry and were away from home 
much of the time.

Today, the role of father is being redefi ned by technological and ideological changes 
in our society. In many families, men are assuming more household and child-care re-
sponsibilities (Parke, 2002; Tamis-LeMonda & Cabrera, 1999). Th is is especially true in 
families in which the mother is employed. It is also true in cases where the parents are di-
vorced and the father has custody, or partial custody, of the children. Today, many fathers 
are active participants in the socialization of their children.

Children 
In preindustrial times, children contributed to the family work by helping adults on the 
farm, in the business, and in the home. Today, most adult family members work for pay 
outside the home and children rarely work at all. Work and family life are separate enti-
ties. Families have become consumption units rather than pr oduction units. Children 
used to be an economic asset, contributing to the family by doing chores or contributing 
wages earned outside the family. Now they have become an economic liability; they not 
only have to be sheltered, clothed, and fed until age 18 but have to be educated as well. In 
dual-earner families, the cost of child care must be added to the economic liability. Not 
only are children expensive to raise, but most cannot be counted on to provide economic 
support when their parents reach old age.

Authority Patterns
Authority patterns in the family can be traced back in time. Similar to families in the Bib-
lical era and ancient Rome, families in colonial America were patriarchal and extended. 

How has the 
balance of power 

changed?
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Th e father was responsible for not only the economic survival of the family, but the so-
cialization of the children as well. It was not until the 20th century that mothers gained 
status as family providers, infl uenced by political events. Th eir help was needed in the  
workforce while many men were engaged in the war eff ort (Coontz, 1997). It took imple-
mentation of the Civil Rights Act of 1964, which outlawed racial and gender discrimi-
nation, for women to gain more equal authority in the workplace and, consequently, at 
home. Now authority patterns in many families approach an egalitarian pattern, or some 
sort of collaborative one negotiated between the parents, with the father responsible for 
some tasks and the mother for others (Kaslow, 2001).

Economic Support
A major function of the family r emains the economic support of its members, but the  
scope of this responsibility has changed, as well as which family members contribute.

Until the 18th centur y, most American families w ere extended. Th ey owned and 
occupied farms and plantations that were self-suffi  cient, producing most of what the 
family needed. Families built their own houses, grew their own food, and made their 
own furniture and clothing. Th ings the family needed but did not produce were usually 
obtained through barter. Th ese early American families were economic units in which 
all members, young and old, played important productive roles. Th us, children were 
essential to the prosperity of the family. Th e boys helped cultivate the land and harvest 
crops; the girls helped cook, se w, weave, and care for domestic animals and y ounger 
children.

During the 19th century, farm families had begun raising crops to sell, using the pro-
ceeds to buy goods produced by others. Th us, families gradually became less and less self-
suffi  cient. As industries grew, family members began to work for wages in factories and 
businesses. Money, then, became the link between work and family. Th e nuclear family 
became more common as houses were smaller and family providers had to be willing to 
move to where the work was (Coontz, 1997).

Today, most families require the economic contributions of both parents in order to 
aff ord food, clothing, shelter, services, and other goods needed for themselves and their 
children.

Nurturance/Emotional Support
Th e nurturing and emotional support function of families for the young (and sometimes 
the old) has remained fairly stable, but the range of the car egiving has diminished. For 
example, as medicine advanced, the family turned to doctors and nurses to provide health 
care. In the 19th century, health care as we know it today did not exist. Th ere were no 
preventive inoculations (except for smallpox in the latter part of the century), no clin-
ics, few hospitals, few medications, and doctors were few and far between. Th e sick were 
cared for by their families, as were the elderly. Today, we have insurance plans to cover 
costs of long-term care in residential facilities; we have disability plans; we have hospices 
to care for the dying. Because of the expense of caregiving outside the family, however, 
the importance of multigenerational bonds and links to extended kin needs to be r eas-
sessed (Bengston, 2001).

Macrosystem Infl uences on Families, 
Socialization, and Children
Specifi c eff ects of macrosystems (socioeconomic status, cultural orientation, and religious 
orientation) on socialization are examined to better understand how larger contexts can 
aff ect the way family systems operate.

How has economic 
responsibility for 
family functioning 
changed?

How has family 
nurturance and 
emotional support 
changed?

How do features of 
the macrosystem 
infl uence the 
socialization of 
children?
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Socioeconomic Status
All societies have their own ways of ranking people, and they diff er in the criteria used for 
placing people in certain classes or statuses. Th e term socioeconomic status (SES) gener-
ally refers to one’s rank or position within a society, based on social and economic fac-
tors. Some societies, however, include inherited factors and stratify members by ascribed 
 status; that is, family lineage, gender , birth order, or skin color determines a person ’s 
class. For example, in the British royal family marriages are expected to occur only with 
members of the nobility (there have been a few exceptions, however), and the fi rstborn 
son is automatically heir to the throne.

Other societies stratify members according to achieved status—that is, education, oc-
cupation, income, and/or place of residence determine an individual’s class. Th e United 
States exemplifi es a society in which status can be attained b y achievement—Abraham 
Lincoln, the 16th president of the United States, was the son of a farmer . Academic 
achievement, trade skills, and athletic talent enable some youths from lower-class families 
to attain high status.

Traditional societies, those that rely on customs handed down from past generations 
as ways to behave, tend toward ascribed status for stratifi cation; modern societies, those 
that look to the present for ways to behave and are thus responsive to change, tend toward 
achieved status. Stratifi cation is based on the importance of individuals’ contributions to 
a particular society’s ability to function. For example, one person makes jewelry; another 
sells shoes; another is a doctor. Jewelry may be important to those who can aff ord it; shoes 
may be necessary for those who require foot protection; a doctor contributes to the well-
being of everyone in the society. Th us, people in societies are not equally dependent on 
one another; some people are therefore more important to society than others and so are 
ranked higher in terms of social class or status. How a society stratifi es or ranks people in 
social classes is shown by income earned and prestige acquired. In the United States, doc-
tors are ranked high, whereas salespeople are ranked low.

It is more diffi  cult for people to change their rank, or social class, in societies using  
ascribed criteria than in societies using achieved criteria. In societies using ascribed crite-
ria, however, it is possible for achievements to change a person’s ranking. For example, a 
person born into a lower-class family could become a soldier or a priest and ther eby at-
tain higher status. In contrast, in societies using achieved criteria, individuals’ ascriptions 
(conditions of birth) aff ect their status. For example, those born into upper-class families 
will receive a head start on achievement because of their families’ ability to educate them, 
live in certain neighborhoods, and buy certain material things.

When statuses are ascribed, roles are set in tradition. In other words, when one is born 
into a certain status, children are socialized primarily by modeling their elders and being 
instructed in the traditional ways. When statuses are achieved, however, as is the case in 

modern societies undergoing change, “the established system for assigning individ-
uals to recognized statuses may break down. Wholly new statuses may come 

into existence” (Inkeles, 1969, p. 616). Th us, in societies that stratify by 
achievement, members may fi nd themselves inadequately socialized to 

play the roles of the statuses they seek or have been assigned. For ex-
ample, farmers who want to be competitive and profi table have to 

seek more technical knowledge than they learned from their par-
ents. Society must then compensate for gaps in socialization by 
the family and rely on other institutions, such as the school or 
business, to prepare individuals for their new roles. Farmers 
may choose from courses such as plant pathology, genetics, 
animal husbandry, and economics for further expertise.

According to sociologist William Goode (1982), it is the 
family, not just the individual, that is ranked in society ’s 
class structure. Th is is an illustration of the macr osystem’s 

On what basis 
are families 

ranked in 
society?

socioeconomic status r ank or 
position within a society, based 
on social and economic factors

ascribed status social class, 
rank, or position determined by 
family lineage, gender, birth order, 
or skin color

achieved status social class, 
rank, or position determined by 
education, occupation, income, 
and/or place of residence

traditional society a society 
that relies on customs handed 
down from past generations as 
ways to behave

modern society a society that 
looks to the present for ways to 
behave and is thus responsive to 
change 

This child learns the traditional skill of 
weaving as her mother supervises and 
provides help when necessary.

Paul Conklin/PhotoEdit
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Social Class and Diversity
Sometimes, socioeconomic status is assumed to be r elated to ethnicity. However, stud-
ies have found that socioeconomic status actually exerts more infl uence on socialization 
than does race (Lareau, 2002; Patterson & Hastings, 2007). For example, Lareau (2002) 
found both White and Black middle-class parents made deliberate and sustained eff ort 
to stimulate children’s cognitive and social development; whereas both White and Black 
lower-class parents viewed children’s development as spontaneously unfolding as long as 
they were loved and cared for. Th us, diff erent social classes (see Table 3.1 for descriptions) 
have diff erent aims and methods of socialization, which, in turn, lead to diff erent devel-
opmental outcomes for children, as discussed in the following paragraphs.

Upper Class 
In upper-class families, the child is generally regarded as the carrier of the family’s name, 
its heritage, and its status. Th e family is able to bear the maximum costs of child r earing 
(material goods, private schooling, setting up in business or career). Socializing children 

How does 
socioeconomic 
status infl uence 
socialization?

Investors
Heirs
Executives

Upper managers
Professionals
Medium-sized
business owners

Typical Occupations Typical Incomes

Lower managers
Semi-professionals
Craftsmen, Foremen
Non-retail sales

Low-skill manual
Clerical
Retail sales

Lowest-paid manual,
retail, and service
workers

Unemployed or part-time
menial jobs, public
assistance

Capitalist class

Middle class

Working class

Underclass

1% $2.0 Million

$150,000

$70,000

$40,000

$25,000

$15,000

14%

30%

30%

13%

12%

Upper middle class

FIGURE 3.5 Social Class Structure in the United States
Children are socialized in the social class of their parents, establishing their “life chances.”
Source: Gilbert, D. (2008). The American class structure in an age of growing inequality (7th ed.). Thousand Oaks, CA: 
Pine Forge/Sage, p. 13.

infl uence on a child’s development, because the social class and status of the family help 
determine an individual’s opportunities for education and occupation, as w ell as for 
social interaction. Th e members of the community in which the family liv es, the chil-
dren’s friends, and the guests invited to the home generally come fr om the same social 
class. Even though U.S. citizens play down the existence of social classes, social scien-
tists recognize that diff erent groups in our society possess unequal amounts of money, 
prestige, infl uence, and “life chances” (Bornstein & Bradley, 2003). Despite its egali-
tarian principles, the United States has been widening the gap between rich and poor 
(U.S. Bureau of the Census, 2009a). See Figure 3.5 for a distribution of social classes in 
the United States.
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98 CHAPTER 3

in upper-class families to be responsible and to achieve is a challenge when such children 
already “have everything.” Pressures to conform to family standards come not only from 
the nuclear family, but from the extended family (even the dead relatives) as well: “What 
would Grandfather Smith say?” Upper-class families often employ in-home caregivers. 
According to a study by Wrigley (1995) in Los Angeles and New York, many of the care-
givers hired by upper-class families are poor women with little formal education who  
immigrated from developing countries in Latin America and the Caribbean. Often their 
values and beliefs about how children should be raised diff er from those of the parents 
who employ them. Even though the parents provide instruction, the life experiences of 
the caregivers make implementation diffi  cult.

Middle Class 
In socializing children, middle-class parents are more likely to use reasoning and non-
physical forms of discipline (Bornstein & B radley, 2003; Parke & Buriel, 2006). Th ey  
tend to emphasize conformity to “what people will say” or “how it would look.” Chil-
dren are usually taught early to look to ward the future. (“Eat your vegetables so you’ll 
grow big and strong,” “When you can use the potty, you’ll be able to wear big-boy pants 
like Daddy instead of diapers.”) Middle-class parents try to cultivate and foster children’s 
 talents through organized activities (Lareau, 2002).

Table 3.1  Social Class Descriptions

The following descriptions apply to the majority of people in a given socioeconomic class, but not 
to every person in the class (Gilbert, 2008; Macionis, 2009). 

Upper Class Inherited wealth, family tradition of social prominence extending back 
several generations 
Authority patterns—emphasis placed on extended family (often either 
patriarchal or matriarchal)
Preparation for adult roles—appropriate child rearing for status, for-
mal schooling for high-status occupations (medicine, law, or business), 
generally attend private schools and prestigious private colleges

Middle Class Composed of business executives and professionals (upper-middle 
class), and salespeople, small-business owners, contractors, craftspeo-
ple farmers
Earned status by achievement (education and/or hard work 
Authority patterns—emphasis placed on nuclear family (ties still 
maintained to extended family), egalitarian
Preparation for adult roles—high value placed on achievement, 
respectability, and harmonious interpersonal relationships; educa-
tion and ability to get along with others considered essential to adult 
success

Lower Class Generally composed of semiskilled and unskilled workers 
Authority patterns—emphasis placed on extended family (close ties 
with  relatives are maintained), patriarchal patterns more common 
(except where father is absent), distinction between male and 
female roles
Preparation for adult roles—emphasis on respect for elders and 
 importance of survival (class most affected by economic fluctua-
tions), many experience being in debt, being laid off and/or being on 
 welfare, children expected to help the family rather than further their 
own education (some don’t complete high school)

Underclass Differs from other classes in degree of hopelessness regarding upward 
mobility (stuck at the bottom of the social structure, perceive little 
chance of ever escaping from poverty)
Composed of female-headed families, homeless alcoholics, drug 
users, mentally ill individuals who have been “deinstitutionalized,” 
destitute elderly individuals, illegal aliens, rural families from econom-
ically  depressed areas, those who cannot get an adequate education, 
job, or housing

30960_ch03_ptg01_hr_071-112.indd   9830960_ch03_ptg01_hr_071-112.indd   98 8/31/11   7:43:44 PM8/31/11   7:43:44 PM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



 Ecology of the Family 99

Middle-class children are exposed to diff erent language and cognitive experiences than 
are lower-class children. Th e structure and syntax of language used b y the middle and 
upper classes is far more complex than that used b y the lower class. For example, “I’d 
rather you made less noise, dear” might be what a mother from the middle class would 
say to her boisterous child, whereas “Shut up!” might be what a mother from the lower 
class would say (Bernstein, 1961; Hoff , Laursen, & Tardiff , 2002). Concept development 
is related to language development in that the use of complex language indicates a more 
abstract, as opposed to concrete, perception of reality. Th us, the child from a middle-class 
family learns the abstract meanings of words like rather and less; the child from a lower-
class family gets a simple, concrete message, directly to the point.

Lower Class 
Children from lower-class families are often identifi ed in school as slow learners, aggres-
sors, and truants. Studies comparing the relative intelligence of children from high- and 
low-socioeconomic-status families show that those from high-status homes score higher 
on IQ tests and achievement tests than do children from low-status homes (Ackerman, 
Brown, & Izard, 2004). Th e diff erences in intellectual, emotional, and social competence 
are more marked in later childhood and adolescence than in early childhood (Novotney, 
2010; Sobolewski & Amato, 2005). Why is this so?

Social class membership begins exerting its infl uence before birth and continues until 
death (Conger & Dogan, 2007). Health care and diet of the mother aff ect the birth of 
the child. Th e incidence of birth defects is higher in the lower classes than in the middle 
and upper classes. Economic pressure and lack of opportunities aff ect the mental health 
of the lower-class family, as well as determine socialization practices (Parke & Buriel, 
2006). Lower-socioeconomic-status parents have been found to be more dominant, con-
trolling, and punitive than higher-socioeconomic-status parents, who have been found 
to be more verbal and democratic and to use various techniques. Economics, or lack of 
money, prevents lower-social-class parents from using an allowance as a reward. Children 
from lower-class families often cannot be sent to their r ooms as a punishment, because 
there may be no room they can call their own to which they can be sent. Neither can such 
children have privileges removed for noncompliance, such as going to the mo vies, be-
cause they do not have those opportunities anyway. Th us, lower-class families frequently 
use directives and physical punishment for noncompliance, whereas middle- and upper-
class families use reasoning and have more options available for reward and punishment 
(Conger & Dogan, 2007).

Underclass Children 
Th e underclass, in essence, represents a contradiction to the concept that social mobility 
is available to anyone in America who is willing to wor k hard enough for it. How 
the underclass developed and what should be done about it r emain debated 
issues among social scientists and public policymakers. Th e problems for 
underclass children include exposure to drugs and AIDS, child abuse, 
poor housing or homelessness, crime, insuffi  cient health care, infe-
rior education, insuffi  cient child-care programs and other commu-
nity services, and economic dependency on government (CDF, 
2010). Th e federal government’s response since 1996 has been 
to provide Temporary Assistance for Needy Families (TANF) 
while the parent(s) get job training and learn coping skills to  
become self-suffi  cient. Funds are available for intervention 
programs including parent education and quality child care 
(to be discussed in Chapters 5 and 10). Th ese programs play 
a signifi cant role in the developmental outcomes for under-
class and lower-class children (Novotney, 2010). 

Having too many responsibilities without 
adequate resources negatively impacts 
the present and future opportunities for 
parents and their children.

Tony Freeman/Photo Edit
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100 CHAPTER 3

Social Class Socialization Theories
Various theories have been advanced to explain social class contrasts in behavior, as well 
as in intelligence and competence. To be comparable, theories on socioeconomics must 
agree on an operational defi nition (one that contains terms that are identifi able and can 
be researched). Oakes and Rossi (2003) propose that socioeconomic status be defi ned in 
terms of:

 1.   Material, or fi nancial, capital (economic resources)—exemplifi ed by the fi nancial 
resources the parent provides for the child’s well-being, including enriching edu-
cational experiences 

 2.   Human capital (knowledge and skills)—exemplifi ed by the advanced education of 
the parent, which may infl uence his or her approach to socialization in regard to 
the priority placed on academic achievement along with the assistance he or she 
provides for school work.

 3.   Social capital (connections to, and the status and power of, individuals in one’s so-
cial network)—exemplifi ed by the parent’s occupational status that may increase 
his or her capacity to be a mentor for success in the world of work, as well as serve 
as a link to important social resources in the community.

Social Selection Theoretical Model of Socioeconomics 
One group of theories can be characteriz ed as having a  social selection perspective. Th is  
theoretical model hypothesizes that individual characteristics of parents, based on genes, 
personality dispositions, and physical traits, will predict their degree of achievement in 
terms of educational attainment, occupational status, and income (the major indicators  
of social class). In other words, it is the parents’ genes, rather than socioeconomic status, 
that ultimately infl uence the life experiences of the children (Mayer, 1997).

Social Causation Theoretical Model of Socioeconomics 
Th e other group of theories can be categorized as having a social causation perspective. It 
has been documented that social class aff ects the socialization strategies of parents and, 
consequently, impacts the development of children (Conger & Dogan, 2007). 

Th ere are two major social causation models to study the eff ects of socioeconomic sta-
tus, as well as to develop ways of mediating them. One is the family stress model (FSM) 
(see Figure 3.6), which proposes that economic diffi  culties have an adverse eff ect on par-
ents’ emotions, behaviors, and relationships, which, in turn, negatively infl uence their 
socialization strategies (Conger & Conger, 2002). Th e FSM analyzes the stress-inducing 
properties of low socioeconomic statuses and their consequences. Th e second approach 
is the extended investment model (EIM) (see Figure 3.7), which focuses on the ways in  
which the resources possessed by families in higher socioeconomic statuses increase the 
tendency and ability of parents to promote the well-being and abilities of their children. 
Th e EIM assumes that parents from higher, compared to those from lower, socioeco-
nomic statuses, have greater economic (such as income), social (such as occupational  
status), and human (such as education) capital. Examples of how such capital directly 
impacts children include having an adequate standard of living (housing, clothing, food, 
health care, and so on), providing learning materials in the home, having direct parent 
stimulation or supportive specialized trainers, and residing in a community environ-
ment that provides resources for the developing child such as parks, libraries, museums, 
and activities.

Th us, understanding the variables and linkages in the social causation model of the 
relationship between socioeconomic status, socialization, and child outcomes enables 
communities to develop intervention programs. For example, in her book  Common 
Purpose, Lisbeth Schorr (1997) describes suppor t programs that have strengthened 
families and neighborhoods in the United States. For example, a program called Youth 

operational defi nition 
contains terms that are 
identifi able and can be 
researched 
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Build,  begun in Harlem, New York, recruits adolescents from poor families to build 
and renovate low-cost housing. Th e youth are trained by journeymen in construction 
skills and the personal habits and qualities that contractors seek in entr y-level work-
ers. Th ey also attend school and are trained in leadership skills that, together with job 
skills, will help them rebuild their own lives and provide them with the prospect of 
moving out of the lower class. What makes Youth Build successful is the caring sup-
port and commitment of its staff , as well as the sense of family and community among 
its members.

FIGURE 3.7 The Extended Investment Model of Resources and Socialization
Source: Conger, R. D., & Dogan, S. J. (2007). “Social Class and Socialization in F amilies.” In J . E. Grusec &  
P. D. Hastings (Eds.), Handbook of socialization: Theory and research. New York: Guilford, p. 444.

Parent and
Caregiver
Education

Parent and
Caregiver

Occupation

Family
Economic
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Socialization
Goals, Practices,
and Investments

in Children

Child and
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Competence
and Success

Caregiver’s
Emotional
Distress

Economic
Hardship

Economic
Pressure

Child and
Adolescent
Adjustment

Disrupted
Parenting

Caregiver
Conflict and/or

Withdrawal

FIGURE 3.6 The Family Stress Model of Economic Hardship and Socialization
Source: Conger, R. D., & Dogan, S. J. (2007). “Social Class and Socialization in F amilies,” In J . E. Grusec &  
P. D. Hastings (Eds.), Handbook of socialization: Theory and research. New York: Guilford, p. 438.
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Cultural Orientation and Diversity
As discussed previously, culture is a macrosystem. One’s cultural heritage involves the 
learned behavior, including the history, language, traditions, rituals, customs, beliefs, at-
titudes, morals, and values, shared by members of a social gr oup (generally ethnic) to 
which that person belongs. Th e U.S. Census Bureau reaffi  rms the ascribed concept of race 
and ethnicity every 10 years (even though there is no scientifi c basis for such classifi ca-
tion) (Bugental & Grusec, 2006). Th e census classifi cations are signifi cant in that federal 
programs, such as school and community development grants, scholarships, affi  rmative 
action, and homeland security, are all based on the ascribed, or inherited, characteristics 
of ethnic groups.

Since this book deals with socialization goals, agents, methods, and outcomes, focus-
ing on the learned cultural values of various groups and how they aff ect behavior is more 
relevant than comparing ethnically ascribed characteristics and their social or psy cho-
logical consequences (which tends to be ster eotypical). However, a general fi nding, re-
ported by adults working with children and youths, is that children of color face more 
obstacles than white counterparts. Th ese obstacles included access to high-quality health 
care, education, safe neighborhoods, and adequate support from communities where they 
live (W. K. Kellogg Foundation, 2010). Th us, in reality, race and ethnicity have socially 
constructed meanings based on stereotyping and prejudice, which aff ect developmental 
outcomes (Quintana et al., 2006).

Tonnies (1957), a German sociologist, compared the cultural values of diverse groups 
that shared a common heritage, explaining that diff erences in behavior are related to how 
each group adapts to political, social, and economic changes in society. He classifi ed groups 
according to gemeinschaft characteristics (corresponds to low context) on one end of the 
spectrum, and gesellschaft characteristics (corresponds to high context) on the other.

 ■ Gemeinschaft groups 
Interpersonal relationships ■ —Communal, cooperative, close, intimate, and  
informal. 
Authority patterns ■ —Autocratic, established hierarchy with ascribed rights and ob-
ligations dispenses social sanctions and has political control, customs of the com-
munity are adhered to and respected, personal opinions and beliefs are private.

What role does 
cultural heritage 

play in how families 
interact with 

children?

gemeinschaft comm unal, 
cooperative, close, intimate, 
and informal interpersonal 
relationships

What Are the Implications of Socioeconomic Status 
 Research for Professionals?
Delaying gratifi cation. Professionals can provide children feedback on their behav-
ior with cues or specifi c instructions and tangible, immediate rewards, such as small 
tokens (stickers, toys). For example, “You must do well in school so that y ou’ll get a 
good job” or “You must take turns on the slide so the others will be your friends.”

Socializing methods. Professionals can set standards (in advance) with reinforce-
ment for compliance and consequences for noncompliance. For example, “We use 
our words to tell someone our angry feelings.” “When I hear words, I will give you a 
sticker.” “We do not hit anyone. If you hit someone, you get a warning; if you hit some-
one again, you will have to sit in the hall outside the room for fi ve minutes.”

Enhancing unique qualities of individuals. Professionals can enhance those as-
pects of class socialization that make the individual a unique, contributing member 
of society (helpfulness of kin, responsibilities given to children, ability to cope with ad-
versity) while addressing those aspects of class socialization that hamper personality 
development (limited language, experiences, and cognitive stimulation).

IN PRACTICE
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 Ecology of the Family 103

 ■ Gesellschaft groups

Interpersonal relationships ■ —associative, practical, objective, and formal. 
Authority patterns ■ —Democratic, public discussions and consensus established so-
cial sanctions and political control, fairness and equal rights are emphasized.

Gemeinschaft and gesellschaft concepts applied to community relations will be discussed 
further in Chapter 10.

Because families are embedded in larger social groups, such as ethnic or religious com-
munities, they can be similarly categorized, albeit generally, as cooperative/interdependent 
(collectivism) on one end of the spectr um (more likely found in gemeinschaft, or high-
context, societies) and competitive/independent (individualism) on the other end (more 
likely found in gesellschaft, or low-context, societies). Collectivism emphasizes interde-
pendent relations, social responsibilities, and the well-being of the group—“fi tting in”; 
individualism emphasizes individual fulfi llment and choice—“standing out” (Trumbull 
et al., 2001). Collectivism includes a “we” consciousness, group solidarity, sharing, du-
ties and obligations, group decisions, and particularism or partiality toward group mem-
bers; individualism includes an “I” consciousness, autonomy, individual initiative, right 
to privacy, pleasure seeking, and universalism or impartiality toward group members 
( Hofstede, 1991). About 70 percent of the world’s cultures could be described as collec-
tivistic (Trumbull et al., 2001).

Th ere are many minority cultures represented in the United States (aggregately re-
ferred to as “people of color”), and not all have the same status and power as the major-
ity (White, Anglo-Saxon, Protestant, or Euro-American), even though equality is a value 
subscribed to in the United States. Being socialized in a family of a diff erent cultural 
orientation from that of the school, which r epresents the majority orientation, can be  
problematic for the child (Trumbull et al., 2001). Table 3.2 outlines some areas of diverse 
socialization patterns, keeping in mind that there is variation within groups.

Cultural Orientation and Socialization Differences
Part of one’s cultural orientation involves norms—the rules, patterns, or standards that 
express cultural values and refl ect how individuals are supposed to behave. Some dimen-
sions of diff ering cultural behavioral patterns were introduced in Chapters 1 and 2. Th is 
discussion examines cultural norms from the perspective of variations in human ways 
of adapting. In the 1960s, Florence Kluckhohn (1961; Kluckhohn & Strodbeck, 1961) 
developed a way of analyzing the seemingly limitless v ariety of cultural lifestyles. She 

gesellschaft associativ e, 
practical, objective, and formal 
interpersonal relationships

collectivism emphasis on 
interdependent relations, social 
responsibilities, and the well-being 
of the group

individualism emphasis on 
individual fulfi llment and choice

norms rules, patterns, or 
standards that express cultural 
values and refl ect how individuals 
are supposed to behave

Table 3.2  Some Areas of Diverse Socialization Patterns in the United States

Socialization Areas

Majority Cultural Orientation 
 (“Gesellschaft,” Low Context, 
Individualism)

Minority Cultural Orientation 
 (“Gemeinschaft,” High  Context, 
Collectivism)

Interpersonal Competition and individual accomplishment; 
take risks; active learning style

Cooperation and group relationships; save 
face; passive learning style

Orientation 
Toward Time

Plan for the future, work and save now for a 
 better future for yourself; efficiency, punctuality, 
time should not be “wasted”

Focus on the present, trust that the future will be 
provided for; units of time are undifferentiated; 
value the past, tradition, and ancestors

Valued Personality Busy, materialistic, practical, assertive Relaxed, spiritual, emotional, quiet

Relationship of Humanity 
to Nature

Control nature, use science and technology to 
“improve” nature

One with nature, respect and live with nature; 
belief in fate

Most Cherished Values Independence, individual freedom, 
achievement

Dependence, loyalty to the group and 
tradition

Source: Kluckhohn, 1961; Maehr, 1974; Thiederman, 1991.
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suggested that there are fi ve basic questions that humans in all places and cir cumstances 
must answer. Th ese questions greatly help our understanding of cultural div ersity and 
socialization:

 1. How do humans relate to each other? Do relationships have an individualistic 
orientation, where importance is placed on what one accomplishes and on personal rights 
and freedom? Or is importance placed on belonging to a group, such as family, peers, or 
community (a collectivistic orientation)? Th e Euro-American norm generally, as exempli-
fi ed by the Bill of Rights, is personal freedom, whereas the Japanese norm generally, as 
exemplifi ed by family loyalty, is commitment to the group.
 2. What is the signifi cant time dimension? Is it past, present, or future? Some cul-
tures associate time with religious beliefs; for example, they liv e each day as it comes,  
believing that God will provide for the future. Other cultures, such as Euro-American, 
generally associate time with progress, and therefore generally plan for the future, even 
though it may require sacrifi ce in the present. Still others view the concept of time as  
subordinate to activities and interactions instead of dominating them. For example, some 
groups may approximate when an event will start or end (the par ty takes place when 
everyone gets there), whereas Euro-Americans generally tend to put events on a precise 
schedule (the party takes place from 8:00 to 12:00).
 3. What is the valued personality type? Is it simply “being”? Is it “being in becom-
ing”? Or is it “doing”? Some groups believe that a person “is being in becoming”—that 
one’s deeds in this life determine the quality of one’s next life. Euro-Americans generally 
stress “doing” to enhance the quality of one’s present life.
 4. What is the relationship of humans to nature? Are humans subjugated to na-
ture? Are humans seen as existing in nature? Do humans have power over nature? Western 
cultures generally assume that nature can be controlled. An example is our use of pesti-
cides, irrigation, and various other technologies that make farming more effi  cient. Some 
other cultures, however, are taught that land and all that grows on it are only lent, to be 
cared for and shared, not exploited.
 5. What are the innate predispositions of humans? Are they evil? Neutral? Good? 
If one believes that humans are essentially bad, one assumes that the child ’s will must 
be broken and tends to use punitive and controlling measures to socialize the child—as 
was done by Calvinist and Puritan parents, for example. If one believes that humans are 
neutral (neither good nor bad), one assumes that the child can be molded and shaped b y 
experiences provided by the adult. Th is philosophy was advocated by British philosopher, 
John Locke (1632–1704). If one believes that humans are essentially good, one assumes 
that the child will seek out appropriate experiences and develop accordingly. Jean Jacques 
Rousseau (1712–1778), a French philosopher, advocated such a belief.

Religious Orientation and Socialization Differences
Religion is a “unifi ed system of beliefs and practices relative to sacred things, uniting into 
a single moral community all those who adhere to those beliefs and practices”  (Durkheim, 
1947, p. 47). Understanding some basic purposes of religion also helps us be more sensi-
tive to diversity.

According to the U.S. Religious Landscape Survey (Pew, 2007), 78.4 percent of adults 
report belonging to various forms of Christianity, about 5 percent belong to other faiths, 
and 16.1 percent are not affi  liated with any particular religion. See Table 3.3 for more 
details. For information about religious beliefs and practices, as well as social and political 
views, go to http://religions.pewforum.org/reports. 

Religion is a macrosystem in that it infl uences patterns of gender roles, sexual behavior, 
marriage, divorce, birthrates, morals, attitudes, and child rearing. It also may aff ect one’s 
dress, dietary habits, alcohol consumption, health care, and social interactions, including 
ethics (Gollnick & Chinn, 2008).

What role 
does religion 

play in life?

religion a unifi ed system of 
beliefs and practices relative to 
sacred things
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Generally, religion provides people with “a way of facing the pr oblems of ultimate 
and unavoidable frustration, of ‘evil,’ and the generalized problem of meaning in some 
nonempirical sense, of fi nding some ultimate why” (Williams, 1960, p. 327). Religion, its 
followers, and its infl uence on nonreligious dimensions of human life will likely continue 
as a signifi cant force in American society (Greely, 2001).

Religion infl uences socialization in that it has been one of the major infl uences on 
human thought and behavior throughout history. It has profoundly aff ected individuals, 
families, communities, and cultures. It has motivated people to behave morally, philoso-
phize about life’s purpose, and speculate about an “afterlife.” It has stimulated techniques, 
such as prayer, ritual, and meditation, by which believers can fi nd psychological comfort. 
It has been an inspiring force in architecture, art, music, politics, business, health care, 
social work, and education (Fontana, 2003).

If the family subscribes to an organized religion, at birth children are often inducted 
into it via a public naming cer emony. Th e family’s religious beliefs determine what is  
selected from the environment to transmit to the child. Th e family also interprets and 
evaluates what is transmitted. For example, Roman Catholics believe in strict obedience 
to authority and do not believe in divorce or birth control. Th us, children from Roman 
Catholic families are brought up to obey their parents and the church. Th ey are also reared 
to believe in the sanctity of marriage and to believe that sex is for producing children.

Not only does religion infl uence families and their socialization of childr en, but it 
infl uences the community as well, in respect to values and behavior. Th e dominant re-
ligious group in the United States (Protestants) has undoubtedly infl uenced the politi-
cal and economic foundations of our country (Weber, 1930). Th e Protestant ethic is a 
religiously derived value system that defi nes the ideal person as individualistic, thrifty, 
self-sacrifi cing, effi  cient in use of time, strong in personal responsibility, and committed 
to productivity. By following this value system, believers feel one can reach salvation. An 
example of the Protestant ethic’s infl uence on politics is welfare reform—laws passed to 
require welfare recipients to work (be self-suffi  cient) after a certain amount of time re-
ceiving government assistance. Religious beliefs can aff ect communities when religious 
groups elect members to government offi  ces and school boards to infl uence policies such 
as abortion laws, school prayer, and science curriculum.

Every religion includes some beliefs that are shared by all its adherents. For example, 
Judaism teaches that a “good life” can be led only in a community; good Jews must always 
view their actions in terms of their eff ect on others. Th ey believe in responsibility for 
others and regard charity as a virtue. Muslims give a percentage of their annual income 
to the poor. Th e ultimate goal of Buddhism is to be fully in the world and relate compas-
sionately to others.

Th rough their beliefs and practices, most religions provide:

 1.  A Divine Ideology—enables individuals to comprehend events that happen to  
them; death, illness, fi nancial crises, and injustices make sense if these are seen as 

Protestant ethic belief in 
individualism, thrift, self-sacrifi ce, 
effi ciency, personal responsibility, 
and productivity

Table 3.3  Major Faith Traditions in the United States

Protestant  51.3%

Catholic  23.9%

Church of Latter Day Saints & other Mormon groups  1.7%

Jewish  1.7%

Buddhist  0.7%

Muslim  0.6%

Hindu  0.4%

Others  1.2%
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part of a divine plan; helps fi ll the gap between scientifi c and technical knowledge 
and the unknown.

 2.  Coping Mechanisms—to help individuals accept and cope with crises without over-
whelming psychological costs (for example, prayer helps people feel that they are 
“doing something” to meet the crisis); believing can help one av oid feeling that 
life’s catastrophes are senseless.

 3.  A Concept of Death—provides structure to life (some religions preach hell for those 
who transgress in life on Ear th and heaven for those who lead a good life); can  
give hope of a blissful immortality making the death of a loved one more tolerable 
and the thought of one’s own death less terrifying.

 4.  Establish an Identity—gives meaning to life; many religious activities refl ect pride 
and celebration; religious rituals symbolize faith, honor God, or remind members 
of the group of their religious responsibilities; rituals may include observing holi-
days, saying prayers, tithing, handling sacred objects, wearing certain clothing, 
and eating certain food or fasting (for example, Holy Communion commemo-
rates the climactic meal of Jesus’ life and his sacrifi ce for humankind; in partaking 
of the holy bread and wine, the communicant partakes of Christ).

Carl Jung (1938) wrote that religion provides individuals who have a strong commit-
ment to traditional norms and v alues with moral strength and behavioral stability. In 
other words, religious people are more likely to comply with societal norms, especially if 
they believe that those norms are divinely sanctioned. Th ey look upon social deviance as a 
form of religious deviance. Th is has been confi rmed in research (Furrow, King, & White, 
2004; Gorsuch, 1976) showing that moral behavior was consistently related to religious 
commitment.

Chronosystem Infl uences on Families, 
 Socialization, and Children
Families are not static; rather, they are dynamic and are continuously confronted by chal-
lenges, changes, and opportunities (Parke & Buriel, 2006). Some families can develop 
coping styles to adapt to changes and r emain healthy and functional, but others may  
become victims of the consequences of change. Th ey may experience stress, dissolution, 
or an unanticipated lifestyle. Th ey are at risk for becoming unhealthy or dysfunctional.  
Chronosystem infl uences aff ecting the health of families include political changes, such as 
changes in the law (for example, welfare to workfare); economic changes, such as certain 
jobs becoming obsolete (for example, telephone operators); and technological changes,  
such as computers completing tasks faster, enabling more work to be done and hence  
increasing performance standards.

Th e general chronosystem eff ect on families is stress. According to the American Psy-
chological Association (APA, 2007a), nearly half of the Americans surveyed believe stress 
has increased in the last year. Change in itself is not good or bad; how we react to it de-
termines its worth. Selye (1956) defi ned stress as “the nonspecifi c response of the body to 
any demand” (p. 54). Others have defi ned stress as any demand that exceeds a person’s 
ability to cope (Honig, 1986).

Physical stressors  ■ include disease, overexertion, allergies, and abuse;
Sociocultural stressors ■  include crowding, traffi  c, noise, bureaucracies, and crime; 
Psychological stressors ■  include personal reactions to real or imagined threats and reac-
tions to real or imagined pressure to achieve (Kuczen, 1987). 

Th e APA (2007a) cited money and wor k issues as major str essors for 5 percent of 
Americans. Other major stressors were fulfi lling work and family responsibilities, housing 
costs, and the impact of stress on personal relationships.

How has societal 
change affected the 

socialization 
of children in 

families?

stress any demand that 
exceeds a person’s ability 
to cope

A bar mitzvah celebrates this 13-year-old 
boy’s studies of Jewish history, culture, 
and prayer.

Miro Vintoniv/Index Stock/PhotoLibrary
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Stress is not new. In hunting-and-gathering societies, the fear of not fi nding food 
or shelter was a stressor. In agricultural societies, the unpredictability of the weather 
was a stressor. In industrial societies, working long hours was, and still is, a str essor. 
In information societies, information overload and excessive choice are stressors. One 
must make decisions in areas in which one has little or no exper tise, and often facts 
and opinion are blurred. Children today face many of the same str essors of growing 
up that children a generation ago faced: separation anxiety, sibling rivalry, coping with 
school, peer pressure, being independent. However, children today also face stressors 
that were practically nonexistent a generation ago. Examples include the escalation of 
violence in families and communities, terr orism in the world (National Association 
of School Psychologists, 2001), and the bombardment of consumerism into homes,  
schools, extracurricular activities, and the media. Another stress is that family life has 
become fragmented. People are pressured by occupational and community demands 
for their time. Cellular phones, wir eless computers, and e-mail have all contributed 
to merging the boundaries between family and other commitments, thus jeopardizing 
time for family.

Sociopolitical Changes
Sociopolitical changes infl uencing family functioning include foreign policy regarding 
immigration and war, and domestic policy regarding security, privacy, and social services.

Immigration Policies 
Newcomers to this country usually occupy the lower-income jobs, require English lan-
guage training, and may need housing assistance, health car e, and other services until 
they adapt to American life. Children of immigrants have to accommodate to the culture 
of their parents as well as to that of their new country. Often they serve as “language and 
cultural brokers” for their non- or limited-English-speaking parents, assuming responsi-
bility for translation and interpretation of transactions with U.S. society. How do parents 
maintain authority while depending on the child to transmit and r eceive information? 
How does the child maintain r espect and not cause the par ents to lose face (Orellana, 
Dorner, & Pulido, 2003)?

Apparently, parents’ own limited cultural and language barriers to economic mobility 
infl uence the socialization of their childr en in that they stress educational success and 
specifi c occupational choice by using their own low status as a reference point. Evidence 
(Tseng, 2006) suggests that children of immigrants express higher educational, motiva-
tional, and economic mobility aspirations than do peers fr om U.S.-born families, even 
after accounting for the generally lower economic status of immigrant families.

Foreign Policies 
War in a foreign country obviously aff ects the functioning of military families when one 
parent is called to duty. Th ere have been documented increases in substance abuse, peo-
ple seeking therapy, and individuals turning to spirituality for comfort (Kaslow, 2001). 
Children who have experienced loss of a loved one may react with emotional detachment 
or a seeming lack of feeling by exhibiting regressive or immature behavior, by acting out 
or exploding, or by continually asking the same questions because they cannot under-
stand what happened (National Association of School Psychologists, 2001). Terrorism 
in the homeland aff ects the functioning of society as a whole and consequent safety and 
security policies. For example, terrorism has aff ected travel rules, communication pro-
cedures, and racial profi ling. Flexibility in travel has diminished, aff ecting family visits 
and vacations. Mail is subject to inspection for fear of biological warfare (anthrax, for ex-
ample). Families who have cultural backgrounds similar to that of terrorists are subjected 
to more searching and interrogation in public places. Some children have been ostracized 
and treated cruelly.

What are the 
consequences 
for families of 
social and political 
changes?
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Domestic Policies 
Social services, such as government fi nancial assistance, have decreased. In 1996, the U.S. 
Congress abolished the Aid to Families of Dependent Children program. Welfare reform 
has brought changes in family structure and functions (Sealander, 2003). Recognizing 
that most poor families are headed by single parents, lawmakers in 1996 emphasized the 
responsibility of both parents to support their children. In addition to strengthening the 
child support enforcement system, the law included provisions designed to decrease child-
bearing outside of marriage and promote two-parent families (McLanahan & Carlson, 
2002). What are the long-term consequences for parents, children, community support 
services, and society in general of these new welfare regulations, stronger paternity estab-
lishment, and stricter child support enforcement?

Economic Changes
Economic changes infl uencing family functioning may involve job uncertainty because of 
company buyouts, downsizing, and layoff s; the cost of living, requiring both parents to 
be employed; and the erosion of employee benefi ts, such as health insurance (Gallay & 
Flanagan, 2000).

Reduced levels of economic well-being have been found to increase parental stress, 
resulting in less aff ection toward children and less eff ective disciplinary interactions 
(Conger & Dogan, 2007). Children in such families were more likely to be reported 
by teachers as having behavior problems and negative social relations with peers (Mistry 
et al., 2002).

When both parents are employed, their family life may be at risk for fragmentation. Th e 
father works, the mother works, and the children go to child care or school, all requiring 
coordination. If working hours are staggered, the family may not eat together. Household 
tasks have to be done after work. If children have after-school activities, they have to be 
coordinated with the parents’ already busy schedules. Th en there are  meetings—school, 
work, and community meetings. Hardly any time is left for family communication or  
shared leisure. Needless to say, this can cause stress. Children may feel rushed, tense, or 
out of control. And what happens when one parent is transferred to another city or state 
and the other parent’s job doesn’t allow for similar mobility? For single parents, the risk of 
fragmentation may be greater unless there is another supportive adult to assist with family 
functioning and buff er stress. Support and buff ering have been shown to enable parents 
to perform multiple roles that, if they enjoy them, can contribute to their emotional well-
being (Barnett & Hyde, 2001).

Technological Changes
Technological developments in science, medicine, industry, agriculture, transportation, 
communication, media, electronics, and so on have contributed to improvement in peo-
ple’s living standards—bettering health, widening opportunities for jobs and education, 
enhancing safety, cultivating effi  ciency, expanding people’s access to information, and 
providing a wide choice of products.

Technological developments are associated with increased busyness, multitasking, 
distraction, confusion, and stress. For example, “Consumer technology is changing the 
way we live in time—collapsing, crunching, compressing it. Today technology is a self-
 perpetuating engine run by upgrades, add-ons, and refi lls” (Naisbitt, 2001, p. 31).

Digital technology is creating new styles of communication and interaction (Bucking-
ham, 2006). Families are aff ected in that such technology provides endless opportunities 
for multidimensional use, for instantaneously accessing information, and for being per-
petually connected (Montgomery, 2000), all the while creating a greater need for parents 
to supervise children’s activities. Media technology has also created new ways to market to 
children. Websites designed for children contain brightly colored graphics, sound eff ects, 

What economic 
changes affect 

families and 
children?

What technological 
changes affect 

families and 
children?
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music, and interactive games, beckoning children to buy the products that support them 
via pop-up and/or sound bite ads (Montgomery, 2001). Social networking, cell phones, 
and computer games all compete with family time, as well as impact children’s learning 
(Clay, 2009).

Meeting the Challenge of Change: 
Family Empowerment
As we have discussed, the family is a dynamic social system that has str ucture, func-
tions, roles, and authority patterns. Th e way the system operates and adapts to change 
aff ects the relationships within it. Change can produce stress that aff ects all the indi-
vidual members of the family. Examples are work transitions (downsizing, job change 
or loss), family transitions (birth, death, divorce, remarriage), health issues (illness, dis-
ability), economic issues (cost of living, credit), and community issues (traffi  c, crowd-
ing, safety).

How families cope with stress can be assessed by how they solve problems, how they 
communicate, how they adapt to change, their social suppor ts, their spiritual beliefs, 
their self-esteem and personal adjustment, and absence of pathology, deviance, or drug 
use. Studies (Curran, 1985; Stinnett & Defrain, 1985) have shown that functional 
families that are resilient to stress are more likely to exhibit certain key characteristics—
behaviors and values—than are families that are at risk for dysfunction when stressed. 
Th e overall general picture of functional families follows. Th e strength of each charac-
teristic and the combination of characteristics, as well as how they are demonstrated, 
may vary from one family to another and may be infl uenced by cultural or religious 
orientation.

IN CONTEXT
Display of love and acceptance.•  Members of strong families show their love and ap-

preciation for one another.

Communicativeness.•  Family members are spontaneous, honest, open, and receptive to 

one another. This means expressing negative as well as positive feelings.

Cohesiveness.•  Family members enjoy spending time together. Sharing chores, resources, 

and recreational activities is considered important.

Communication of values and standards.•  Parents in strong families have defi nite and 

clear values and make them known to their children.

Ability to cope effectively with problems.•  Stress and crises are faced optimistically with 

the purpose of fi nding solutions.

How can families that are stressed be helped? Empowerment is enabling individuals to 
have control over resources aff ecting them. Giving families access to knowledge and skills 
that enhance their ability to infl uence their personal lives and the community in which 
they live is the fi rst step toward becoming resilient to stress (Vanderslice, 1984; Walsh, 
2006). Empowerment is a process that evolves from analyzing one’s own strengths and re-
sources, becoming educated in skills one is lacking, and par ticipating in the community. 
Empowerment is part of current federal social policy. For example, government funding 
to families is tied to becoming self-r eliant instead of dependent. Rather than vie wing 
families with problems as helpless, the government has various programs to help people 
help themselves, such as fi nancial aid for a college education, vocational rehabilitation, 
child care, and health services. Public and private community agencies that help empower 
families will be discussed in Chapter 10.

How can families 
be enabled to deal 
with change and 
associated stress?

empowerment enabling 
individuals to have control over 
resources affecting them

The physical closeness between father and 
child is important to foster attachment and 
interdependence.

HIRB/Index Stock Imagery/PhotoLibrary
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Activity
PURPOSE To understand the influence of cer tain family 
characteristics on socialization and development.
 1.  Of what socioeconomic status was your family of ori-

entation? On what criteria did you base your answer?
 2.  List the values, beliefs, or attitudes supported by your 

cultural group.
 3.  List the values, beliefs, or attitudes supported by your 

religion.
 4.  What were some stresses your family of orientation 

experienced, and how did your family adapt?

 5.  What were three socialization goals communicated 
by your family of orientation? (Were they successful 
or unsuccessful?)

 6.  List three goals you have for yourself.
 7.  List three goals you have for your family of procreation.
 8.  Is there any connection between your family of ori-

entation’s socialization goals and your goals for your 
family of procreation?

Summary
Th e concept of family has changed to “any two or more • 
related persons by birth, marriage, or adoption who re-
side together.”
Th e basic structures of a family are the nuclear and the • 
extended family. A nuclear family consists of husband,  
wife, and children. An extended family consists of kin re-
lated to the nuclear family who are emotionally, and per-
haps economically, dependent on each other. Extended 
families can be matriarchal, patriarchal, or egalitarian.
Th e family’s basic functions are reproduction, socializa-• 
tion/education, assignment of social r oles, economic 
support, and nurturance/emotional support. Th e scope 
of the specifi c family functions has changed.
Functional families maintain resilience and adaptability; • 
dysfunctional families are at risk for breakup or for vari-
ous problems.
Family transitions aff ect family structure and functions. • 
Divorce aff ects both parents and children according to 
certain variables. Different custody arrangements can 
cause problems.
Children in a stepfamily have to form new relationships • 
and accept new rules and new values, while still having 
to deal with the old relationships, rules, and values.
Kin custody, usually grandparents, aff ects children’s sense • 
of belonging and stability.
Families with parents who are unmarried by choice may • 
aff ect children’s economic and psychosocial stability. 
Families with same-sex parents can infl uence children if • 
they become concerned about their sexual identities.
Families of adopted children have varying socialization • 
eff ects. Adopted children may have misunderstandings 

about their adoption, fears of abandonment, and iden-
tity issues.
Dual-earner families have varying socialization eff ects • 
according to age, gender, and temperament of the child, 
the socioeconomic status of the family, the quality of the 
parents’ marriage, the mother’s satisfaction with her job, 
the father’s satisfaction with his job, and the father’s in-
volvement with the children, as well as the availability of 
quality child care and social supports.
Macrosystem infl uences on families, socialization, and • 
children are socioeconomic status and cultural and r e-
ligious orientation. In traditional societies, social status 
is usually ascribed; in modern societies, social status is  
usually achieved. Socioeconomic status infl uences how 
children are socialized. Diff erences in social class child-
rearing practices affect academic per formance and 
behavior.
Cultural orientation aff ects child socialization and conse-• 
quent behavior patterns. Cultures diff er in interpersonal 
relations, orientation toward time, valued personality 
type, relationship of humanity to nature, and most cher-
ished values.
Religious orientation infl uences families’ socialization • 
practices. Religion provides an ideology that enables  
individuals to comprehend events that happen to them 
and gives them an identity and a support system for tra-
ditional norms and values.
Chronosystem influences on families, socialization,  • 
and children include sociopolitical and technological  
changes.
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Resources
Ohio State Human Development and Family Science Extension—all about aspects of family life

http://fcs.osu.edu/hdfs
National Stepfamily Resource Center—all about stepfamily issues

http://www.stepfamilies.info
NYU Child Study Center—all about children’s issues

http://www.aboutkids.org

Related Readings
Bria, G. (1998). Th e art of family: Rituals, imagination, and everyday 

spirituality. New York: Dell.
Cherlin, A. J. (2010). Th e marriage-go-round: Th e state of marriage 

and the family today. New York: Vintage.
Clapp, G. (2000). Divorce and new beginnings: A complete guide to 

recovery, solo parenting, co-parenting, and stepfamilies (2nd ed.). 
New York: Wiley.

Crohn, J. (1995). Mixed matches: How to create successful interracial, 
interethnic, and interfaith relationships. New York: Ballantine.

Galinsky, E. (1999). Ask the children: What America’s children really 
think about working parents. New York: William Morrow.

Gilbert, D. L. (2008). Th e American class structure in an age of 
 growing inequality (7th ed.). Th ousand Oaks: Pine Forge/Sage.

Hetherington, E. M., & Kelly, J. (2002). For better or worse: Divorce 
reconsidered. New York: Norton.

Jacobs, J. A., & Gerson, K. (2004). Th e time divide: Work, family, and 
gender inequality (Th e family and public policy). Cambridge, MA: 
Harvard University Press.

Johnson, S., & O’Conner, E. (2002). Th e gay baby boom: Th e psychol-
ogy of gay parenthood. New York: NYU Press.

Pavao, J. M. (2005). Th e family of adoption (rev. ed.). Boston: Beacon 
Press.

Stewart, S. D. (2006). Brave new stepfamilies: Diverse paths toward 
stepfamily living. Th ousand Oaks, CA: Sage.
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SOCIALIZATION SKETCHES

“What good mothers 
and fathers instinc-
tively feel like 
doing for their 
babies is usually 
best after all.”

— BENJAMIN SPOCK

Pediatrician Dr. Benjamin Spock 
states his basic philosophy of par-

enting in this quot e. His best-selling 
book, The Common Sense Book of Baby 

and Child Care (originally published in 1946), 
revolutionized parenting. Eight editions later, 
it is still available today in 39 languages. At 
the time the book became available, parents 
had been turning to professionals for advice 
on child care and parenting. Spock assured 
parents they were the true e xperts on their  
own children.

Chronosystem
The trend in parenting in America prior 
to post–World War II was authoritarian, 
with strict rules for discipline and rigid 
scheduling for feeding, sleeping, toilet 
training, and so on. Spock urged parents 
to be fl exible and view their children as 
having individual needs. The parenting view 
at the time was to avoid spoiling children 
by giving them attention when they cried. 
Spock urged parents to be affectionate with 
their children and enjoy them.

While Spock specialized in pediatrics , he 
realized he could help his young patients and 
their parents if he under stood their psycho-
logical needs and family dynamics. So he em-
barked on a six-year study of psychoanalysis. 
As he applied what he learned to his patients 
and through discussions with parents, he de-
veloped the child-rearing philosophy that he 
shared in his book.

Family
Spock was born in New Haven, 
Connecticut. He was the eldest of six 

children, so he was involved in child care 
early on. He changed diapers, babysat, 
fed, and played with his siblings. His father 
was a prominent lawyer and his mother 
was a homemaker devoted to her children, 
running a strict household. Both parents 
had high expectations for their children to 
achieve.

School
Spock was an undergraduate at Yale Univer-
sity and a member of the Scr oll and Key. He 
also was on the rowing team, winning a gold 
medal at the 1924 Summer Olympics. Spock 
attended medical school at Columbia Univer-
sity College of Ph ysicians and Surgeons in 
New York, where he graduated fi rst in his class. 
He did his residency training in pediatrics at 
the Weill Medical College of Cornell Univ er-
sity in Manhattan and then in psychiatr y at 
Cornell’s Payne Whitney Psychiatric Clinic.

Community
During World War II, Spock ser ved as a  
psychiatrist in the U .S. Navy Medical Corps . 
After this ser vice, he held pr ofessorships 
at the University of Minnesota Medical School, 
the University of Pittsburgh, and at Case West-
ern Reserve University, where he taught child 
development.

In 1957, Spock became one of the found-
ers of the Committ ee for a Sane Nuclear  
Policy. He was politically outspoken and active 
in the movement to end the Vietnam War. His 
political views made him unpopular in some 
circles and hurt the sales of  Baby and Child 
Care, but he persisted, convinced that his pol-
itics was related to a better world for children.

What strong belief, one that was contrary • 
to common practice, have you had for 
which you experienced criticism, and what 
did you do about it?

Spock was criticized for his permissive • 
parenting advice and blamed for “the 60s 
generation” of rebellious young adults 
raised on his book. Do you agree/disagree 
and why?

Learning 
Objectives
After completing this 
chapter, you will be able to:
1. Defi ne parenting.
2. Discuss macrosystem 

infl uences on parenting 
(political ideology, 
culture, socioeconomic 
status, ethnicity/religion).

3. Explain chronosystem 
infl uences on 
parenting—how child-
rearing attitudes have 
changed throughout 
history.

4. Describe the four basic 
parenting styles and how 
each affects a child’s 
development.

5. Defi ne and discuss 
developmentally 
appropriate parenting 
practices (guidance and 
discipline).

6. Defi ne and discuss 
inappropriate parenting 
practices (physical, 
sexual, and emotional 
abuse) and causes of 
child maltreatment.

Dr. Benjamin Spock
(1903–1998)

“Wh
an
tiv
d
b
be

Pediat
states his

enting in thi
book, The Commo

Hulton Archive/Getty Images
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About Parenting
According to developmental psychologist, Jerome Kagan, parenting means implement-
ing a series of decisions about the socialization of y our children—what you do to en-
able them to become responsible, contributing members of society, as well as what you 
do when they cr y, are aggressive, lie, or do not do w ell in school (Woodward, 1975). 
Figure 4.1 illustrates the socialization contexts aff ected by parenting. Parents sometimes 
fi nd these decisions overwhelming. One of the reasons parenting can be confusing is  
that there is little consensus in the United States today as to what children should be like 

What is involved 
in parenting?

parenting the implementation 
of a series of decisions about the 
socialization of children
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FIGURE 4.1 An Ecological Model of Human Development
Parenting is the means by which the family socializes the child.
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116 CHAPTER 4

when they grow up or what you do to get them there. Another reason parenting is con-
fusing is that it is bidirectional and dynamic—an adult’s behavior toward a child is often 
a reaction to that child’s temperament and behavior, changing with time as the child de-
velops (Lerner, 2006; Putnam, Sanson, & Rothbart, 2002). Th us, by infl uencing adults, 
children infl uence their own development. Causes for behavior are viewed from a circular 
rather than a linear perspective (Cowan, Powell, & Cowan, 1998). Th e concept of the 
bidirectionality of parenting is exemplifi ed throughout this chapter.

Is Parenting a Fad or a Fact?

What parenting practices worked best for you?
What kinds of behavior did you engage in to manipulate your parents? Get attention? 
Get revenge?

Macrosystem Infl uences on Parenting
Whereas parenthood is universal, parenting is highly variable among diff erent cultures and 
groups within societies. Th e purpose of examining the macrosystem infl uences on parent-
ing is to provide an understanding of political, cultural, socioeconomic, and religious values 
or practices that, indirectly, have contributed to children’s socialization and development.

Political Ideology
Political ideology refers to theories pertaining to government. It infl uences parenting 
styles because children must be raised to function as citizens in society.

Most traditional societies subscribe to an aristocratic political ideology , or govern-
ment by the highest-ranking class of individuals in a society; hereditary monarchs serve as 
heads of state (some Australian tribes and the United Kingdom are examples). A society 
in which one person has unlimited power over others is an autocracy. In an autocracy, 
relationships between people are understood in terms of a pecking order. Th e autocratic 
traditional family system follows such an order. Th e father is the authority who has power 
over the mother and the children; women and children have few rights.

Many modern societies, such as the United States, subscribe to a democratic political 
ideology. A democracy is a society in which those ruled have power equal to those who 
rule; the principle is equality of rights. In a democracy, relationships between people are 
based on consensus and compromise. Th e democratic modern family system considers  
the rights of all members. However, as we shall see, not all families in the United States 
are democratic; some retain their traditional autocratic heritage.

Th e religious or cultural heritage infl uences on parenting practices can be understood 
by examining the purposes of child rearing in various groups, as follows:

Religious infl uence. ■  Generations ago, parenting decisions were easier to make be-
cause it was assumed that one’s main purpose in life was to serve God by being faith-
ful and following the teachings of one’s religion. Belief in a hierarchal order of status 
and obedience to authority were valued. Children were constantly exhorted to over-
come their base natures in order to please God. Th is concept is still preached by some 
of the fundamentalist religious sects around the world.
National infl uence.  ■ In some countries, one’s purpose in life was held to be to ser ve 
one’s country—for example, in France under Napoleon Bonaparte and in Germany 
under Adolf Hitler. Th is still holds true today in China. Parents and teachers are 
expected to agree with the country’s leaders about what values and attitudes to instill 
in children.
Cultural infl uence. ■  In high-context macrocultures around the world, where inter-
dependence is valued, it is assumed that childr en are born and raised to ser ve the 
purposes of the family. For example, in rural India children are trained to work at 

How have 
societal values 

and practices 
infl uenced 
parenting?

What does politics 
have to do with 

child rearing?

political ideology theories 
pertaining to government

autocracy a society in which 
one person has unlimited power 
over others

democracy a society in which 
those ruled have equal power 
with those who rule
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 Ecology of Parenting 117

jobs considered of value to their particular family; children defer to their elders and 
marriages are often arranged for the benefi t of the family.
Progressive influence. ■  In low-context macrocultures, such as the United States, 
few children are brought up to believe that their principal destiny is to serve their 
family, their country, or God. Euro-American children are generally given the 
feeling that they are free to set their own goals in life. Achievement and competi-
tion are valued.

Socioeconomic Status
A family’s socioeconomic status, as discussed in Chapter 3, is its rank or position within a 
society based on social and economic factors, such as income, occupation, and education 
of the parents. In general, parents of high socioeconomic status have high incomes, engage 
in highly respected occupations, and are well educated; parents of low socioeconomic status 
have low incomes, hold unskilled or semiskilled jobs, and ar e poorly educated; parents 
of middle socioeconomic status  have medium incomes, business or pr ofessional occupa-
tions, and a good education. It must be remembered that not all families can be classifi ed 
according to the criteria listed here; some parents are very well educated and have very 
low incomes (graduate students, for example), and some parents have very high incomes 
and are not well educated (some businesspersons, for example). Also, ther e is as much 
variation within socioeconomic status groups as between them.

Th e following descriptive (not evaluative) generalizations are made on the basis of  
many research studies that compare the parenting styles of families of high and low so-
cioeconomic status (Conger & Dogan, 2007; Hoff , Laursen, & Tardiff , 2002; Parke & 
Buriel, 2006), keeping in mind that variations exist within each class:

Parents of low socioeconomic status: Parents of high socioeconomic status:

are likely to emphasize more obedience, 
respect, neatness, cleanliness, and staying 
out of trouble;

are likely to emphasize more happiness, 
creativity, ambition, independence, 
curiosity, and self-control.

are likely to be more controlling, authori-
tarian, and arbitrary in their discipline 
and are apt to use physical punishment;

are likely to be more democratic, using 
reason with their children and being 
receptive to their children’s opinions.

are likely to use more short directives and 
varying tones of voice to communicate 
with children

are likely to talk more to their children, 
reason with them, and use complex 
language

A major reason why parenting styles diff er according to socioeconomic status is that 
families tend to adapt their interactional patterns to the lev el of stress they are experi-
encing. All families experience stress, such as work problems, health problems, and re-
lationship problems. However, parents with low incomes and other stressors related to 
poverty (housing, unsafe neighborhoods, job turnover) infl uence their well-being, the tone 
of their marriage, and the quality of their r elationship with their children (Conger & 
Dogan, 2007; Cowan, Powell, & Cowan, 1998).

According to several studies (Conger & Dogan, 2007; McLoyd, Aikens, & Burton, 
2006), economic hardship experienced by lower-class families is associated with anxiety, 
depression, and irritability. Th is emotional stress increases the tendency of parents to be 
punitive, inconsistent, authoritarian, and generally nonsupportive of their children. Such 
parenting techniques, such as commanding without explanation, r equire less time and 
eff ort than other methods, such as reasoning and negotiating. Expecting unquestioning 
obedience from children is more effi  cient than trying to meet the desires of all family 
members when one is experiencing stress.

New research (Novotney, 2009) shows that teens from upper and upper middle classes 
may be more self-centered, as well as depressed, than ever before. Privileged children are 

How does 
socioeconomic 
status affect child 
rearing?
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118 CHAPTER 4

under a lot of parental pressure to achieve; their material advantage contributes to their 
self-absorption; and their exposure to media celebrities and commercialism promote false 
expectations regarding real life. Th e increase in depression among privileged teens may be 
due to fear of failure and not having developed skills to deal with disappointment.

Parental Occupation
Occupational role is a factor in socioeconomic status. When one performs a role, one 
takes on the behavioral expectations of that role through the process of socialization. For 
example, army offi  cers will behave in an authoritarian manner, giving commands, whereas 
lawyers will use logic, reason, and explanation in performing their roles. Do the socialized 
role behaviors performed in one’s occupation carry over into parenting styles?

Sociologist Melvin Kohn (1977, 1995, 2006) believes diff erent social class occupa-
tions vary in the level of control individuals have over resources, including means 

of production, products, and people. Such control, then, aff ects their values 
and behavior. He analyzed the ways in which middle-class occupations in 

general diff er from lower-class occupations. Kohn’s early studies were 
done in the United States; his later studies extended to other coun-

tries, where he found the relationships between class, values, and 
behavior to be similar to those of the U.S. Specifi cally, middle-
class occupations (such as teacher or offi  ce manager) typically 
require the individual to handle ideas and symbols, as well as 
be skilled in dealing with interpersonal relations. In contrast, 
lower-class occupations (such as construction worker or jani-
tor) typically involve physical objects rather than symbols  
and do not inv olve as many interpersonal skills. Also,  
middle-class jobs often demand more self-direction in the 
prioritizing of job activities and in the selection of methods  
to get the job done than do lower-class jobs, which are more 

often routinized and subject to stricter supervision.
Kohn also found parent–child relationship differences in 

middle- and lower-class families, which were most likely due to 
the diff erent characteristics required in middle- and lower-class occupations. Generally, 
middle-class parents emphasize more self-direction for the child; lower-class parents em-
phasize more conformity. Specifi cally, Kohn found that middle-class parents were more 
concerned with their children’s motives and the attitudes their behavior seemed to express, 
whereas lower-class parents were likely to judge their children’s behavior in terms of its 
immediate consequences and its external characteristics. He also found that middle-class 
parents were more likely than lower-class parents to want their children to be considerate 
of others, intellectually curious, responsible, and self-controlled, whereas lower-class par-
ents were more likely to want their children to have good manners, to do well in school, 
and to be obedient.

Similarly, Bronfenbrenner (1979) and others (B ronfenbrenner & Crouter, 1982; 
Crouter & McHale, 2005; Parcel & Menaghan, 1994) suggest that parents’ workplaces 
aff ect their perceptions of life and the way they interact with family members. Conse-
quently, parenting styles tend to be extensions of the modes of behavior that ar e func-
tional in the workplace for parents.

Culture and Religion
Traditional beliefs and practices that have been developed as adaptive survival strategies and 
passed from generation to generation are powerful and pervasive, even in modern times. 
However, as various cultural and religious groups become part of the mainstream, their 
values may change, as may those of the mainstream. Th is process can be observed in gen-
erational diff erences among grandparents, parents, and children (Parke & Buriel, 2006).

What is the 
relationship 

between parental 
occupation and 

children’s behavior?

How do culture 
and religion affect 

parenting and child 
development?

People who work in bureaucratic jobs, like 
those in a hospital, tend to incorporate 
the value of following the rules in their 
 parenting styles.

Cengage Learning
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 Ecology of Parenting 119

Th e culture and religion in which one grows up have indirect eff ects on parenting at-
titudes and consequent parenting styles (Greenfi eld, Suzuki, & Rothstein-Fisch, 2006; 
Parke & Buriel, 2006; Rogoff , 2003). To illustrate, Garcia-Coll (1990) reviewed the lit-
erature on cultural beliefs and care-giving practices and concluded that parenting goals 
and techniques depend to some extent on the nature of the tasks that adults are expected 
to perform or competencies that adults are supposed to possess in a given population. For 
example, in the United States (a complex, modern society), adults are expected to read, 
write, compute, and be economically self-suffi  cient. American children are thus expected 
to achieve in school, are given an allowance to learn the value of money, and are pressured 
to get a job at least by the time they fi nish their schooling. In the Fiji Islands (a simple, 
traditional society), adults are expected to farm, fi sh, and be able to make economic ex-
changes with relatives on the bigger islands (West, 1988). Fijian children are thus expected 
to relate to others in the community, to learn to help adults work, and to share resources.

Most religions delegate the teaching of their codes of conduct to par ents. Parents 
have the divine duty to pass religious morals and values onto children—“. . . And these 
words, which I command thee this day, shall be in thine heart: And thou shalt teach them 
diligently unto thy children” (Deuteronomy 6:5–7). Exemplifying codes of conduct are 
Judaism’s and Christianity’s Ten Commandments, Buddhism’s Noble Eightfold Path, 
Islam’s Five Pillars, Confucianism’s Four Books, and Hinduism’s Law-Books of Manu. 
Parenting and community behavior are infl uenced by these codes due to their longevity 
and basis in religious and civil law (Fontana, 2003).

Similarity in Parenting Across Different Cultures and Religions
A set of universal parenting goals was proposed by LeVine (1988, 2003):

 1.  Ensuring physical health and survival
 2.  Developing behavioral capacities for economic self-maintenance
 3.  Instilling behavioral capacities for maximizing cultural values, such as morality, 

prestige, and achievement

Cultures do, however, vary in the importance they place on these goals as well as how 
they implement them. Also, if one goal is thr eatened, it becomes the foremost concern 
and overrides the need to implement the others. To illustrate, if a society has a high rate 
of infant mortality, parents will concentrate more on the goal of physical health and sur-
vival; the pursuit of learning to participate economically and learning cultural values will 
be postponed until a later age, when the child’s survival is relatively certain.

How various cultures prioritize these universal parenting goals may explain diff erences 
in maternal behavior toward infants (Richman et al., 1988). An example of a culture that 
prioritizes the parenting goal of physical health and survival is the Gusii of Kenya. Gusii 
mothers interpret holding the child as a form of protection from physical hazards such as 
cooking fi res and domestic animals, and have no alternatives like cradle boards, playpens, 
or infant seats. Th is close physical contact enables Gusii mothers to quickly soothe their 
infants by cuddling them when they cry.

In contrast, an example of a culture that prioritizes the parenting goal of developing ca-
pacities for economic self-maintenance is the United States. American mothers verbalize with 
and gaze at their infants frequently. Th is refl ects the belief that infants can communicate so-
cially. By the time the American infant can walk, holding declines rapidly; infant seats, play-
pens, and high chairs are used to protect the locomotive infant from harm. Th is reduction in 
human physical contact refl ects the value Americans put on separateness and independence.

Diversity in Parenting Across Different Cultures and Religions
Cultural values, as discussed in Chapters 1, 2, and 3, can be delineated on a continuum as 
being collectivistic-oriented or individualistic-oriented. To recap, collectivistic cultures em-
phasize interdependent relations, social responsibilities, and the well-being of the group; 
individualistic cultures emphasize individual fulfi llment and choice.
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120 CHAPTER 4

Collectivistic and individualistic orientations are exhibited by how diverse families diff er 
in parenting styles and child-rearing practices (see Table 4.1 for a summary). For example, 
children socialized in a collectivist context are amused by people—by being held, teased, or 
shown how to do something; children socialized in an individualistic context are amused 
by things—by being given space, given toys, or told how to do something (Trumbull et al., 
2001). Exemplifying a collectivistic orientation, at our department’s Fall welcome picnic 
for faculty and students, I observed an Israeli parent trying to keep her 2½-year-old child 
occupied and away from the cooking area by continually talking to him. He was quite ver-
bally adept for his age, and the attentive conversation seemed to distract him from examin-
ing the barbeque. Exemplifying an individualistic orientation, the American preschool-age 
children at the picnic were given toys to play with while their parents talked and cooked.

Some generalizations follow regarding collectivistic and individualistic cultural/religious 
orientations, as well as the specifi c family dynamics within them. Th ese include diff erences 
in (1) authority roles, (2) communication, (3) display of emotion, (4) discipline/guidance 
of children, and (5) skills emphasized (Bugental & Grusec, 2006; Garcia-Coll, Meyer, & 
Britton, 1995; Parke & Buriel, 2006; Rogoff , 2003; Th iederman, 1991). Variations within 
the generalizations encompass the degree of adherence to traditional cultural/religious 
ways, the degree of assimilation into, and adoption of, mainstream ways, and the degree to 
which values are adopted from another culture or religion (perhaps due to intermarriage).

Cooperative/Interdependent (Collective) Orientation
General principles aff ecting socialization in collectively oriented groups can be delineated 
as follows:

 1.  Authority Role

Social roles are ascribed based on hierarchy (age and status respected). ■

Family structure is patriarchal, infl uenced by principles of order regarding roles  ■

and behavior.
Particularism is valued (individuals treated diff erently according to rank, gen- ■

der, and/or situation); authority fi gures have more rights and privileges, as well 
as having more obligations and responsibilities to protect and care for others; 
mothers, grandparents, teachers each do certain things.

Examples:

 MARY• , a Catholic American, was socialized to believe in a hierarchical or-

der of status and social roles (age and gender). This ensures people will 

maintain their appropriate behavior, as well as follow certain orderly princi-

ples (such as God’s will regarding childbearing). She has also been social-

ized to respect, obey, and fear her parents and other authority fi gures.

 HABIB• , a  Muslim American who practices Islam, was socialized to believe 

that one’s relationship to God is that all things belong t o Him and that  

wealth held by individuals is held in trust. He also believes that a portion of 

one’s accumulated wealth is required to be given to those in need.

 2.  Relationships

Harmony is valued. ■

Family members place family needs above individual needs. ■

Children show obedience and loyalty to parents and are expected to care for  ■

elderly parents.
Believe that a cooperative social network extends from the mother and father  ■

union to the extended family of r elatives and ultimately to the community;  
children are socialized by the extended, as well as the nuclear, family; old peo-
ple traditionally pass on the cultural heritage to the younger ones; children are 

These parents are going over their 
fi nances while their baby amuses herself 
with the toys they gave her.

Roy Morsch/Corbis
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taught to respect elders (age is a “badge of honor”—if you have grown old, you 
have done the right things)

Examples:

 ANGELO• , a  Latino American, was socialized to prioritize family needs and 

responsibilities. When his grandmother became ill, and his mother had to 

take her to the doctor, he had to stay home from school to care for his 

younger siblings.

 WINONA• , a  Native American, has been taught that children are not per-

mitted to communicate their opinions to older people. She also has been 

taught not to boast or cause another embarrassment. Children in her tribal 

group are socialized by all members of the community.

 3.  Communication

Communication tends to be more indirect, than direct—conversations might  ■

include inquiries about family members, health, or other seemingly unrelated 
matters to the purpose of the communication (such inquiries are necessary for 
assessing choice of language to be used and degr ee of familiarity with which 
certain topics can be discussed) (Stewart & Bennett, 1991).
Nonverbal, more than verbal, communication (body language, gestures, touch,  ■

facial expression, eye contact) is used.

Examples:

 LEE• , an Asian American, and DAKOTA, a Native American, were both so-

cialized to rely on context (including nonverbal behavior and relational 

cues) in order to be able to completely understand what is being com-

municated in a conversation. They also learned to use silence and pauses 

in conversations to contemplate what was said and to think about how to 

respond.

 AKILAH• , a Middle-Eastern American, JOE, an Italian American, and Aloha, 
a Hawaiian, have learned to use interruption as a means of getting in-

volved in a conversation (Thiederman, 1991).

 KAREEM• , a  low-income African American, was encouraged to learn by 

adults who would ask “real” questions (those to which a child would not 

know the answer), such as “What’s in that box?” (Heath, 1989). He expe-

rienced the acting out of conversations with body language and/or the  

use of a lot of teasing. Also, words sometimes were coined to enhance and 

further communication (“It’s not what is said, but how it is said that is impor-

tant”) (Hale, 1994).

 4.  Displays of Emotion

Some ■  groups display emotions inwardly and others display 
them outwardly.
Inward emotions are feelings rarely shown publicly; they  ■

can be expressed through a change in personal distance 
(stepping backward while engaged in a loud conver-
sation), shunning (ignoring and av oiding a friend 
for boasting), or deviations in performing routines 
(knowing your wife is angry because she fi lled your 
teacup only halfway with lukewarm tea).
Outward emotions are expressed through facial ex- ■

pressions, sound, body movement (however, facial 
expressions don’t always reveal inner emotions).

These children are engaged in a 
collective task.

Monkey Business Images/Shutterstock.com

The communication between these 
adults exemplifi es a direct style. It also 
exemplifi es an outward display of emotion 
in that the man is looking at and leaning 
his body toward the woman while he 
explains something; by the smile on 
her face, the woman is showing she 
understands and is pleased.

Cengage Learning
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Examples:

 AMI• , a Japanese American, grew up learning that a smile can disguise em-

barrassment, mask bereavement, or conceal rage; whereas a straight face 

can hide happiness (Stewart & Bennett, 1991). Yet, up until she was about 

5 years old, she, like other Japanese children, was expected to emote out-

wardly by whining and clambering on her mother after a separation, be-

cause this represents “amac,” the child’s enduring emotional dependence 

on the mother (Cole & Tan, 2007).

 JOHN• , a middle-class Euro-American, was socialized not to whine and to 

exhibit self-control by modeling the ways in which adults sho w emotion 

(Cole & Tan, 2007).

 5.  Discipline/Guidance

Age is equated with knowledge—children are not asked their desires, nor are  ■

they expected to communicate their opinions to older people; they are expected 
to be guided by adult wisdom.
Children obey and imitate; they learn by doing—even when children play, an  ■

adult or older sibling is nearby to guide them as needed (Rogoff , 2003).
A sense of obligation to parents is fostered by dependency and physical close- ■

ness between parents and child, which is continually r einforced as children 
grow older.
Th e use of shame and guilt is enabled by the child’s dependency on the mother;  ■

she controls the child’s behavior by appealing to the child’s sense of duty when 
the child deviates from her expectations.
The child also learns r elated socialized behaviors to av oid shame and sav e  ■

face—reluctance to admit lack of understanding, to ask questions, to take ini-
tiative, to do something a new way, and to avoid confrontation or disagreement 
(a Japanese proverb says: “Th e nail that sticks out gets hammered down).”

Examples:

 HAN• , an Asian American, experienced discipline/guidance through nurtur-

ance (responsive maternal care given to infants). In China, as well as in 

other Asian countries, infants seldom are allowed to cry for prolonged pe-

riods before they are picked up; they are fed on demand and weaned at 

a relatively late age; the young child is allowed to sleep with parents; and 

toilet training is gradual. Children so raised become dependent on their  

mothers to satisfy their needs.

 DALIA• , a  Middle-Eastern American, experienced doting, indulgent care as 

a young child. This is common in Middle-Eastern cultures as a way of es-

tablishing strong emotional ties from children to their parents and families. 

Young children are not expected to follow rules, and misbehavior is toler-

ated. However, between age 5 and 7, parents gradually demand more dis-

cipline, and children are also expected to help younger siblings and elders 

(Kagicibasi, 1996).

 PALOMA• , a  Native American, experienced discipline/guidance that was 

subtly implemented as she grew up. Approval was indicated through a 

smile, a pleasant tone of voice, or a friendly pat. Children in her tribal group 

typically were corrected by adults lowering their voices. Neither physical 

punishment nor verbal praise were used; instead, frowning, ignoring, with-

drawal of affection, shaming, and group pressure were the forms of so-

cial control used. Criticism of another is communicated indirectly through 

another family member, rather than directly.
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 JOSE• , a Latino American, was encouraged, as a child, to learn by observing, 

by doing, and by paying attention to the reactions of others. He, like other 

Hispanic children, is usually included in many adult activities. Self-regulation 

is socialized by adults who enable children to build new behaviors onto 

old; adults use feedback to help children improve. Praise in front of others 

is frowned upon because it may make the individual feel more important 

than others in the group (Trumbull et al., 2001).

 6.  Skills Emphasis

Skills believed important for children to learn to get along in the group, as well  ■

as to become contributing adults, are brotherhood, sharing, spirituality, and 
personal integrity.
Modesty and moderation are stressed (one doesn’t talk for the sake of talking;  ■

one doesn’t boast when one achieves; and one doesn’t show emotions).
Children are expected to do what they are capable of doing for their age (not  ■

to be perfect)—the goal is to improve on past per formance (failure is not a 
concept)

Examples:

 HONAN• , a  Native American, grew up learning spirituality through rites and 

rituals. He was socialized to value cooperation highly and was discouraged 

from competing within the group (such as for attention). He learned that 

consensus on decisions facing the group is sought via discussions, rather 

than by voting and majority rule—the needs of the gr oup supersede the 

needs of the individual. In his tribal group, personal items are readily shared 

because boundaries of property ownership are believed to be permeable.

 LUPITA• , a  Latina American, grew up in a family that emphasized coopera-

tion and helpfulness. Hispanic children are generally taught to be sensitive 

to the feelings and needs of others. Also, there usually is more emphasis on 

interaction with people than with things.

Competitive/Independent (Individualistic) Orientation 
General principles aff ecting socialization competitively-oriented groups can be delineated 
as follows:

 1.  Authority Role

Achieved authority is valued—occurs through hard work (achievement is re- ■

spected and admired).
Universalism is valued (rules are the same for everyone). ■

Example:

 ALICE• , a  Euro-American, was socialized to believe in equal opportunity for all. 

When playing with her friends, a common saying was, “That’s not fair!” (mean-

ing: taking advantage), or “That’s cheating!” (meaning: breaking the rules).

 2.  Relationships

Relationships are compartmentalized (family, friends, school, work). ■

Believe that behavior is governed by “Do unto others as you would have others  ■

do unto you,” rather than by ascribed rights and obligations.
A norm is informality; transience is common. ■

Decisions are made democratically (equal rights and majority rule). ■
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Example:

 RICHARD• , a Euro-American, was socialized that  individual rights super-

sede rights of the group. His family put a fence around their property even 

though the neighbors objected to it. He also learned to value competition 

over collectivism. He chose to be on the swim team even though his best 

friend couldn’t qualify.

 3.  Communication

Communication can be direct and independent of context (such as in a mem- ■

orandum), or indirect and dependent on context (such as in a face-to-face  
meeting).

Example:

 STACY• , a Euro-American, was socialized by her lawyer parents to be prag-

matic, specific, and come to the point quickly. She learned early t o be 

comfortable with written and electronic messages; what is stated, is the 

message (the context in which it is said is not impor tant). To encourage 

learning while growing up, her parents asked her “knowledge-training” 

questions (“What is this story about?”).

 4.  Displays of Emotion

Some groups of individuals, both ■  individualistic and collectivistic, openly ex-
press feelings to others; some individuals close their feelings to others; and  
some individuals are open with those people with whom they are intimate and 
closed with all others.
Th e display of emotions, open or closed, is likely an adaptiv e strategy devel- ■

oped and passed on regarding how best to get along with others (shar e your 
feelings with all, hide your feelings from all, or be selective).

 5.  Discipline/Guidance

It is believed that there is a rational or der in the world and individuals ar e  ■

agents of action (“Take the bull by the horns”).
It is assumed that problems and solutions are the nature of reality; children are  ■

socialized to solve problems they encounter.
Discipline/guidance aims to be preventive (provide children with reasons for  ■

desirable behavior so they will internalize them and be self-directive).

Example:

 • MICHAEL, a Euro-American, was socialized to believe in the importance of 

prevention (taking action in the present to avoid problems in the future—“A 

stitch in time saves nine”). He, like other Euro-American children, was social-

ized to avoid risks (Stewart & Bennett, 1991); yet he was also encouraged to 

engage in trial and error (“If at fi rst you don’t succeed, try, try again”).

 6. Skills Emphasis

From a very young age, children are encouraged to make their own decisions. ■

It is believed that the self is “located solely within the individual and the in- ■

dividual is defi nitely separate from others” (Lustig & Koester, 1999, p. 95); 
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children are expected to maintain clear boundaries betw een the self and  
others.
Emphasis placed on individual achiev ement, self-expression, and personal  ■

choice.
Competition between groups is believed to promote performance and “team  ■

spirit”; competition within the group is believed to promote creativity and pro-
ductivity (“Th e early bird catches the worm”).
Personal responsibility for success or failure is ingrained in the culture—“Th e  ■

buck stops here” (Thiederman, 1991)—as exemplified by the legal system, 
which is charged with assigning responsibility for wrongdoings.

Examples:

 BILL• , a Euro-American, was socialized to place emphasis on competition; 

achievement is judged in terms of comparisons with self and others (“You 

swam faster today than you did yesterday”; “You got the highest grade in 

the class on the math test”). In his family, praise was given generously, not 

only for achievement, but to enhance his self-esteem (Trumbull et al., 2001). 

His parents emphasized personal responsibility for learning, behavior, and 

possessions.

 MARGARET• , a  Jewish-American, was socialized to believe in a basic tenet of 

Judaism: If one chooses to live a good life, being kind to others and sharing 

with those less fortunate, one will experience self-reward.

 MATHEW• , a  Protestant American, was socialized to believe in the “Protestant 

ethic”—that salvation is achie ved through hard work, thrift, and self-

discipline (“Where there’s a will, there’s a way”; “God helps those who help 

themselves”).

Table 4.1 summarizes the diff erences between collective and individualistic parenting 
orientations.

Table 4.1  Summary: Collectivistic and Individualistic Parenting Orientations

Collectivistic Orientation Individualistic Orientation

Authority Role Ascribed
Hierarchal

Achieved
Egalitarian

Relationships Cooperative Competitive

Communication Indirect
More emphasis on nonverbal 
 (facial & body language)
Dependent on context

Direct
More emphasis on verbal
Verbal (face-to-face)
Independent of context

Displays of Emotion Outward (facial & body) or 
 inward (personal distance)

Open with all others or just 
 with intimate others

Discipline/Guidance Obedience
Imitation
Sense of obligation

Learn by doing
Instruction and reasoning
Sense of independence

Skills Emphasis Sharing
Helping
Interaction with people
Group loyalty

Decision making
Individual achievement
Self-expression
Personal choice and 
 responsibility
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Chronosystem Infl uences on Parenting
Parenting today raises new questions that previous generations seldom had to face. Should 
we have children? How many and how far apart? Terminate the unexpected or the imper-
fect child? Should we be strict or permissive? Should we stress competitiveness or coop-
eration? What activities should be encouraged? Because society is changing so rapidly and 
because of new advances in science and technology, parents cannot look to experience for 
answers as their parents could.

Several social scientists (Bronfenbrenner, 1989; Garbarino, Bradshaw, & Kostelny, 
2005; Hewlett & West, 1998) are concerned that a number of dev elopments—many 
benefi cent in themselves—have conspired to isolate the family and to drastically reduce 
the number of relatives, neighbors, and other caring adults who share in the socialization 
of American children. Among the most signifi cant forces are occupational mobility, the 
breakdown of neighborhoods, the separation of residential from business areas, consoli-
dated school districts, separate patterns of social life for diff erent age groups, and the dele-
gation of child care to outside institutions. What today’s parents lack is a support system.

Because of the natur e of today’s rapidly changing society, parents spend less time  
with their children. A majority of mothers hold jobs outside the home. F athers often 
must travel in connection with their work and are away for days or even weeks at a time. 
Parents may have meetings to attend in the evenings and social engagements on the week-
ends. Various studies have found that lack of time together is per ceived as the greatest 
threat to the family (Hochschild, 1997; Leach, 1994; Jacobs & Gerson, 2004). Given the 
changing nature of society and its pressures on the family’s ability to function optimally, 
parenting today has become a “journey without a road map.”

Historical Trends
A brief history of trends in the United States concerning the treatment of children and 
the role of parents follows.

Eighteenth Century
Before this time, it was not uncommon for children to be considered signifi cant only if 
they contributed to their elders’ welfare; no thought was given to their individual needs. 
If parents could not aff ord to care for them, they could be abandoned. P arenting was 
adult-centered.

Beginning in the 18th century, however, there was some improvement in the way chil-
dren were treated. Contributing to this reform was a reexamination of the writings of  
Locke, Rousseau, and Pestalozzi, all advocates of humanism—a system of beliefs con-
cerned with the interests and ideals of humans rather than of the natural or spiritual  
world (Berger, 2007). British philosopher John Locke’s (1632–1704) best-known concept 
was that a newborn’s mind is a tabula rasa, a blank slate before impressions are recorded 
on it by experience, and that all thought develops from experience. Children are neither 
innately good nor innately bad. Th e infl uence of this concept on contemporary parenting 
has been to encourage parents and teachers to mold children’s minds by providing them 
with optimal experiences.

During the 18th centur y in colonial America, childr en were needed to do endless  
chores. Th e father was the primary authority. Children were to be seen and not heard; im-
mediate obedience was expected. Discipline was strict; those who disobeyed were believed 
to be wicked and sinful and w ere severely punished. Tradition and religion infl uenced 
child-rearing practices: “He that spareth his rod, hateth his son: but he that loveth him 
chasteneth him betimes” (Proverbs 13:24). “Train up a child in the way he should go: and 
when he is old, he will not depart from it” (Proverbs 22:6).

Parenting was also influenced b y French philosopher J ean Jacques Rousseau 
(1712–1778), who believ ed that childr en are innately good and need fr eedom to 
grow because insensitive caregivers might otherwise corrupt them. Rousseau’s writings 

How has parenting 
changed over time?

How have children 
been treated 

throughout history?

humanism a system of beliefs 
concerned with the interests and 
ideals of humans rather than of 
the natural or spiritual world

tabula rasa the mind is a blank 
slate before impressions are 
recorded on it by experience
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influenced Johann Pestalozzi (1746–1827), who emphasiz ed the impor tance of the 
mother as the child’s fi rst teacher. Th e mother is more likely than other adults to be sensi-
tive to her child’s needs. Th at the mother was most important in the upbringing of the 
child was corroborated by Robert Sunley’s (1955) analysis of child-rearing literature from 
early-19th-century magazines, books, and journals.

Nineteenth Century
During the 19th century, parents were exposed to the ideas of psychologist G. Stanley Hall 
(1846–1924) who, like Rousseau, believed that young children are innately good and will 
grow naturally to be self-controlled adults, if not over-directed (Berger, 2007). Th is idea 
infl uenced many contemporary attitudes on child development and parenting. Parenting 
was becoming child-centered. Unlike the traditional emphasis on the needs of the par-
ent, contemporary ideas of child rearing placed paramount importance on the individual 
needs and welfare of the child. However, parents still directed the child-rearing practices.

Although at the end of the 19th century, parenting literature was espousing love and 
aff ection for children in order to mold their characters, at the beginning of the 20th cen-
tury, the discipline method advocated to mold character emphasized rewards and punish-
ment. Infant Care, published in 1914 by the Children’s Bureau, recommended strict child 
rearing. For example, thumb-sucking and masturbation were believed to damage the child 
permanently (Wolfenstein, 1953). At the beginning of the 20th centur y, the parenting 
literature advocated rigid scheduling of infants. Mothers were told to expect obedience, 
ignore temper tantrums, and restrict physical handling of their children (Stendler, 1950).

Early Twentieth Century
In the 1920s, applications of psychological theories began to appear in books and maga-
zines. John B. Watson’s theory of behaviorism, which held that only observable behavior 
(not what exists in the mind) provides valid data for psychology, and Sigmund Freud’s 
theory of personality development, which dealt with non-observable (unconscious) forces 
in the mind were signifi cantly infl uential for parents. Watson’s theoretical view defi ned 
learning as a change in the way an individual responds to a particular situation: Behavior 
that is reinforced or rewarded will be repeated; behavior that is not r einforced will be 
extinguished or eliminated. Watson’s theory applied to parenting in that conditioning of 
the child must take place early, with desirable behavior being reinforced and undesirable 
behavior being ignored. Freud’s theory applied to parenting in that Freud believed it was 
necessary for children to express—rather than repress—emotions. He said that harmful 
early experiences can harm children’s development (especially when these experiences are 
buried in the unconscious mind); that these can result in fi xations, or arrested develop-
ment, occurring at any time in life. Th erefore, children’s growing personalities must not 
be repressed, or else children will inevitably have problems as adults.

Middle Twentieth Century
In the 1940s, mothers were told that children should be fed when hungr y and be toi-
let trained when they developed physical control. Th is was very diff erent from the rigid 
scheduling of feeding and toilet training previously advocated. Even handling of genitals 
was considered natural, whereas years before parents were warned to take every precaution 
to prevent it (Wolfenstein, 1953). Benjamin Spock, in the 1946 edition of Th e Common 
Sense Book of Baby and Child Care, advised parents to enjoy their children and their roles 
as parents. He advocated self-regulation by the child rather than strict scheduling by the 
parents. Spock wanted to encourage parents to have a greater understanding of children 
and to be more fl exible in directing their upbringing. He based his recommendations on 
the writings of educators such as John Dewey (who believed children should learn by do-
ing) and psychoanalysts such as Sigmund Freud (who believed children’s psychological 
development occurred in natural stages and that healthy outcomes w ere infl uenced by 
parents).

behaviorism the theory that 
observed behavior, rather than 
what exists in the mind, provides 
the only valid data for psychology

fi xation a Freudian term 
referring to arrested development
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Late Twentieth Century
Jerry Bigner (1979) analyzed the child-rearing literature in several women’s magazines from 
1950 to 1970. He found that in the early 1950s physical punishment—spanking—was con-
doned, but by the end of that decade it was discouraged on the grounds that physical pun-
ishment does no more than show a child that a par ent can hit. Most articles encouraged 
self-regulation by the child. Parents were advised to hold, love, and enjoy their children and 
to emphasize the importance of children feeling loved. Parents were also urged to recognize 
individual differences, to realize that development is natural and maturation cannot be  
pushed. Th e extensive work of Arnold Gesell (Gesell & Ilg, 1943) infl uenced this view. He 
published norms, or average standards, of child development based on observations of chil-
dren of all ages. He concluded that the patterns for healthy gr owth were biologically pro-
grammed within the child and that if the parents would relax, growth would occur naturally.

Toward the end of the 1950s, after the Soviet Union’s successful launch of the fi rst satellite 
into space, the concern for intellectual development in children became urgent. Jean Piaget’s 
theories on cognitive development were of interest to professionals working with children. 
He emphasized that knowledge comes from acting in one’s environment. Th us, the impor-
tance of giving children a stimulating environment and many experiences was reinforced.

Infl uenced by the mass media, which publicized scientifi c and humanitarian views on 
child rearing, many parents began to move away from the traditional parent-centered ap-
proach to child rearing, with its strict discipline, to a more child-centered approach, with 
more fl exibility. However, in 1957, Spock revised the 1946 classic edition of his book on 
child care, which advocated a child-centered approach, to read, “Nowadays there seems 
to be more chance of a conscientious parent’s getting into trouble with permissiveness 
than with strictness” (Spock, 1957). Spock realized the consequences of parents’ focusing 
exclusively on what children need from them, rather than what the community will need 
from children when they grow up. Even though Spock continued to maintain his belief 
that children’s needs should be attended to, subsequent editions of his book addr essed 
the rights of parents—children need to feel loved, yet parents have the right to demand 
certain standards of behavior (Spock, 1957; Spock & Needleman, 1992). Other contem-
porary parenting views concur (Baumrind & Th ompson, 2002; Parke & Buriel, 2006).

In sum, the trend in parenting attitudes in the United States over time has swung from 
parent-centeredness to child-centeredness to more of a balanced approach.

Family Dynamics
Family dynamics refers to what activities are going on, with whom, and how they “play 
out” over time. As discussed in Chapter 3, the structure and functioning of the family as 
a whole aff ect parenting. Here we discuss the particular characteristics of family members 
and how these members relate to one another, which also aff ect parenting (Bornstein, 
2006).

Parenting involves a continuous process of reciprocal interaction that af-
fects both the par ents and the childr en (Kuczynski, 2003). When one 

becomes a parent, one rediscovers some of one’s own experiences in 
childhood and adolescence—for example, making snowmen, play-

ing hopscotch, playing hide-and-seek, and running through the 
sprinklers on a hot day. When one becomes a parent, one’s ex-

perience is expanded. Like a game inv olving strategies and 
counterstrategies, parenting requires continual adaptation to 
children’s changing capacities. Parenting is time-consuming 
and diffi  cult; it is also joyful and satisfying. Children are 
loving, open, and curious. What could be more gratify-
ing than the fi rst handmade card your child gives you that 
says “I luv u,” or when your grownup child asks for your 
advice?

How do family 
members infl uence 

each other?

A family enjoying mealtime together.

Monkey Business Images/Shutterstock.com
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Children’s Characteristics
Characteristics of children that infl uence family dynamics and parenting style in a bidi-
rectional way include age and cognitive development, temperament, gender (Bornstein, 
2006), and presence of a special need, such as a disability (Heward, 2008).

Age and Cognitive Development
As the child gets older and more mature physically and cognitively, parent–child interac-
tions change. During infancy, parenting tasks are primarily feeding, changing, bathing, 
and comforting. As the child is awake more, play is added to the repertoire of activities. 
During the second year of life, physical and verbal restraint must be introduced for the 
child’s safety. Th e child must be prevented from going into the street, from eating poison-
ous materials, from handling sharp objects, and so on.

During the preschool years, parenting techniques may expand to include reasoning, 
instruction, isolation (timeout), withdrawal of privileges (negativ e consequences), and 
reinforcement or rewards. As the children mature during school age, parents may en-
courage them to become more responsible for their behavior by allowing them to make 
certain decisions and to experience the positive as well as the negative consequences. For 
example, if a child requests a pet fi sh for his or her birthday, then the parents should allow 
the child to have the responsibility of feeding it. As children enter adolescence, parents 
may deal with potential confl icts by discussion, collaborative problem solving, and com-
promise. My son neglected to clean his room. It was “a waste of time” to make his bed 
and put his things away, since he would just be using them again. Because I like order and 
neatness, his behavior caused me to nag. After discussing his r easons for not complying 
with my standards and my reasons for him to do so, we agreed on a compromise: Th e day 
I cleaned house, he was to tidy his room; other days, he could keep the door closed, but 
not locked.

Researchers (McNally, Eisenberg, & Harris, 1991; Parke & Buriel, 2006) have found 
that although specifi c parenting practices change according to the age of the child, ba-
sic parenting styles remain quite stable over time. For example, a parent might isolate a 
preschooler who is hitting a younger sibling until some self-control is established. Th at  

What characteristics 
of children infl uence 
family dynamics and 
parenting practices?

Parenting and Prevention of Adolescent 
Problem Behavior
Studies have shown that adolescents whose parents are warm, affectionate, commu-
nicative toward them, and have certain standards for behavior are less likely to abuse 
drugs or engage in delinquent acts or join gangs than childr en who do not ha ve 
good parental relationships (Baumrind, 1991; Greenberger & Chen, 1996; Grotevant, 
1998; Steinberg & Morris, 2001).

Adolescence is a time when parent–child relations are tested. Many of the every-
day demands of family life—doing one’s assigned chores, being considerate of other 
members, communicating, adhering to standards (coming home on time, keeping 
appointments, writing thank-you notes, doing homework)—can become areas of 
confl ict.

When parents react negatively to an adolescent’s push for autonomy and become 
overly strict or overly permissive, the adolescent is more likely to rebel by exhibiting 
problem behavior (Collins & Laursen, 2004; Eisenberg et al., 2005).

The research also suggests that the ef fect of confl ict between a child and one  
parent can be offset by a positive relationship with the other parent. Positive parent–
child relationships can also negate the infl uence of a peer group that abuses drugs 
or alcohol and engages in delinquent behavior. Thus, parenting styles established in 
childhood have an impact on adolescent problem behavior.

IN PRACTICE
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parent might use reasoning and/or withdrawal of privileges for a school-ager who fi ghts. 
Parenting practices may also change according to the situation. For example, a parent 
who usually gives a child instruction on how to behave in advance may resort to yelling 
when rushed. Th us, even though the methods may change, the goal of self-contr ol and 
the emotional climate or style of attaining that goal remain stable.

Temperament
Temperament, introduced in Chapter 1, is the combination of innate characteristics that 
determine an individual’s sensitivity to various experiences and responsiveness to patterns 
of social interaction. It is a central aspect of an individual ’s personality, and has been 
shown to be stable over time (Rothbart & Bates, 2006).

Temperament infl uences one’s interactions with others—how infants respond to their 
caregivers and how caregivers respond to children—thereby illustrating the concept of 
bidirectionality. Th us, certain parenting styles may be elicited by a child’s temperament 
(Putnam, Sanson, & Rothbart, 2002; Sameroff , 1994). For example, a very active child 
may have to be told more than once to sit still at the table or may hav e to be removed 
from the table to eat alone, whereas a less active child may only have to be told “Sit still 
at the dinner table so the food won’t spill off  the plate.” Some methods of child rearing 
may have to be modifi ed to suit a child’s temperament. A child who has irregular patterns 
of hunger and sleep would be better suited to a more fl exible “demand” feeding schedule, 
whereas a child who exhibits regularity is more suited to feeding at scheduled intervals.

In a classic longitudinal study of 136 children from infancy to adolescence, research-
ers Chess and Th omas (Chess & Th omas, 1987; Th omas, Chess, & Birch, 1970) isolated 
nine behavioral characteristics, which clustered into three general types of temperament. 
Th ese temperamental types could be recognized by the second or third month of life. Th is 
model is still used by researchers today.

 1.  Easy children displayed a positive mood and regularity in body function; they  
were adaptable and approachable, and their reactions were moderate or low in 
intensity.

 2.  Diffi  cult children were slow to adapt and tended to have intense reactions and neg-
ative moods; they withdrew in new situations and had irregular body functions.

 3.  Slow-to-warm-up children initially withdrew but slowly adapted to new situations; 
they had low activity levels and tended to respond with low intensity.

Although individual temperament seems to be established at bir th, environmental factors, 
especially parenting styles, play an important role in whether or not a person’s style of be-
havior can be modifi ed. If the infl uences of heredity and environment blend well together, 
one can expect healthy dev elopment of the child; if they ar e incompatible, behavioral 
problems are almost sure to ensue (Th omas & Chess, 1977, 1980). Th er efore, Th omas and 
Chess recommend that parents adjust parenting styles to their off spring’s temperament, 
although they emphasize that “a constructive approach by the parents to the child’s tem-
perament does not mean an acceptance or encouragement of all this y oungster’s behavior 
in all situations” (1977, p. 188). Th omas and Chess refer to the accommodation of parent-
ing styles to children’s temperaments as goodness-of-fi t. Infant temperament determines 
what kinds of interactions parents and infants are most likely to fi nd mutually rewarding. 
However, just because infants are born with certain temperaments does not preclude them 
from adapting to certain behaviors demanded of them; the key is how the parents do it.

 1.  Easy children tend to adapt well to various styles of child rearing.
 2.  Diffi  cult children need consistent, patient, and objective parents who can handle 

their instability. For example, instead of expecting very active, distractible children 
to concentrate for long periods of time on their home work, parents can reward 
them for shorter periods of work with pleasurable breaks in between, as long as 
the task is fi nished.

goodness-of-fi t 
accommodation of parenting 
styles to children’s temperaments
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 3.  Slow-to-warm-up children do best with a moderate amount of encouragement  
coupled with patience; parents and teachers should let these childr en adjust to 
change at their own pace.

Temperament fi rst sets the tone for interaction. Children who are sociable (easy tem-
perament) will communicate a diff erent mood when they encounter people than will  
children who are more reserved (slow-to-warm-up temperament). Next, temperamental 
diff erences will determine the kinds of behaviors childr en may initiate. Active children 
(diffi  cult temperament) will likely experience mor e things because they are constantly 
doing and on the go. Th ey will probably have more social interactions because of their  
activities. Th eir temperament will elicit certain responses from others. For example, by 
being attentive to a child’s frequent emotional expressions of joy, sadness, or even anger, 
a parent is likely to encourage those behaviors. On the other hand, if a parent ignores or 
sets consequences for such overt displays of emotion, that parent is likely to discourage 
those behaviors (Putnam, Sanson, & Rothbart, 2002).

Not only is a child’s temperament infl uential on parenting styles; the parents’ tempera-
ment, too, aff ects their parenting styles and how they respond to their child’s behavior 
(Lerner, 1993). For example, an active parent may be impatient with an inactive infant; a 
sociable parent may feel rejected by a withdrawn child; a reserved parent may feel intimi-
dated by an aggressive child.

Gender
Parents provide different socializing environments for boys and girls (Leaper, 2002; 
Ruble, Martin, & Berenbaum, 2006), most likely because of their o wn socialization. 
Parents give children diff erent names, diff erent clothing, and diff erent toys. Fathers, in 
particular, are more likely to act diff erently toward sons and daughters than are moth-
ers (Fagot, 1995; Lamb, 2004; Parke, 2002). Also, fathers tend to be mor e demanding 
of their children than are mothers (Doherty, Kouneski, & Erikson, 1998; Lamb, 2004). 
Parents of school-age children were interviewed regarding parenting techniques used with 
their sons and daughters. Parents reported being more punishing and less rewarding with 
same-gendered children. Parents of girls emphasized cooperation and politeness; parents 
of boys emphasized independent and self-reliant behaviors (Power, 1987).

Th e types of play activities that are encouraged diff er for boys and girls. Th ere is also 
some evidence that parents encourage girls to be more dependent, aff ectionate, and emo-
tional than boys. In addition, as boys get older, they are permitted more freedom than 
girls—for example, they are allowed to be away from home without supervision more 
than are girls (Basow, 2008). Besides parental eff ects on gender-role socialization, siblings 
and the child’s own cognitive development have been found to be infl uential (McHale, 
Crouter, & Tucker, 1999). Gender-role socialization will be discussed more specifi cally in 
Chapter 12.

Presence of a Disability
Th e presence of a disability in a child infl uences family dynamics and 
parenting styles. Th e nature, onset, and severity of the disability as 
well as the availability of support systems are factors in how the 
parents cope.

Parental reactions to the diagnosis of a disability v ary enor-
mously; they may include grief , depression, and/or guilt  
(Meadow-Orlans, 1995). Another common r eaction is 
anger—anger with God, fate, society, professionals, oneself, 
the other parent, or even the child. In addition, parents may 
also experience frustration as they seek an accurate diagnosis 
or referral of a child who has a problem that is not so readily 
identifi able.

This child is exhibiting her diffi cult temper-
ament by sulking in her cubby to protest 
having to go outside. Talking calmly to her 
will be more effective than demanding she 
comply, threatening punishment.

Cengage Learning

A mother caring for her child who is 
disabled.

Paul Doyle / Alamy
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Society expects parents to love their children. When a parent experiences negative feel-
ings at the birth of a child, that parent commonly feels guilt. Unable to accept their own 
feelings of rejection or hostility, parents may blame themselves for experiencing emotions 
unbefi tting a good and loving parent, especially a parent of a child so in need of love and 
special care. Guilt may also be related to a parent’s feeling that something he or she did, 
or failed to do, caused a child’s disability.

Parenting is a diffi  cult and complicated task. Parenting a child with a disability is even 
more so (Heward, 2008). Although most people will tolerate a 2-year-old’s temper tan-
trum in a grocery store, they are apt to stare, or even make remarks, at a 10-year-old 
behaving in the same manner. Many parents have diffi  culty from time to time getting 
responsible babysitters, but parents of children with disabilities have even more. It is a 
challenge to change the diapers on a pr eadolescent, or care for a blind preschooler, or 
calm down a hyperactive child.

Not only is parenting a child with a disability mor e complicated and diffi  cult, it is 
also more likely to cause major psychological stress in the parent, resulting in disturbed 
family interactions. According to Ann Turnbull and H. Rutherford Turnbull (2001), the 
parents of children born with disabilities may lose self-esteem. Th is can be transmitted to 
the child as overprotection, rejection, or abuse. Th e child may experience ambivalence, 
sometimes feeling love and sometimes anger. Th e frustrations of parenting a child with 
disabilities can tax anyone’s patience. Parents worry about the care, the expense, and the 
future of their child. Some parents dedicate themselves totally to their child with dis-
abilities. Th is pattern can lead to marital confl icts, neglect of other children, and family 
disruption.

Family Characteristics
Characteristics that infl uence family dynamics and consequent parenting style are size 
(number of siblings) and confi guration (birth order, spacing, and gender of siblings), as 
well as parents’ stage of life, marital quality, and abilities to cope with stress (Bornstein, 
2006; Cowan, Powell, & Cowan, 1998).

Size
Both parents and children are aff ected by the number of children in the family. Th e more 
children there are, the more interactions within the family, but the less likely are indi-
vidual parent–child interactions. Children in large families may have many resources to 
draw on for company, playmates, and emotional security. Th ey may also have increased 
responsibility in the form of chores or caring for younger siblings. Parents in larger fami-
lies, especially those with limited living space and economic r esources, tend to be more 
authoritarian, tend to be more likely to use physical punishment, and tend to be less  
likely to explain their rules than are the parents of smaller families. Th e emphasis is on the 
family as a whole rather than the individuals within it (Bossar d & Boll, 1956; Elder & 
Bowerman, 1963; Furman, 1995). However, it has also been found that the eff ects of 
family size on parenting style are mediated by parental education, occupation, social class, 
intactness of the family, and ethnic orientation (Blake, 1989; Bornstein, 2006).

Confi guration
Not only does the number of children in a family aff ect child-rearing practices, but the 
spacing and gender of the siblings also infl uence parent–child interactions. With the birth 
of each sibling come diff erent temperaments, diff erent ages, and new relationships for 
parents to handle. Also, when adult children move back home, or when other relatives, 
such as grandparents, come to live with the nuclear family, authority patterns and rela-
tionships change.

According to Pew Research (2010), the multigenerational family household is making 
a comeback (it was a common American family confi guration prior to World War II). 

What characteristics 
of families infl uence 

its dynamics and 
parenting practices?
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Infl uences on family confi guration include the Great Recession, which began accelerat-
ing in 2007, and the big wave of immigration, dominated by Latino and Asian groups, 
which began around 1970. Today, many young people who can’t aff ord places of their 
own choose to live with their parents. Aging adults who can’t live independently (for 
health or fi nancial reasons) move in with their younger relatives. To immigrants from 
some cultures, multigenerational households are the norm.

A number of studies (F urman, 1995; Sutton-Smith, 1982) have shown parenting 
practices with regard to fi rstborn and later-born siblings to diff er even at the same age. 
Firstborns receive more attention, aff ection, and verbal stimulation than their later-born 
siblings. Th ey also are disciplined more restrictively and are coerced more by their par-
ents. More mature behavior is expected of them than of their siblings. O ther fi ndings 
have shown that mothers help their fi rstborns in solving problems more frequently than 
they do their later-borns. And mothers of fi rstborns apply more pressure for achievement 
than they do on their later-borns (Zajonc, 1976).

Judy Dunn (1988, 1992, 1993, 2007) has examined the socialization eff ects siblings 
have on each other, unlike the studies discussed earlier which explained the bidir ec-
tional infl uences of siblings on parenting behavior and diff erential parenting on siblings 
(McHale et al., 2000). Siblings provide opportunities for cooperation, competition, em-
pathy, aggression, leading, following, and so on. Older siblings function as tutors or  
supervisors of younger brothers or sisters (Parke & Buriel, 2006). Dunn has shown that 
from 18 months on, children understand how to hurt, comfort, and exacerbate a sib-
ling’s pain. Th ey understand what is allowed or disapproved in their families. Th ey can 
even anticipate responses of adults to their own and others’ misbehavior as well as com-
ment on, and ask about, the causes of others’ actions and feelings. Dunn concludes that 
the ability to understand others and the social world is closely linked to the activities  
and relationships with siblings and parents. It is important that parents monitor sibling 
interactions and intervene in confl icts. By explaining rights and fairness, as well as in-
terpreting diff erences in abilities according to age, parents can enhance positive relation-
ships between siblings.

What about only children? Only children experience more parent–child interaction, 
and their relationships with their parents are reported to be more positive and aff ectionate 
than those of children with siblings (Falbo & Polit, 1986). In a study of 2-year-olds with 
an unfamiliar peer in a laboratory room, Snow, Jacklin, and Maccoby (1981) observed 
that only children were more advanced socially than children with siblings, showing more 
positive behavior as well as assertive/aggressive behavior. Second-borns showed the least. 
Only children have also been shown to perform better academically in school than chil-
dren who have siblings (Falbo & Polit, 1986).

Th us, being an only child does not seem to be harmful to dev elopment; rather, it may 
be benefi cial. Th ere are disadvantages, however, such as too much pressure from parents 
to succeed, loneliness, or not having anyone to help care for aging parents.

Parents’ Life Stage
Parents go through six stages of changes in their expectations and practices for childr en 
from infancy to adolescence: (1) image making, (2) nurturing, (3) authority, (4) interpre-
tive, (5) interdependent, and (6) departure (Galinsky, 1981).

Parents also go through changes in their relationships with their parents. Generational 
research shows that parents’ relationships with their parents throughout childhood and 
adulthood impacts their parenting practices (Cowan, Powell, & Cowan, 1998). For ex-
ample, mothers who reported having had an insecure childhood relationship with their 
parents have less eff ective parenting strategies with their preschool children than moth-
ers who reported having had a secure relationship. Apparently, having a good “working” 
model to emulate infl uences parenting practices from infancy to adolescence.
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Marital Quality
Marital quality contributes to childr en’s development in that the par ents form a co-
parenting alliance, cooperating with and suppor ting each other (Co wan, Powell, & 
Cowan, 1998). United parents are less subject to manipulation by their child. What child 
hasn’t tried to get one parent to give in when the other parent has refused a request?

Research shows that children whose fathers are involved in their care do better so-
cially and academically than children whose fathers play a marginal parenting role (Lamb, 
2004; Parke, 2002). McHale (1995) found that parents who argued during a problem-
solving task were also likely to be hostile and competitive when parenting their sons, and 
have diff erent levels of involvement with daughters. Marital confl ict may be so consum-
ing for parents that they become less able to respond to their child’s emotional needs and 
their parenting skills may diminish (Fincham & Hall, 2005).

Marital confl ict culminating in divorce imposes a major disruption in relationships 
among all members of the family (Kelly & Emery, 2003). As was discussed in Chapter 3, 
divorce aff ects the parenting style of both the custodial and the noncustodial parent, with 
the custodial parent (usually the mother) becoming more authoritarian and restrictive, 
and the noncustodial parent (usually the father) becoming more permissive and indul-
gent, at least initially. Such a major stress also aff ects children’s behavior, with children 
becoming more aggressive, rebellious, and manipulative.

Ability to Cope with Stress
Parents who are tired, worried, or ill and those who feel they hav e lost control of their 
lives are likely to be impatient, lacking in understanding, and unwilling to r eason with 
their children. To see whether and how stress aff ects child rearing, Zussman (1980) cre-
ated a stressful situation in which parents were observed interacting with their toddlers 
and preschool-age children. A laboratory playroom was equipped with play materials that 
were complex enough to require the children to request help. It was also equipped with 
such items as a breakable vase, a fi lled ashtray, and a stack of index cards. Th e parents were 
given mental tasks to per form while the children played in the room. Zussman found 
that when the parents were preoccupied with their task, they became less r esponsive to 
their preschool children (less likely to play with them, talk to them, help them) and more 
interfering, critical, and authoritarian with their toddlers.

What are the eff ects of real-life stress, such as divorce, illness, death, abuse, or fi nancial 
problems, on parental interaction with children? In one study, Patterson (1982) obtained 
daily reports from a group of mothers concerning the occurr ence of crises of v arying 
magnitudes, including an unexpectedly large bill, a car breaking down, illness of a fam-
ily member, and quarrels between spouses. Th e mothers were also asked to describe their 
moods, and family interactions were observed. Th e number of crises experienced was  
found to be a positive predictor of maternal irritability. Patterson found that the more of-
ten a mother becomes irritable, the less likely she is to deal with family pr oblem solving, 
and that unsolved problems accumulate and lead to increased stress. Further, disrupted 
family interaction leads to an intolerant discipline style that in turn fosters antisocial be-
havior in the child (Patterson & Dishion, 1988).

Unemployment, with its consequent economic deprivation, is another cause of family 
tension. A considerable body of research has shown an association between paternal job 
loss and intrafamily violence, including partner abuse and child abuse (Luster & Okagaki, 
1993; McLoyd et al., 2006). Th e possible explanations off ered are the greater amount of 
time the father spends at home, which increases the possibility of confl ict; an increase in 
the father’s disciplinary role; a reaffi  rmation of the father’s power in order to save face; 
and tension from diminished economic resources.

Finally, it has been shown that crises or stress do not always disrupt family function-
ing. Th e type of stressor, personalities, and relationships within the family, as well as the 
presence of social suppor t networks outside the nuclear family, are infl uential factors 
(Cochran, 1993; Walsh, 2006; Yogman & Brazelton, 1986).
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Parenting Styles
Parenting style encompasses the emotional climate in which child-r earing behaviors are 
expressed (Cowan, Powell, & Cowan, 1998). Parenting styles are usually classifi ed by 
the dimensions of acceptance/responsiveness (warmth/sensitivity) and demandingness/con-
trol (permissiveness/restrictiveness) (Maccoby & Martin, 1983). Parents who are accept-
ing/responsive give aff ection, provide encouragement, and are sensitive to their children’s 
needs; parents who are unaccepting/unresponsive are rejecting, critical, and insensitive to 
their children’s needs. Parents who are demanding/controlling set rules for children and 
monitor their compliance; parents who are undemanding/uncontrolling make few de-
mands on children and allow them much autonomy. Parents who are neither responsive 
nor demanding are considered to be indiff erent, or uninvolved. See Figure 4.2 for varia-
tions on the major dimensions of parenting styles.

Microsystem Infl uences: Between Parent and Child
A microsystem eff ect on children is the bidirectional parent–child relationship within the 
family. Research has shown parenting styles to have an impact on children’s behavior, and 
vice versa, in such areas as attachment, self-regulation, prosocial behavior, competence, 
and achievement motivation. Attachment, introduced in Chapter 2, is an aff ectional tie 
that one person forms to another person, binding them together in space and enduring  
over time. Self-regulation, also introduced in Chapter 2, is the process of bringing one’s 
emotions, thoughts, and/or behavior under control. Prosocial behavior involves behav-
ior that benefi ts other people, such as altruism, sharing, and cooperation. Competence 
refers to a pattern of eff ective adaptation to one’s environment; it involves behavior that is 
socially responsible, independent, friendly, cooperative, dominant, achievement-oriented, 
and purposeful. Achievement motivation, introduced in Chapter 2, refers to the tendency 
to approach challenging tasks with confi dence of mastery.

Parenting styles, as we saw in Chapter 2, are usually described in terms of major dimen-
sions or degrees: authoritative (democratic), authoritarian (parent-centered), and permissive 
(child-centered). More detailed defi nitions of the basic parenting styles can be found in the 
“In Practice” box. A fourth parenting style, uninvolved—insensitive, indiff erent parenting 
with few demands or rules—is discussed later with inappropriate parenting practices.

Some classic contemporary books exemplifying the various parenting styles are:

Authoritarian ■ . Discipline: Th e Brazelton Way (Brazelton & Sparrow, 2003)
Authoritative. ■  Th e New Dare to Discipline Book (Dobson, 1996)
Permissive.  ■ Th e Successful Child: What Parents Can Do to Help Children Turn Out 
Well (Sears, Sears, & Pantley, 2002).

It must be realized that parents seldom fall into one categor y or one extreme; they are 
often a mixture. Parenting is so complex that it is often infl uenced by such factors as the 

How do parents 
implement their 
roles as parents?

What signifi cant 
child outcomes 
are affected by the 
parent–child 
interaction?

prosocial behavior beha vior 
that benefi ts other people, 
such as altruism, sharing, and 
cooperation

competence refers to a 
pattern of effective adaptation 
to one’s environment; it involves 
behavior that is socially 
responsible, independent, friendly, 
cooperative, dominant, and 
achievement-oriented

uninvolved a style of 
insensitive, indifferent parenting 
with few demands or rules

Go to the Education CourseMate website 
to access a learning module entitled 
“Early Childhood: Parenting.” Which 
 parenting style(s) do you believe you 
were exposed to as a child?

TeachSource Video Activity

Authoritarian: Acceptance/ResponsivenessDemandingness/Control

Authoritative: Acceptance/ResponsivenessDemandingness/Control

Permissive: Acceptance/ResponsivenessDemandingness/Control

Uninvolved: Acceptance/ResponsivenessDemandingness/Control

FIGURE 4.2 Dimensions of Parenting Styles
Source: Based on Maccoby and Martin, 1983.
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136 CHAPTER 4

social context (for example, church versus Little League), the particular situation (Is the 
child in danger? Is the parent stressed?) (Grusec & Davidov, 2007); the child’s age, gen-
der, birth order, and siblings; the child’s temperament, including how the child responds 
to parental demands (Kochanska, Askan, & Carlson, 2005); the parent’s previous experi-

ence (Dunn et al., 2000), including ho w the parent was parented; the parent’s tem-
perament; and the parents’ cultural or religious values (Parke & Buriel, 2006). In 

order to better understand the eff ects of parenting styles on children’s behav-
ior, researchers base their fi ndings on the parenting styles observed most 

frequently in various situations.

Attachment
As mentioned in Chapter 2, attachment is an outcome of sensi-
tive, responsive caregiving. It provides the basis for socialization 
because infants who are securely attached are willing to com-
ply with parental standards.

Parenting behavior toward the baby influences attach-
ment (Cummings & Cummings, 2002). When a parent re-
sponds appropriately, being sensitive and responsive to the 
baby’s signals, the baby forms a secure attachment; when a 

Basic Parenting Styles

 1. The permissive parent attempts to behave in a nonpunitive, acceptable, and af-
fi rmative manner toward the child’s impulses, desires, and actions. He or she con-
sults with him/her about policy decisions and gives explanations for family rules. 
He or she makes few demands for household responsibility and orderly behavior. 
He or she presents herself to the child as a resource for him/her to use as he/she 
wishes, not as an active agent responsible for shaping or altering his ongoing or 
future behavior. He or she allows the child to regulate his/her own activities as 
much as possible, avoids the exercise of control, and does not encourage him/
her to obey externally defi ned standards. He or she attempts to use reason but 
not overt power to accomplish his/her ends (Baumrind, 1968, p. 256).

 2. The authoritarian parent attempts to shape, control, and evaluate the behav-
ior and attitudes of the child in accor dance with a set st andard of conduct, 
usually an absolute standard, theologically motivated and formulated by a higher 
authority. He or she values obedience as a vir tue and favors punitive, forceful 
measures to curb self-will at points where the child’s actions or beliefs confl ict 
with what he or she thinks is right conduct. He or she believes in inculcating such 
instrumental values as respect for authority, respect for work, and respect for the 
preservation of order and traditional structure. He or she does not encour age 
verbal give and take, believing that the child should accept her word for what is 
right (Baumrind, 1968, p. 261).

 3. The authoritative parent attempts to direct the child’s activities but in a rational, 
issue-oriented manner. He or she encourages verbal give and take, and shares 
with the child the reasoning behind her policy. He or she values both expressive 
and instrumental attributes, both autonomous self-will and disciplined conformity. 
Therefore, he or she exerts fi rm control at points of parent–child divergence, but 
does not hem the child in with restrictions. He or she recognizes his/her own spe-
cial rights as an adult, but also the child’s individual interests and special ways. 
The authoritative parent affi rms the child’s present qualities, but also sets stan-
dards for future conduct. He or she uses reason as well as power to achieve his/
her objectives. He or she does not base decisions on gr oup consensus or the 
individual child’s desires, but also does not regard himself/herself as infallible or 
divinely inspired (Baumrind, 1968, p. 261).

IN PRACTICE

The scolding a child gets from a parent for 
wrongdoing exemplifi es the authoritarian 
parenting style.

BananaStock/Jupiter Images
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parent responds inappropriately, inconsistently, or not at all, the baby tends to form 
an insecure attachment. According to Ainsworth and colleagues (Ainsworth et 
al., 1978), appropriately responsive caregiving involves paying attention 
to the baby’s signals, interpreting them accurately, giving appropri-
ate feedback, and responding promptly (enabling the baby to learn 
that his or her stimuli cause a response). For example, parents of 
securely attached babies synchronize their interactions accord-
ing to the baby’s activity (DeWolff  & van IJzendoorn, 1997). 
When the baby is alert and active, they stimulate. When the 
baby is fussy, they soothe. When the baby is tired, they put 
him or her to sleep . Parents of insecurely attached babies 
may ignore the baby’s signals; they may respond ineff ectively 
or inappropriately. For example, a mother may give her baby 
a bottle or her breast when the baby is hungry, but be talk-
ing on the phone or reading rather than gazing at the infant 
to adjust to his or her needs.

To measure the quality of attachment in infants ages 1 to 2, 
researchers commonly use a classic experiment known as the 
strange situation (Ainsworth et al., 1978). In the strange situation, the parent brings the 
child to a laboratory playroom equipped with toys. Th e parent leaves the room briefl y and 
the infant’s behavior is monitored. A stranger enters the room and the infant’s behavior is 
recorded. Th e stranger leaves and the parent returns. Th e following types of attachment 
have been observed in the strange situation

 1.  Secure attachment (secure). Th e infant actively explores the environment in the 
mother’s presence, is upset when she leaves, and seeks contact when she returns. 
(Th e infant may accept the stranger’s attention when the mother is present.)

 2. Resistant attachment (insecure). Th e infant stays close to the mother , doesn’t 
explore, becomes upset when the mother leaves, is wary of strangers, and resists 
physical contact with the mother when she returns.

 3. Avoidant attachment (insecure). The infant shows little distr ess when the  
mother leaves, may ignore or avoid the stranger, and ignores the mother when she 
returns.

 4. Disorganized/disoriented attachment (insecure). Th e infant is very upset by the 
strange situation and appears confused about whether to appr oach or avoid the 
stranger; when the mother returns, the infant may seek contact and then with-
draw (Main & Solomon, 1990).

Th e signifi cance of the quality of attachment is that it correlates with later intellectual and 
social development (Lamb et al., 1999). Securely attached infants tend to be more atten-
tive, curious, and confi dent, exploring various physical environments, exhibiting more so-
cial competence with peers, and being more compliant with adults in the preschool years.

Self-Regulation and Prosocial Behavior
Baumrind’s classic studies (1966, 1967, 1971, 1973) showed a strong correlation between 
parenting practices (studied via interviews) and observed self-regulation and prosocial be-
havior of American middle-class preschool children. Later studies (Brophy, 1989; Forman & 
Kochanska, 2001; Hart, DeWolf, & Burts, 1992) have supported Baumrind’s fi ndings 
that parenting style aff ects children’s behavior. Table 4.2 outlines the relationship between 
parenting and children’s behavior.

According to Baumrind, both the  authoritarian and the  permissive parents in her 
studies had unrealistic beliefs about young children. Whereas the strict or authoritarian 
parents thought the child’s behavior must be constrained, the permissive parents tended 
to look at the child’s behavior as natural and refreshing. Neither group seemed to take 

The verbal give-and-take discussion be-
tween this father and son exemplifi es the 
authoritative parenting style.

Frank Siteman/Index Stock Imagery/PhotoLibrary
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138 CHAPTER 4

into account the child’s stage of development—for example, the desire in early childhood 
to model parental behavior or the inability in early childhood to r eason when given a 
parental command. Th us, Baumrind and others (Steinberg, 2001; Steinberg et al., 1994) 
endorsed the authoritative parenting style for adapting to the European American values 
of independence, individualism, achievement, and self-regulation. Authoritative parents 
take into account their children’s needs as well as their own before deciding how to deal 
with a situation. Th ey exert control over their children’s behavior when necessary, yet they 
respect their children’s need to make their own decisions. Reasoning is used to explain 
parenting policies, and communication from the children is encouraged. Children experi-
ence democracy at home.

Most early parenting research involved young children, but more recent studies have 
included adolescents in order to reveal the long-term eff ects of parenting styles (Baumrind, 
1991; Holmbeck, Paikoff , & Brooks-Gunn, 1995; Steinberg, 2001). Dornbusch and his 
colleagues (Dornbusch et al., 1987) found that authoritative parenting is positively cor-
related, and authoritarian and permissive parenting negatively correlated, with adolescent 
school performance. Steinberg and his colleagues (Steinberg, Elmen, & Mounts, 1989; 
Steinberg et al., 1991) confi rmed the relationship between authoritative parenting and 
academic performance. Th ey explained it as being due to the eff ects of authoritativeness 
on the development of a healthy sense of autonomy and, more specifi cally, on the devel-
opment of a healthy psychological orientation toward work. Th us,  authoritative parent-
ing infl uences not only how a child behaves in the early years but also how a child deals 
with responsibility, as exhibited in adolescence.

Authoritative parenting is not the norm among various cultural and socioeconomic 
groups in the United States and other countries. More common is the authoritarian style 
utilized by groups that closely adhere to their traditional cultural v alues (Greenfi eld, 
Suzuki, & Rothstein-Fisch, 2006). Cultural values, as we have discussed, are adaptive to 
the environment in which members of the group grow up.

Characteristic of some cultures, certain values, such as respect for elders and the need 
for social order, may infl uence child-rearing methods. For example, whereas authori-
tarian parenting is perceived by Americans and Europeans to be strict and regimented, 

Table 4.2  Relationship of Parenting Styles to Children’s Behavior

Parenting Style Characteristics Children’s Behavior

Authoritative
(democratic)
“Do it because. . .”

Controlling but flexible
Demanding but rational
Warm
Receptive to child’s communication 
Values discipline, self-reliance, and uniqueness

Self-reliant
Self-controlled explorative
Content
Cooperative

Authoritarian
(adult-centered)
“Do it!”

Strict control (self-will curbed by punitive measures)
Evaluation of child’s behavior and attitudes with 
 absolute standard
Values obedience, respect for authority, and 
 tradition

Discontent
Withdrawn
Fearful
Distrustful

Permissive
(child-centered)
“Do you want to do it?”

Noncontrolling
Nondemanding
Acceptance of child’s impulses
Consults with child on policies

Poor self-reliance
Impulsive
Aggressive
Hardly explorative
Poor self-control

Uninvolved
(insensitive and indifferent)
“Do what you want.”

Noncontrolling
Nondemanding
Indifferent to child’s point of view and activities

Deficits in attachment, cognition, emotional 
 and social skills, and behavior
Poor self-control
Low self-esteem

Source: Based on Baumrind (1967, 1971, 1991).
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stressing adult domination, it is per ceived by Chinese people to be a means of train-
ing (chaio shun) and governing (guan) children in an involved and physically close way 
(Chao, 1994, 2001). Th e Chinese concept of authoritarianism comes from the Confucian 
emphasis on hierarchical relationships and social order. Standards exist, not to dominate 
the child, but to preserve the integrity of the family unit and assure harmonious relations 
with others (Greenfi eld, Suzuki, & Rothstein-Fisch, 2006).

Characteristic of lower socioeconomic statuses, cer tain conditions, such as lack of  
social supports or living in dangerous neighborhoods, may make strict discipline (author-
itarian style) necessary to protect children from becoming involved in antisocial activities 
(Brody & Flor, 1998; Ogbu, 1994).

Th us, Baumrind’s defi nition of authoritarian parenting (controlling without warmth) 
and child development outcomes (discontent, withdrawal, distrust, lack of instrumental 
competence) does not always apply cross-culturally or across social classes.

Socioemotional and Cognitive Competence
Competence, as defi ned earlier, refers to a pattern of eff ective adaptation to one’s envi-
ronment; it involves behavior that is socially responsible, independent, friendly, coopera-
tive, dominant, achievement-oriented, and purposeful. Masten and Coatsworth (1998) 
reviewed studies on competence and resilience to stressful events in both favorable and 
unfavorable environments. Th ey found the key ingredient in the development of adap-
tive skills leading to competence and r esilience to be secure parent–child relationships 
and encouragement of cognition and self-regulation (includes attention, emotion, and 
behavior). Studies of factors that promote competence and resilience are signifi cant for 
the development of early childhood intervention programs for children in unfavorable 
environments.

Burton White (1971) and his colleagues at H arvard (White & Watts, 1973) stud-
ied the relationship between parenting styles and the development of competence versus 
incompetence in preschoolers. First, they had preschool teachers rate children ages 3–6, 
representing different socioeconomic statuses, as “competent” or “incompetent” (see 
Table 4.3). Th en, to fi nd out when the diff erences in competence appeared, the research-
ers went into the homes of the  competent and incompetent children who had younger 
siblings and observed the mother–child interaction from infancy to age 3.

No diff erences in competency were found between infants who were siblings of com-
petent versus incompetent children. Yet by 10 months of age, diff erences in competency 
began to show up; by age 2, and often as early as 18 months, children could be classifi ed 
as competent or incompetent. What is so signifi cant about the period of development 
between 10 and 18 months? Th is period is the time when children begin to talk, walk, 
explore, and assert themselves. It is during this time that the parenting style is revealed—a 
good example of the bidirectionality of the parent–child relationship. How did the par-
enting styles diff er?

Table 4.3  The Harvard Preschool Project: Differences in Learning

Competent Children Incompetent Children

Get attention in socially acceptable ways Remain unnoticed or are disruptive

Use adults as resources Need a lot of direction to complete a task

Get along well with others Have difficulty getting along with others

Plan and carry out complicated tasks Lack ability to anticipate consequences

Use and understand complex sentences Have a simplistic vocabulary
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Parenting Style Differences of Mothers of Competent and 
Incompetent Children
Generally, the mothers of competent children were fl exible, responding to their child as 
needed and adjusting the environment accordingly. In contrast, the mothers of incompe-
tent children were either rigid, structuring the interaction with the child and the environ-
ment according to their standards; or they were lax, being unresponsive to the child and 
his or her environment. Specifi cally, mothers of competent children:

Designed a safe physical environment at home so their children could explore and  ■

discover things on their own.
Provided interesting things to manipulate; these could be pots and spoons as w ell as  ■

commercial toys.
Spent no more than 10 percent of their time deliberately interacting with their chil- ■

dren, yet they were always “on call” when needed.
Made themselves available to share in their children’s exciting discoveries, answer  ■

their children’s questions, or help their children in an activity for a few minutes here 
and there while they went about their daily routines.
Enjoyed their children and were patient, energetic, and tolerant of messes, accidents,  ■

and natural curiosity.
Set limits on behavior and were fi rm and consistent in their discipline. ■

Disciplined according to age—used distraction with infants under age 1; distraction  ■

and physical removal of either the child or the object from age 1 to 1½; and distrac-
tion, physical distance, and fi rm words after age 1½.

Mothers of incompetent children:

Some spent little time with their childr en; they were overwhelmed by their daily  ■

struggles, and their homes were disorganized.
Some spent a great deal of time with their childr en; they were overprotective and  ■

pushed their children to learn.
Some provided for their children materially, such as giving them toys, but restricted  ■

their children’s instinct to explore by ruling certain places and possessions out of  
bounds.
Most used playpens and gates extensively. ■

In sum, White’s research has shown that human competence develops between 10 and 
18 months, and it is the par enting style that fosters competence. A ccording to White 
(1995), the informal education provided by families for their children has more of an im-
pact on a child’s total educational development than does the formal educational system. 
Such an informal initial education essentially enables the child to “learn how to learn,” or 
be motivated to achieve.

Research on school-age children confi rms the connection between parenting style and 
competence/achievement in school (Grolnick & Ryan, 1989; Wigfi eld & Eccles, 2002). 
Other researchers (Gauvain & Perez, 2007) might classify White’s fi ndings as a social ap-
proach to cognitive development. Th e social processes involved are collaboration, guided 
participation, parent–child conversation, observational learning, and par ticipation in 
socially organized activities.

To assess the relationship of the environment provided by families to the achievement 
motivation and consequent cognitive development of the child, Caldwell, Bradley, and 
colleagues (Bradley, 2002; Bradley, Caldwell, & Rock, 1990; Caldwell & Bradley, 1984) 
developed an assessment scale to determine the quality of the home envir onment for 
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children under age 3. Th is scale, called HOME (Home Observation for the Measurement 
of the Environment), contains 45 items in the following six areas:

 1. Emotional and verbal responsiveness. Th e parent responded to the child’s vocal-
izations with verbal response.

 2. Avoidance of restriction and punishment. Th e parent did not inter fere with 
the child’s actions or pr ohibit him or her mor e than three times during the  
observation.

 3. Organization of the physical and temporal environment. Th e child’s play envi-
ronment was accessible to him or her and was safe.

 4. Provision of appropriate play materials. Th e child had toys that were safe and 
age-appropriate, and that stimulated play.

 5. Parental interaction with the child. Th e parent kept the child within visual range 
and looked at, touched, or talked to the child frequently.

 6. Opportunities for variety in daily stimulation. Th e parent read stories or played 
games with child.

Studies examining the relation between young diverse preschoolers’ HOME scores 
and their IQ scores, as well as later academic achievement in middle school (Wen-Jui, 
Leventhal, & Linver, 2004), showed a strong positive correlation (Bradley, Caldwell, & 
Rock, 1990). Also, as White’s group discovered, the most critical time for infl uencing 
a child’s achievement motivation and intellectual development is the fi rst two years 
of life.

What about the relationship between home environment and adolescence? A HOME 
scale version was later developed to measure the quantity and quality of stimulation, sup-
port, and structure available to diverse children age 10 through 15 in their home en-
vironments. Th ere was a signifi cant relationship between family context and cognitive 
development (Bradley et al., 2000).

Mesosystem Infl uences: Between Parent and Others
Th e impact of parental socialization techniques is enhanced b y supportive links with 
other microsystems, such as the school and the community (Bronfenbrenner & Morris, 
2006; Cochran & Niego, 2002). (See Table 4.4.) When family and school or commu-
nity values are collaborative, positive child outcomes are likely; when family and school 
or community values are confl icted, the child is at risk for school failur e, delinquency, 
and substance abuse (Sameroff , 2006; Wang, 2000). An example of wher e family and 
community (especially business community) values are likely to diff er is in the amount 
of consumerism thrust at children through advertising, promotional games and rewards, 
and product displays.

How do links 
between parents 
and signifi cant 
others affect child 
outcomes?

Table 4.4  Bioecological Influences on Parenting Styles

Child Characteristics Family Characteristics Community Characteristics

Age and cognitive 
 development

Size (number of siblings) Supportive social environments

Temperament (easy, slow 
 to warm up, difficult)

Configuration (birth order, 
 spacing, gender of siblings)

Informal network: 
 gemeinschaft relationships

Gender Life stage
Marital quality

Formal network: 
 gesellschaft relationships

Presence of a special need Abilities to cope with stress
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142 CHAPTER 4

School
Families’ links to schools via parent education, conferences with children’s teachers, and 
participation in school activities can have positive eff ects on parenting (Epstein & Sanders, 
2002; Epstein & Sheldon, 2006). Even parents of adolescents who take time to talk to their 
children about school, homework, and activities, and who show support and confi dence 
in their abilities, have adolescents who are achievement-oriented (Wang & Wildman, 
1995). Aspects of family involvement in schools are discussed in Chapters 6 and 7.

Community
Th e community is considered here to include social environments outside the family con-
text of parenting. Th ey can be supportive in helping parents cope with stress (Crnic & 
Acevedo, 1995). Relatives and friends are examples of informal supports; psychologists 
and employers are examples of formal supports. Each of these types of social support sys-
tems can provide instrumental (physical and fi nancial) support, emotional support, and 
informational support (Bugental & Grusec, 2006). Formal support systems are discussed 
in Chapter 10.

Parenting practices are infl uenced by the neighborhood in which a family resides, such 
as rural or urban, safe or unsafe, stable or mobile (Bugental & Grusec, 2006). It has been 
found that when parents perceive their neighborhoods to be dangerous and low in social 
control, they place more restrictions on their children’s activities (Cebello & McLoyd, 
2002). To illustrate, residence in a neighborhood with high levels of crime, low levels of 
economic opportunity, poor transportation, and weak marital support can aff ect a single 
mother’s commitment to seek employment and fi nd child care (Duncan & Raudenbush, 
2001). On the other hand, par ents in lower-risk neighborhoods, with neighbors who 
have similar norms, expectations, and values about child rearing, are less likely to need so 
many restrictions (Parke & Buriel, 2006) because they feel connected and are more likely 
to intervene for the common good (Small & Supple, 2001).

Appropriate Parenting Practices
Appropriate parenting practices involve knowledge of child development—what a child 
is capable of physically, emotionally, cognitively, and socially—as well as preventive and 
corrective methods for misbehavior.

What constitutes 
appropriate 

parenting 
behavior?

Do You Need Help Parenting? Get a Coach
When most people become parents they do not realize the complexity and diffi culty 
of parenting children.

Historically, and in some cultures today, new parents could rely on members of their 
extended families for advice and support. But today, as family generations disperse, 
the wise grandmother or aunt is unavailable. So, in a society accustomed to getting 
personal expertise (we hire trainers, nutritionists, therapists, and so on), it is a small  
leap to hiring a parenting coach.

Parenting coaches are generally professionals, including trained psychotherapists, 
child development specialists, educators, or social workers who have become entre-
preneurs. The services, less expensive than traditional therapy, focus on solving specifi c 
problems, such as toilet training, sibling rivalry, bullies and victims, divorce, or school 
transitions. The coach may come to the home, or training sessions may take place in 
an offi ce. The coach is also available for phone advice.

Source: Blankenstein, A., & Hall, C. (2007). “Need help, parents? Get a coach.” Los Angeles Times, 
September 23, pp. B1, B14.

IN PRACTICE
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Child protection agencies are required to use objective, standardized risk-assess-
ment instruments, such as Child at Risk Field (CARF), to defi ne parenting practices 
on a continuum from appropriate at one end to  inappropriate at the other, in order 
to assess whether intervention is required (DePanfi lis, 2006; Dubowitz & DePanfi lis, 
2000).

Appropriate parenting:

 1.  considers the child’s age capacity;
 2.  maintains reasonable expectations for the child;
 3.  considers and works with the child’s strengths/limitations/needs;
 4.  utilizes a range of acceptable disciplinary approaches;
 5.  gives basic care, nurturing, and support;
 6.  models self-control.

Th e National Institute of Child Health and Human Development (2009) has put de-
cades of parenting research into an easy-to-read booklet, Adventures in Parenting, that 
enables parents to make informed decisions based on the applicability of child dev elop-
ment principles to their child (see http://www.nichd.nih.gov/publications). It is updated 
periodically online. Th e main principles are as follows:

Respond to your child in an appropriate manner. ■

Prevent risky behavior or problems before they arise. ■

Monitor your child’s contact with his or her surrounding world. ■

Mentor your child to support and encourage desired behaviors. ■

Model your own behavior to pr ovide a consistent and positiv e example for   ■

children.

Developmental Appropriateness
Developmental appropriateness involves knowledge of children’s normal growth pat-
terns and individual diff erences. Appropriate parenting practices are infl uenced by parents’ 
understanding of what is developmentally appropriate behavior in their child. Appropri-
ate parenting practices can also refl ect a knowledge of socialization methods (described in 
Chapter 2). For example, when is it appropriate to use guidance, a preventive socialization 
method, and discipline, a corrective socialization method?

Understanding why children misbehave can help parents choose an eff ective parenting 
method. Children sometimes misbehave because they are tired, hungry, uncomfortable, 
or sick. Sometimes children don’t understand what is expected of them or why they did  
something wrong. Children may react to parental demands with anger, such as when they 
are told they can’t have the candy displayed at the supermarket. Th ey may misbehave 
when they are fearful, such as when left in a new and strange place. Th ey may be jealous 
when a new sibling arrives and misbehave to get attention. Th ey may feel hurt or disap-
pointed when an adult lets them do wn, as by not fulfi lling a promise or when parents 
divorce, and react with revenge.

Guidance and Discipline
Guidance involves direction, demonstration, supervision, and infl uence. One who guides 
“leads the way.” Discipline involves punishment, correction, and training to develop self-
control. One who disciplines enforces obedience or order. Both guidance and discipline 
are necessary socialization methods in child rearing. Sensitivity to the situation, the child’s 
temperament, and the desired outcome are some of the factors involved in deciding which 
is appropriate at a particular time. (See Figure 4.3.)

developmental appropriateness 
involves knowledge of children’s 
normal growth patterns and 
individual differences

guidance in volves direction, 
demonstration, supervision, and 
infl uence

discipline in volves punishment, 
correction, and training to 
develop self-control

This mother is being responsive to her 
child.

Cengage Learning

30960_ch04_ptg01_hr_113-152.indd   14330960_ch04_ptg01_hr_113-152.indd   143 8/31/11   7:45:06 PM8/31/11   7:45:06 PM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



144 CHAPTER 4

Inappropriate Parenting Practices
Inappropriate parenting, as objectively defined by “child-at-risk” criteria (DePanfilis, 
2006; Dubowitz & DePanfi lis, 2000):

 1.  is based on the parent’s needs;
 2.  demonstrates expectations that are impossible for the child to meet;
 3.  ignores the child’s strengths/limitations/needs; shows an aversion to parenting;
 4.  employs extreme/harsh disciplinary approaches, including violence, threats, and 

verbal assaults;
 5.  generally does not provide basic care and/or support;
 6.  deliberately takes frustrations out on the child; is self-righteous.

Child Maltreatment: Abuse and Neglect
Maltreatment is any intentional harm to or endangerment of a child. It includes unkind-
ness, harshness, rejection, neglect, deprivation, abuse, and/or violence (Cicchetti & Toth, 
2005). It is a broader term than abuse and neglect and can be vie wed as a continuum, 
with homicide at one extreme and parental force for disciplinary purposes at the other 
(Kalichman, 1999; Pagelow, 1982). Child maltreatment occurs in all economic, social,  
cultural, and religious groups (see http://childwelfare.gov).

Cultures diff er in what constitutes maltr eatment (Goodman, Emery, & Haugaard, 
1998). However, it is generally agreed that maltreating parents fail to meet the physical or 
emotional needs of the developing child, and in many cases the trust the child places in 
the parent is betrayed (Starr, 1990). Child maltreatment constitutes inappropriate parent-
ing in that it may result in child maladaptation (Bolger & Patterson, 2001; Maughan & 
Cicchetti, 2002).

What constitutes 
inappropriate 

parenting 
behavior?

maltreatment int entional harm 
to or endangerment of a child

Discipline Methods
(Corrective Socialization)

Guidance Methods
(Preventive Socialization)

• Instruction
• Explanation
• Setting of standards
• Feedback
• Modeling
• Reinforcement

• Punishment
   (taking away a privilege)
• Extinction
   (ignoring behavior, enforcing 
   “timeout”)
• Correction
   (requiring child to apologize,
   fix something, pay damages)

Choice depends on:

• Age/gender of child
• Presence of a special need
• Temperament of child/parent
• Sociocultural/political context of society in which child is being raised
• Parents’ socioeconomic status
• Parents’ occupation
• Parents’ ethnic/religious orientation
• Family size/number of siblings
• Family configuration (birth order, spacing, gender of siblings)
• Family stress and coping abilities
• Parents’ understanding of child developmental and behavioral norms

FIGURE 4.3 Parental Practices: Guidance and Discipline
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Research (Cicchetti & Lynch, 1993; Cicchetti & Toth, 2005; Shonk & Cicchetti, 
2001) suggests that maltreatment during childhood has far-r eaching consequences in 
adulthood, such as inability to trust, low self-esteem, depression, relationship problems, 
sexual problems, learning diffi  culties, eating disorders, and alcohol or drug problems. A 
review of the research on child maltreatment (Maas, Herrenkohl, & Sousa, 2008) found 
a relationship between child maltreatment and youth violence perpetration, with physical 
abuse being the most consistent predictor of youth violence. Th e lack of normal nurtur-
ing during childhood may result in the adult need to replace the missing love and security 
with externals, such as drugs, alcohol, food, material objects, sex, gambling, and relation-
ships (Farmer, 1989).

What can be done to help children who are maltreated? Although parents in our so-
ciety have the fundamental right to raise their childr en as they see fi t, the Fourteenth 
Amendment of the U.S. Constitution, which states that  everyone has equal protection 
under the law, warrants legal intervention when the safety of the child is in jeopar dy. 
Intervention may involve the fi ling of criminal charges, referral to community agencies 
for counseling and treatment, and/or removal of the child fr om the care and custody 
of the parent, guardian, or caregiver. Every state has child protective laws with varying 
procedures.

Th e federal Child Abuse Prevention and Treatment Act (CAPTA), as amended by the 
Keeping Children and Families Safe Act of 2003, defi nes, at minimum, child abuse and 
neglect as

Any recent act, as failure to act, on the part of a parent or caretaker which results in  ■

death, serious physical or emotional harm, sexual abuse or exploitation; or
An act, or failure to act, which presents an imminent risk of serious harm. ■

To better understand the forms child maltreatment may take, they are examined sepa-
rately even though they may occur simultaneously. Abuse is defi ned as maltreatment that 
includes physical abuse, sexual abuse, and psychological or emotional abuse. Neglect is de-
fi ned as maltreatment involving abandonment, lack of supervision, improper feeding, lack 
of adequate medical or dental care, inappropriate dress, uncleanliness, and lack of safety.

Physical Abuse
Physical abuse is maltreatment involving deliberate harm to the child’s body. Physically 
abused children include those who are intentionally bruised, wounded, or burned. Some 
physical abuse takes place under the guise of discipline. Th e places on children’s bodies 
where they are wounded and the shape of the wound can giv e clues that indicate abuse 
rather than accident. Physical beating with a hand or an object, such as a belt or hair-
brush, is the most common cause of physical abuse; other sour ces include kicking, shak-
ing, choking, burning with cigarettes or scalding in hot water, freezing, and throwing the 
child around.

Physical abuse of children is more likely to occur in families wher e there is domes-
tic violence—verbal confl ict or physical aggression between partners (Dodge, Bates, & 
Pettit, 1990). Research shows a direct relation between physical abuse, aggressive behav-
ior in children, and juvenile delinquency in adolescents (Maas, Herrenkohl, & Sousa, 
2008; Rogosch et al., 1995). Th ese eff ects may be due in part to modeling and in part to 
defi cient abilities to process social information (Dodge, Bates, & Pettit, 1990). In other 
words, adolescents attribute hostile intentions to others, and they lack strategies to solv e 
interpersonal problems.

Sexual Abuse
Sexual abuse occurs whenever any person forces, tricks, or threatens a child in order 
to have sexual contact with him or her . This contact can include such nontouching  

abuse maltr eatment that 
includes physical abuse, sexual 
abuse, and psychological or 
emotional abuse

neglect maltr eatment 
involving abandonment, lack of 
supervision, improper feeding, 
lack of adequate medical or 
dental care, inappropriate dress, 
uncleanliness, and lack of safety

physical abuse maltr eatment 
involving deliberate harm to the 
child’s body

sexual abuse maltr eatment in 
which a person forces, tricks, or 
threatens a child in order to have 
sexual contact with him or her

This boy was physically abused by his 
father for dropping a bottle of juice which 
broke on the fl oor.

ejwhite/Shutterstock.com
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behaviors as an adult’s exposing himself or herself, or asking a child to look at pornographic 
material. It includes behaviors ranging from the sexual handling of a child (fondling)  
to genital contact, intercourse, and violent rape. In all instances of child sexual abuse, the 
child is being used as an object to satisfy the adult ’s sexual needs or desires. Th e off ender 
often uses bribery, manipulation to secrecy with threats, and psychological power over 
the child because most sexual abuse occurs with an adult the child kno ws and trusts 
(Finkelhor, 1984). Both young girls and boys can be victims.

Children who are sexually abused often go thr ough phases of (1) secrecy, (2) help-
lessness, (3) entrapment and accommodation, (4) delayed, confl icted, and unconvincing 
disclosure, and (5) retraction (Goodman et al., 1998). Th ese phases can be explained by 
realizing that the child is vulnerable to a mor e powerful and knowledgeable adult. Th e 
adult demands secrecy and threatens the child if he or she tells—“I’ll take your cat away.” 
“Your mom will spank you.” Th us, to enable the child to share, one must ensure a sup-
portive and nonpunitive response.

Due to their nature, children are trusting and obedient. Due to their age and lack of 
experience, as well as their dependence on adults, they are vulnerable to incest and mo-
lestation. Most sexual assaults follow a gradually escalating pattern in which the perpetra-
tor fi rst attempts to gain the child’s trust and aff ection before attempting sexual contact 
(Koblinsky & Behana, 1984).

Child victims may experience guilt, anxiety, confusion, shame, embarrassment, fear, 
sadness, and a sense of being bad or dir ty. Every child reacts diff erently. Some child vic-
tims do not understand that the abuse is “sexual” in nature; therefore, they may fi nd some 
elements of the abuse pleasant if the abuse is not forceful or scary.

Th e way certain adults view children provides a clue to why sexual abuse takes place.  
Th ese adults feel that children in their care are their property to do with as they wish.  
A great myth of child abuse is that the child wants sex (O’B rien, 1984). Child sexual 
abusers also exhibit characteristics of low self-esteem, poor impulse control, and childish 
emotional needs (Koblinsky & Behana, 1984). Th ey themselves were likely to have been 
abused as children.

Incest, or sexual relations between persons closely related, deserves special attention. 
Th e closer the victim and off ender are emotionally, the greater trauma the victim ex-
periences. Ongoing incest, or sexual abuse by someone close to the family, can disrupt 
necessary psychological developmental tasks of a child. Victims may develop poor social 
skills with peers their own age, often feel unable to trust people—yet desperately want to 
trust—and may become depressed, suicidal, self-destructive, and confused about their 
sexuality. A high percentage of drug abusers, juvenile runaways, and prostitutes have been 
sexually abused as children.

Psychological or Emotional Abuse
Psychological or emotional abuse  is maltreatment involving a destructive pattern of 
continued attack by an adult on a child ’s development of self and social competence,  

incest sexual relations between 
persons closely related

psychological or emotional 
abuse maltreatment involving a 
destructive pattern of continual 
attack by an adult on a child’s 
development of self and social 
competence, including rejecting, 
isolating, terrorizing, ignoring, and 
corrupting

Things Parents Should Never Do

 1. Never call children derogatory names.

 2. Never threaten to leave your child.

 3. Never say, “I wish you were never born!”

 4. Never sabotage the parenting efforts of your spouse.

 5. Never punish when you’ve lost control of yourself.

 6. Never expect a child to think, feel, or behave like an adult.

IN PRACTICE
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taking the forms of rejecting, isolating, terrorizing, ignoring, and corrupting (Garbarino, 
Guttman, & Seely, 1986). Psychological or emotional abuse can occur when parents are 
inconsistent in their talk, rules, or actions; when they hav e unrealistic expectations of 
their children; when they belittle and blame their childr en; when they do not take an  
interest in any of their children’s activities; or when they do not ever praise their children. 
For example, a mother leaving a dance class with her sobbing 5-y ear-old daughter said, 
“Why can’t you learn the positions like the others? You always embarrass me. Sometimes 
I can’t believe you’re really my daughter.”

Parents who psychologically abuse their children are prompted not by the child’s mis-
behavior, but by their own psychological problems. Th ey are usually people who received 
inadequate love and nurturing from their own parents (Helfer, Kempe, & Krugman, 
1999). Parents may use a steady stream of verbal abuse that discounts the child’s achieve-
ments and blows out of proportion every sign of misbehavior. Words like always, never, 
and should imply that a child invariably fails to live up to a parent’s expectations. Psycho-
logically abusive parents may display irrational expectations so that normal behavior is  
seen as a defi ciency on the part of the child and a failure on the part of the parent. For 
example, forgetting to give the parent change from lunch money may be viewed as steal-
ing rather than a mistake.

Psychological abuse is also associated with physical and sexual abuse as w ell as ne-
glect. Exposure to domestic violence, a form of psychological abuse, also results in emo-
tional, social, behavioral, and learning problems (Margolin, 1998; Maughan & Cicchetti, 
2002).

Causes and Consequences of Child Maltreatment
To understand the causes of child abuse and neglect, one has to examine not only the  
family interactions, but also the cultural attitudes sanctioning violence and aggr ession 
as well as the community support system (Rogosch et al., 1995). Figure 4.4 provides a 
model to illustrate the interaction among child, family, community, and cultural factors 
involved in maltreatment. For example, some infl uences on child maltreatment include 
the temperament of the child, marital distress, unemployment, and lack of community 
support, as well as cultural values such as tolerance for violence and a view of the child as 
property (Belsky, 1993; Emery, 1989).

Before predicting maltreatment, risk and resilient factors must be weighed (Cicchetti & 
Toth, 2005; Kalichman, 1999). Risk factors include those that are ongoing, such as pa-
rental history of being abused, and those that are transient, such as parent’s loss of a job. 
Resilient factors include ongoing ones such as the child’s easy temperament and transient 
ones such as an improvement in the family’s fi nancial status.

The Family and Maltreatment
As has been discussed, the process of parenting is very complex. It can be stressful and 
frustrating, as well as rewarding. Parenting involves the ability to continually give love, 
support, and guidance. Some individuals, because they themselves were never given love, 
support, or guidance, do not know how to give them to their own children.

Many abusers have a family history of being maltreated (Rogosch et al., 1995; Starr, 
1990). A person who is maltreated feels unworthy, inadequate, and unacceptable. Th is  
results in low self-esteem. Th e next generation tends to model the parenting and attitudes 
to which it has been exposed. Th erefore, unless it can be broken, maltreatment becomes a 
self-perpetuating cycle.

When children grow up under negative conditions, are scapegoated, are belittled, 
and are under constant criticism, they cannot develop their full potential or grow to be 
competent adults. Th ey live out all the negative feelings they have developed as a result of 
the self-image they have received from their parents or caretakers and are thus prone to 
character and behavior disorders, self-doubt, and internal anger. Th ey also have diffi  culty 

Why does child 
maltreatment 
occur?
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regulating their emotions and may av oid displaying their feelings; they hav e diffi  culty 
forming attachments and tend to avoid intimacy; they display more aggressive behaviors; 
and their cognitive development is often impaired (Lowenthal, 1999).

When life’s stresses are added to feelings of inadequacy and lack of parenting skills, child 
abuse and neglect may be the result. Parents who face emotional problems, fi nancial prob-
lems, and stress, who lack knowledge about child development, and who are immature 

CULTURAL LEVEL

Relevant Variables

Relevant Variables

Relevant Variables

Positive attitudes to and justification
of physical violence

Degree of other forms of violence
(entertainment, media, homicide, assaults, etc.)

Values regarding corporal punishment

Attitudes toward children's rights

COMMUNITY LEVEL

Informal support systems
(neighborhood–family relationships, informal

child care groups, social clubs, church organizations,
education for parenting, stress relief)

Formal support systems
(health care facilities, counseling and legal services,

welfare assistance, employment, recreational,
child care facilities, educational opportunities,

education for child-rearing, intervention through
social services or legal action such as foster placement)

Abuse-specific programs
(hot lines, crises centers,

homemaker services)

FAMILY LEVEL

Parenting styles and practices

Family interaction patterns

Family stress

 CHILD LEVEL

Physical characteristics
(disability, resemblance to a relative, age, gender)

Psychological characteristics
(temperament)

FIGURE 4.4 An Ecological Model of Risk and Resilient Factors in 
Child Maltreatment
Sources: Adapted from Parke and Lewis, 1981, p. 171; Cicchetti and Lynch, 1993; Cicchetti and Toth, 
2005.
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may neglect or abuse their children. Abusive parents lack understanding of child devel-
opment and consequently often have unrealistic expectations (Azar, 2002). Th ey expect 
their children to eat when they are fed, not to be messy, to be obedient, to be quiet, and 
to give love. When children do not behave like adults, the parents lash out at them be-
cause their inability to conform to their parents’ expectations serves as a reminder of their 
own inferiority (Farmer, 1989). When parents were themselves abused as children, their 
ability to control their feelings, in addition to their perspective of parenting, is aff ected.

IN CONTEXT Debby was reported for child abuse. She had tied her 3-year-

old son to the bed because, earlier that morning, he had gone to his friend’s house and had 

not telephoned his mother to report his whereabouts. The little boy sobbed, “But Mommy, 

I forgot my number.” Often, abusive parents believe that their child’s behavior is deliberate 

and purposeful (Helfer, Kempe, & Krugman, 1999). “She spit up on my new blouse because 

she was mad at me,” said a mother of her 1-month-old daughter. “He ran in the street just to 

frighten me,” said a mother of her 2-year-old son.

Parents who abuse their children often have psychological problems. Depression and al-
coholism have been linked to abuse (Farmer, 1989; Small, 1987). Abusive parents are 
emotionally immature and need nurturing themselves. Th us, they look to the child to  
meet their needs (Farmer, 1989). Th is behavior, called role reversal, is the most commonly 
observed psychological characteristic in abusive parents (Farmer, 1989). Parents who are 
abusive, instead of seeing themselves as nurturers of the child, expect the child to meet  
their needs for love. When the child fails to meet this expectation, abuse r esults (Belsky, 
1993). As one mother of a 3-week-old said, “When he cried all the time no matter what 
I did, that meant he didn’t love me, so I hit him.” Th ese parents also lack appropriate 
knowledge of behavior management and dev elopmental norms. Physical, or corporal, 
punishment is their only source of control.

The Child and Maltreatment
Certain physical and psychological characteristics have been associated more often with 
children who are abused than with those who are not (Belsky, 1993)—for example, be-
haviors such as crying, hyperactivity, and inability to give an acceptable response to the 
parent. Disabilities, such as mental r etardation, were also found to be associated with  
abuse (Hershkowitz, Lamb, & Horowitz, 2007). Additionally, a child’s appearance or 
behavior that reminds the parents of their own parents or of negative characteristics of 
themselves was found to contribute to a poor par ent–child relationship. Such children 
may become scapegoats for buried negative feelings.

The Community and Maltreatment
Several researchers have examined eff ects of the community on maltreatment (Coulton, 
Crampton, Spillsbury, & Korbine, 2007). Th e ecology of child maltreatment involves 
neighborhood impoverishment, housing stress, unemployment, child-care burdens, and 
availability of alcohol (Freisthler, Merritt & La Scala, 2006). Researchers have also re-
ported that isolation from the community and consequent lack of support is a signifi cant 
characteristic of families who are abusive (Emery, 1989; Garbarino, 1977). Frequently, 
such families have no close relatives nearby or have few friends. Th erefore, they have no 
one to turn to for guidance, comfort, or assistance when they need advice or have a prob-
lem. Th ey have no one to relieve them of child-care responsibilities when they need to get 
away from the house occasionally.

The line between physical abuse and acceptable discipline sometimes depends on  
the interpreter (Kalichman, 1999). Society expects parents to socialize their children to 
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behave acceptably, so to foster acceptable behavior, some parents use physical, or corporal, 
punishment. Although occasional spankings could not legally be classifi ed as child abuse, 
parental use of corporal punishment as a means of dealing with behavioral problems may 
have future undesirable consequences, such as teaching the child to be aggr essive to re-
solve confl icts. To help determine whether corporal punishment should be interpreted as 
abuse, James Garbarino has defi ned maltreatment as “acts of omission or commission by 
a parent or guardian that are judged by a mixture of community values and professional 
expertise to be inappropriate and damaging” (Garbarino & Gilliam, 1980, p. 7).

Summary
Parenting means implementing a series of decisions  • 
about the socialization of a child.
Parenting is conducted within v arious macrosystems, • 
such as political ideology, culture, and economics.
Th e socioeconomic status of a family infl uences parent-• 
ing style. Generally, parents of lower socioeconomic sta-
tus are more punitive, emphasizing obedience, whereas 
parents of higher socioeconomic status use more reason-
ing, emphasizing independence and creativity.
Parental occupations (exosystems) infl uence parenting • 
styles because skills required at work tend to be empha-
sized at home.
Parenting styles and practices can be classified as co-• 
operative/interdependent (collectivistic) on one end of  
the spectrum and competitive/independent (individual-
istic) on the other.
Parenting is aff ected by chronosystem infl uences, such as • 
historical trends and evolving family dynamics.
Family dynamics involve the continuous and evolving • 
bidirectional interactions aff ecting parents and children.
Parenting styles include four basic types of par enting • 
styles: authoritarian (adult-centered), permissive (child-
centered), authoritative (democratic), and uninvolved.
Appropriate parenting practices are influenced by pa-• 
rental understanding of developmental appropriateness, 
as well as guidance/discipline techniques. G uidance 

techniques are preventive, whereas disciplinary tech-
niques are corrective.
Inappropriate parenting is maltreatment—intentional • 
harm to or endangerment of a child, including abuse  
and neglect. Parents who maltreat their children fail to 
meet the physical or emotional needs of the developing 
child.
Children who are neglected are those who ar e aban-• 
doned, lack supervision, do not receive proper nutrition, 
need medical or dental care, are frequently absent or late 
for school, do not have appropriate or suffi  cient cloth-
ing, are unclean, or live in unsafe or fi lthy homes.
Children who are physically abused are those who are • 
intentionally bruised, wounded, or burned.
Children who ar e sexually abused ar e those who ar e • 
forced, tricked, or threatened to have sexual contact with 
an individual.
Children who are psychologically or emotionally abused • 
are those who are exposed to unreasonable demands that 
are beyond their capabilities; this type of abuse may in-
clude persistent teasing, belittling, or verbal attacks.
Parents in families who abuse their children tend to have • 
been abused themselves as children and/or have emo-
tional problems. They lack knowledge of appropriate 
child development and have little or no support in their 
parenting role.

PURPOSE To examine your values relating to parenting.

 1.  Write the appropriate requirements for a parenting li-
cense. Include (a) physical requirements (health status, 
age, etc.); (b) psychological requirements (temperament, 
educational status, etc.); (c) social requirements (marital 
status, fi nances, etc.); and (d) experience with children.

 2.  What would you do?
Your 2-year-old has been coming into y our bed-• 
room for the past three nights at 3:00 A.M.

Th ree-year-old Charles spills his milk all over the • 
table and begins to cry.
Your 4-year-old daughter tells you the 6-year-old • 
boy next door likes to play “doctor.”
Just as you walk out of the grocery store, you no-• 
tice your 5-year-old son eating a candy bar that  
you did not purchase.
Your 6-year-old daughter does not want to go to  • 
school. You talk to the teacher to fi nd out what the 

Activity
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problem is; the teacher says your daughter is shy 
and will not par ticipate in class or interact with  
the other children.
Your 7- and 9-year-old children have lately been • 
arguing about everything. When they have noth-
ing specifi c to argue about, like a toy, a game, or a 
television show, they tease each other.
Your 9-year-old son is watching the news on tele-• 
vision and asks, “What does ‘rape’ mean?”

Bill, age 10, has r ecently begun to ignor e your • 
requests to put his things away. He also has been 
“forgetting” to do his regular chores.
Your 11-year-old daughter asks to spend the night • 
at a school friend’s house, and you have never met 
the friend’s parents.
Your 12-year-old son makes an online pur chase • 
using your credit card.

Related Readings
Brazelton, T. B. (1992). Touchpoints. Reading, MA: Addison-

Wesley.
Christophersen, E. R., & Mortweet, S. L. (2003). Parenting that 

works: Building skills that last a lifetime. Washington, DC: 
American Psychological Association.

Cleverly, J., & Phillips, D. C. (1986). Visions of childhood: Infl uential 
models from Locke to Spock (rev. ed.). New York: Teachers College 
Press.

Dreikurs, R., & Soltz, V. (1991). Children the challenge: Th e classic 
work on improving parent–child relations. New York: Penguin.

Faber, A., & Mazlish, E. (1999). How to talk so kids will listen and 
listen so kids will talk (rev. ed.). New York: Collins.

Faber, A., & Mazlish, E. (2004). Siblings without rivalry (expanded 
ed.). New York: Collins.

Garbarino, J., & Eckenrode, J. (1997). Understanding abusive fami-
lies: An ecological approach to theory and practice. San Francisco: 
Jossey-Bass.

Ginott, H. G. (2003). Between parent and child: Th e best selling classic 
that revolutionized parent–child communication (rev. ed.). New 
York: Th ree Rivers Press.

Gordon, T. (2000). Parent eff ectiveness training: Th e proven program for 
raising responsible children (rev. ed.). New York: Th ree Rivers Press.

Satir, V. (1988). Th e new peoplemaking. Mountain View, CA: Science 
and Behavior Books.

Resources
American Academy of Child and A dolescent Psychiatry—Facts for Families (concise 
up-to-date information on issues aff ecting children, teenagers, and their families) 

http://www.aacap.org
National Network for Child Car e—Internet source of reviewed and research-based 
publications relating to caring for children

http://www.nncc.org/
Family Relations—information on par ent education, par ents forever (divorced, 
unmarried parents), families with teens

http://www.extension.umn.edu/family
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Learning 
Objectives
After completing this 
chapter, you will be able to:
1. Defi ne and explain 

the different types of 
nonparental child care.

2. Discuss the 
characteristics of quality 
care as they relate to 
accreditation standards.

3. Discuss macrosystem, 
chronosystem, and 
mesosystem infl uences 
of nonparental child 
care on psychological, 
social, and cognitive 
development.

4. Describe the different 
socialization outcomes, 
curriculum models, 
ideologies, and 
practices as related to 
socialization.

5. Explain developmentally 
appropriate caregiving 
and the caregiver’s legal 
role in protection from 
child maltreatment.

“When you learn 
something from 
people, or from a 
culture, you accept 
it as a gift, and it is 
your lifelong com-
mitment to preserve 

it and build on it.”
— YO-YO MA

This quote expresses the American cellist 
Yo-Yo Ma’s, philosophy of learning. It relates to 
the chapter you are about to read in that Yo-Yo 
Ma’s early childhood care involved teachers 
in addition to his parents. It also ties into the 
chapter in that his socialization experiences 
enabled him to develop what Howard Gardner 
(2006) proposed as a new curriculum, “Five 
Minds for the Future.” This curriculum aims to 
produce individuals with minds that are disci-
plined, synthesizing, creating, respectful, and 
ethical.

Yo-Yo Ma w as recognized as a pr odigy 
from the age of 5; he has become one of the 
world’s most renowned instrumentalists. In 
his early childhood he learned important self-
 regulatory “tools” to succeed, first from his 
 father and then from his teachers and men-
tors. He was an apprentice to such master 
musicians as Leonard Rose and Isaac Stern. 
These experiences exemplify the “Tools of the 
Mind” curriculum, discussed in this chapter.

Family
Yo-Yo Ma was born in Paris. His father, Hiao-
Tsium Ma, a violinist and a pr ofessor at  
Nanjing University, had left China f or Paris 
in 1936. His mother, Marina, a singer fr om 
Hong Kong and former student of Hiao-Tsium, 
emigrated to Paris, where she and Hiao-Tsium 
were married.

According to Yo-Yo Ma, his father was the 
pedagogue of the family—strict and very tra-
ditional. He was 49 when Yo-Yo was born, so 
he was set in his ways. He tutored Yo-Yo and 
his older sist er in Fr ench, Chinese hist ory, 
and music. Each day, Yo-Yo had t o memo-
rize two measures of Bach, so by the time he 
was 4 years old, he was playing a Bach suite 
 (illustrating the disciplined mind). Yo-Yo and 

his sister were each sent to study music with 
well-known teachers.

When Yo-Yo was 7, the Ma family moved 
to the Unit ed States. His father got a posi-
tion teaching music in New York City, where 
he founded the Children’s Orchestra Society 
(directed today by Yo-Yo’s sister). Yo-Yo con-
tinued to study the cello, attending different 
schools. He and his sist er, who play ed the 
violin, performed at an event hosted and con-
ducted by Leonard Bernstein. In attendance 
were President and Mrs. Kennedy. It was one 
of television’s first “specials.” Yo-Yo Ma was 
immediately noticed, not only for his extraor-
dinary talent, memory, and virtuosity, but also 
for his “naturalness” on stage.

Peers
After graduating from high school, Yo-Yo at-
tended a summer music camp. It was his fi rst 
extended time on his own. He describes it as 
“wild”—suddenly he was free, without disci-
pline. He became confused as to his purpose, 
his style of music, and his identity. On a Na-
tional Public Radio (NPR) program (March 10, 
2008), he said, “I grew up in three cultures: 
I was born in P aris, my parents were from 
China, and I was brought up mostly in Amer-
ica. When I was young, this was very confus-
ing: Everyone said that their culture was best, 
but I knew they couldn’t all be right.”

Media
Yo-Yo’s desire for artistic growth led him t o 
experiment with v arious eclectic musical  
genres. His established artistry and respect 
have provided various opportunities to play 
with many renowned artists. Yo-Yo’s career 
has been marked by his everlasting search for 
new ways to communicate with audiences. 
Yo-Yo continues to search for his individual 
voice, immersing himself in the music fr om 
many diverse cultures. “Every day I make an 
effort to go toward what I don’t understand. 
This wandering leads to the accidental learn-
ing that continually shapes my life.”

Community
Yo-Yo Ma is a t en-time Grammy award win-
ner. A sampling of his virtuosity includes the  
soundtrack from Crouching Tiger, Hidden 
Dragon; Appalachian Journey, in conjunc-
tion with a K en Burns document ary; Hush 

Yo-Yo Ma
(b. 1955)

SOCIALIZATION SKETCHES
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with Bobby McFerrin; and Soul of the Tango. 
This small sampling illustr ates Yo-Yo’s col-
laborations with various artists who ser ved 
as “guides to their traditions.” This interactive 
process has culminated in music extending 
beyond the boundaries of a particular genre 
(illustrating the synthesizing mind).

Yo-Yo Ma’s experiences have led him to cre-
ate “The Silk Road Project,” a multidisciplinary 
collection of performing artists and scholars 
committed to exploring the cross-cultural mu-
sical infl uences of the Middle East and Asia 
on the classical tr adition of the West. The 
legendary Silk Road represents the route trav-
eled by caravans long ago. The project utilizes 
modern technology (such as digitization) to 

make obscure cultural traditions accessible to 
Western audiences (illustrating the creating 
mind). His ideal for the future is for cultures 
to become interdependent as “everyone has 
strengths” (illustrating the respectful mind). 
“We actually do have to live in one world . . . 
and all of this t echnology is making it more 
essential that w e have a w ay of thinking  
about the whole because w e know that the 
alternative is disaster. . . .” In 2006, Yo-Yo Ma 
was named to the honorary position of United 
Nations Peace Ambassador (illustrating the 
ethical mind).

Have you had mentors in your childhood • 
who were infl uential, and how so?
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156 CHAPTER 5

Nonparental Child Care
Nonparental child care, or as it is sometimes called, day care, refers to the care given 
to children by persons other than parents during the parts of the day when parents are 
absent. Nonparental child care can begin as early as birth and extend into the school years 
until children are old enough to care for themselves. Most states have laws regarding the 
age at which children can legally be left unsupervised by an adult. Nonparental child care 
provided for children before or after school hours or during v acations is referred to as 
extended day care.

Th e care of children today, for a signifi cant part of the day, is likely to be provided by care-
givers other than parents. According to government statistics (FIFCFS, 2010), more than 
70 percent of children ages 0 to 6, not yet in kindergarten, are in a child-care arrangement 
on a regular basis for all or part of the day with someone other than a parent. Also, more than 
50 percent of children ages 6 to 14 receive some nonparental care before and after school. 
Because children are spending signifi cant socialization time in nonparental care settings, and 
at very young ages, this chapter examines the infl uence of such child-care settings on devel-
opment. Figure 5.1 shows a bioecological model of the systems involved in the process.

What is involved 
in nonparental 

child care?

nonparental child care, or day 
care the care given to children 
by persons other than parents 
during the parts of the day that 
parents are absent

extended day care the care 
provided for children before 
or after school hours or during 
vacations
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Child care is a signifi cant infl uence on the child’s development.
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Th e availability, aff ordability, and adequacy of child care has become an increasingly 
serious concern as more and more parents jointly must contribute to the family income 
due to the rising cost of living.

To help employees balance their work and family responsibilities, the federal government 
passed the Family and Medical Leave Act (FMLA) of 1993. It allows qualifi ed employees to 
take up to 12 weeks per year of unpaid leave for certain family and medical reasons, such as 
the birth and care of a newborn child or for the care of an adopted or foster child.

Th ere are several diff erent types of nonparental child care. A friend, relative, or sitter 
may come to the home and car e for the child. Th e family may hire a nanny (someone 
who has received child-care training) to live with them. Families may cooperate and pro-
vide care by taking turns. Independent caregivers may provide care for children in their 
homes (family day care). Parents may take children to a center for care during the day. 
According to Clarke-Stewart and Allhusen (2002), children ages 3–5 are more likely than 
children younger than 3 to be cared for in a center-based program; children under the age 
of 3 are more likely to be cared for by parents, relatives, or independent caregivers in the 
child’s home or the caregiver’s.

Regardless of the type, quality child care involves certain basics: a caregiver who provides 
warm, loving care and guidance for the child and wor ks with the family to ensur e that 
the child develops in the best way possible; a setting (home or center) that keeps the child 
safe, secure, and healthy; and developmentally appropriate activities that help the child  
develop emotionally, socially, mentally, and physically (Clarke-Stewart, 1993;  National 
 Institute of Child Health and Human Development [NICHD], 2005). Many states re-
quire fi ngerprinting of caregivers so that background checks can be made through the po-
lice department.

Th e terms nursery school, preschool, early childhood education, and child development 
program are sometimes used to describe cer tain types of programs for young children. 
Because all care for children has an impact on their socialization or education, the terms  
child care or day care will be used to refer to nonparental caregiving.

Your Care as a Child

Who cared for you in your early years?
Will you be the primary caregiver for your children?
Are you and your present or future spouse employed, or do you plan to be?

Components of Optimal Quality Care
Given the patchwork of services that currently exists and the projected need for future 
child care, quality child care has become an issue of concern among wor king parents, 
professionals who deal with children, and legislators (Ghazvini & Mullis, 2002; Lamb, 
2000; Lamb & Ahnert, 2006).

Th e term “quality” usually refers to a subjective evaluation of excellence; however, re-
search has generated an objective defi nition by analyzing the physical, cognitive, social, 
and emotional components of the child-care setting. For example, the federal government 
initiated the National Day-Care Study (Ruopp et al., 1979) for the purpose of ultimately 
constructing national child-care standards of quality. Th e task was to identify key child-
care components that best pr edicted good outcomes for childr en and to develop cost 
estimates for off ering those components within programs. Th e study found the compo-
nents of optimal quality child care—that is, the most signifi cant predictors of positive 
classroom dynamics and child outcomes—to be:

Th e size of the overall group ■

Th e caregiver–child ratios ■

Whether the caregiver had specialized training in child development or early child- ■

hood education

What is involved in 
quality care?
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158 CHAPTER 5

In classrooms that had smaller groups and whose teachers had specializ ed training, 
teachers could engage in more social interaction with the children. As a result, the chil-
dren were more cooperative, more involved in tasks, more talkative, and more creative. 
Th ey also made greater gains on cognitive tasks.

More recent studies have confi rmed and expanded the National Day-Care Study fi nd-
ings (Ghazvini & Mullis, 2002; NICHD, 1996, 2005, 2010). Caregivers with specialized 
training in child development and developmentally appropriate practices have a more 
authoritative, rather than authoritarian, attitude toward child rearing, use more planned 
activities, are less stressed, and tend to communicate r egularly with parents (Ghazvini 
& Mullis, 2002; NICHD, 2005). Today, measures such as the Infant/Toddler Environ-
ment Rating Scale and the Early Childhood Environment Rating Scale (Lamb & Ahnert, 
2006) are available to assess quality.

In spite of such research on child-care quality and positive child outcomes, studies of 
child-care centers reveal that typical quality is still considerably below what is considered 
good practice by child development, psychology, and education specialists (Fragin, 2000; 
Cost, Quality, and Child Outcomes Study, 1995, 1999; NICHD, 2005).

 ■ Th e education credentials of caregivers who work in child-care centers are often inad-
equate relative to the skills required (Fragin, 2000; NICHD, 1996).
Staff  turnover is high, ranging from 25 percent to 50 percent each year. Th is means  ■

that children are continually adapting to new caregivers, and administrators are con-
stantly training new staff  (Fragin, 2000; Whitebook, Howes, & Phillips, 1989).
Staff  compensation, including wages and benefi ts, is exceptionally low. Worker com- ■

pensation is signifi cantly related to quality of care provided (Whitebook, Howes, & 
Phillips, 1989).

A number of studies have examined the eff ects of varying levels of quality on children’s 
behavior and development. Conclusions indicate a signifi cant correlation between pro-
gram quality (safe, stimulating environment) and socialization outcomes for childr en 
(Frede, 1995; Fragin, 2000; NICHD, 2005). Outcomes related to quality include coop-
erative play, sociability, ability to resolve confl icts, self-control, and language and cogni-
tive development.

Given the research conclusions on quality child car e, why do some par ents choose 
 otherwise? Mason and Duberstein (1992) found that the factors of availability and aff ord-
ability of care overshadowed the factor of quality in some parents’ choice of child care.

Advocacy, Accreditation, and Quality Child 
Care Standards
Advocacy, introduced in Chapter 2, is the process of supporting a person, group, or cause. 
An example of the process of advocacy is the work of the National Association for the Ed-
ucation of Young Children (NAEYC), an organization of professionals involved in early 
childhood education (see http://www.naeyc.org). Because national standards of quality 
do not exist, NAEYC took on the task of setting its own criteria, publishing a position 
statement on criteria for high-quality early childhood programs in 1984. Briefl y, a high-
quality program is:

one which meets the needs of and promotes the physical, social, emotional, and cog-
nitive development of the children and adults—parents, staff , and  administrators—
who are involved in the program. Each day of a child ’s life is viewed as leading 
 toward the growth and development of a healthy, intelligent, and contributing 
member of society. (National Association for the Education of Young Children, 
1984, p. 7)

Child-care programs that meet the criteria can voluntarily apply to the National Academy 
for Early Childhood Programs (a division of NAEYC) for accreditation, thereby  receiving 

What factors 
contribute to less 

than optimal quality 
child care?
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 Ecology of Nonparental Child Care 159

national recognition for high quality standards and performance. Accreditation spe-
cifi cs will be discussed later.

In 1986, NAEYC expanded its position on quality. With the prolifera-
tion of programs for young children and the introduction of large num-
bers of infants and toddlers into group care, NAEYC felt the need for a 
clear defi nition of developmentally appropriate practice (DAP), a term 
often used in the criteria for quality early childhood pr ograms.
Developmental appropriateness, as introduced in Chapter 4,  
involves knowledge of children’s normal growth patterns and 
individual diff erences. In response to the tr end toward in-
creasing emphasis on formal instruction in academic skills 
(seen in many programs), NAEYC published specifi c guide-
lines for developmentally appropriate practices for programs 
servicing children from birth through age 8 (Bredekamp & 
Copple, 1997; Copple & B redekamp, 2009). DAP vie ws 
play as the primar y indicator of childr en’s development. 
Each child is viewed as a unique person with an individual  
pattern and timing of growth, as well as individual tempera-
ment, learning style, and family background. Both the program 
and interactions should be responsive to individual diff erences. 
Learning in a developmentally appropriate program emerges as a result of the interaction 
between the child’s thoughts and experiences and the materials and people available. Th e 
curriculum should match the child’s developing abilities while also challenging the child’s 
interest and understanding (Bredekamp, 1986, Copple & Bredekamp, 2009).

After much hard work, debate, and compromise involving numerous child advocate 
organizations, a federal child-care bill was eventually passed in 1990 (this became part of 
welfare reform in 1996). Th e bill included a Child Care and Development Block Grant 
to state governments, requiring them to designate a lead agency to direct their child-care 
programs, to set health and safety standards, and to allow eligible low-income families 
to choose any licensed child-care provider. In addition, the child-care bill included tax 
credits for working families with children if they have child-care expenses for one or more 
children under age 13 and pay for child care in order to work.

How Does Accreditation Take Place?
While the law establishes minimum standards for quality child care, voluntary systems 
exist nationally to establish higher quality standards than the law provides for both child-
care centers and family day-care homes (Helburn & Howes, 1996).

Child-Care Centers
In 1984, the National Association for the Education of Young Children (NAEYC) de-
veloped an accreditation system for child-care centers involving self-evaluations by staff  
and parents. Professional validators from NAEYC conduct visits to determine whether 
standards have been met; if they have, the program is accredited for three years. Standards 
are designed for programs serving children from infancy through age 8 in centers caring 
for more than ten children; school-age programs are eligible if a majority of the children 
are age 8 or younger.

Th e NAEYC accreditation standard criteria (see Figure 5.2), based on research and 
professional consensus, include staff  qualifi cations and training, administration and staff -
ing patterns (group size and adult–child ratios), physical environment, health and safety, 
and nutrition and food service. For example, for children ages 0 to 12 months, the stan-
dard is 6 to 8 children per group with an adult–child ratio of 1:3 to 1:4; for children ages 
4 to 5 years, the standard is 16 to 20 children per group with an adult–child ratio of 1:8 
to 1:10.

Go to the Education CourseMate 
website to watch the video entitled 
“Preschool: Appropriate Learning En-
vironments and Room Arrangements.” 
How is “developmental appropriate-
ness” exemplifi ed and implemented?

TeachSource Video Activity

These preschool children are involved in 
a developmentally appropriate “hands-on” 
activity.

Cengage Learning
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Family Day-Care Homes
In 1988, the National Association for Family Day Care (now the National Association 
for Family Child Care, or NAFCC) began a program for voluntary accreditation of fam-
ily child-care homes. Th e process includes self-evaluation as well as external validation of 
aspects of program operation, including health and safety, nutrition, indoor and outdoor 
play environments, interactions, and professional responsibility. Continuing education 
for the caregiver, such as cardiopulmonary resuscitation (CPR), is also required.

In-Home Care: Nannies
Th e oldest professional nanny organization in the United States is the International Nanny 
Association (INA). It includes nannies, nanny employers, nanny placement agencies, and 
nanny educators. Since 1987, INA has worked to professionalize the nanny industry by 
maintaining high standards of conduct, respecting and supporting families in their task of 
nurturing children, and promoting continuing professional growth. Background checks, 
referrals, conferences, and newsletters are some of their services.

Macrosystem Infl uences on Nonparental Child Care
Generally, child care and educational practices have been aff ected by three macrosystems: 
political ideology, economics, and science and technology. Political ideology is seen in val-
ues such as social responsibility (e.g., fostering adaptation of immigrants); competition 
(e.g., providing young children with learning opportunities to prepare for the future); 
and equal opportunity (e.g., assisting poor families and including ethnically diverse chil-
dren and children with disabilities). Th e eff ect of economics can be seen in the need for  
both parents to work. Science and technology are refl ected in the pressure to impart aca-
demic skills to all children as early as possible. To illustrate macrosystem infl uences, child 
care has been used during the 20th century for the following purposes:

 1. Social service. Th e fi rst day nurseries were established to care for the children of 
masses of immigrants to the United States during the mid-19th century. Day nurseries 

What aspects 
of society have 

infl uenced child 
care?

Children

Teaching Staff Administration

Partnerships

Relationships Curriculum Teaching

Health Assessment 
of child progress

Teachers-
qualifications,
knowledge,
professional,
commitment*

Families

Community relationships

Physical environment

Leadership and 
management

FIGURE 5.2 Conceptual Framework of Early Childhood Program Standards for 
NAEYC Accreditation
Source: NAEYC. 2007. NAEYC Early Childhood Program Standards and Accreditation Criteria: The Mark of Quality in 
Early Childhood. Washington, DC: NAEYC. Reprinted with permission from the National Association for the Education of 
Young Children (NAEYC). www.naeyc.org.
*Added by author for clarifi cation.
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were also established to care for the children of women who worked in factories and hos-
pitals during wartime. Th e motivation to establish these day nurseries was social ser vice 
to care for neglected children, and the care provided was essentially custodial (Clarke-
Stewart, 1993).
 2. Enrichment. Th e fi rst cooperative nursery school was inaugurated at the Uni-
versity of Chicago in 1915. Th e purpose was to give the children of faculty opportuni-
ties to play in a super vised environment where they could develop impulse control, 
verbal skills, and knowledge about the world. Parent participation was required. Such 
nursery schools were popular with middle-class families from the 1930s to the 1960s. 
In the late 1960s, as a result of child development research and political pressure for 
the United States to compete  globally—specifi cally to keep pace with Russian scientifi c 
advances—a new purpose was incorporated into nursery school programs: to stimulate 
intellectual growth (Clarke-Stewart, 1993).
 3. Parent employability. Child-care services are used to enable women to seek job  
training and/or employment outside the home (Lamb, 2000). Economic necessity, in-
cluding increases in the cost of living and in the number of single-par ent families, has 
led to a growing reliance on nonparental care. Recent welfare reforms to increase em-
ployability have also contributed to this trend. Th e 1996 welfare law allows recipients of 
Temporary Assistance for Needy Families (TANF) to collect federally funded benefi ts for 
a maximum of 60 months. States can modify requirements with state funds. Recipients 
of TANF must be engaged in wor k-related activities (training, job search, job) within 
their state’s time limit. Th e immediate eff ect of the imposed time limit for welfare was to 
increase the demand for available, accessible, aff ordable child care. Today, part of welfare 
reform is government funding of child car e for qualifying families so that mothers of  
young children can be employed.
 4. Intervention. In the 1960s, civil rights groups demanded equal opportunities in 
education, jobs, and housing. Th e Economic Opportunity Act, passed in 1964, funded 
preschool programs designed to compensate for the physical, social, and academic dis-
advantages of children who came from low-income families, were members of cultural 
minorities, had various disabilities, or were identifi ed as abused. Th e purpose of such 
intervention was to provide children with skills they would be unlikely to get at home,  
enabling them to succeed in school and avoid poverty in adulthood. Intervention pro-
grams are usually comprehensive, including health and nutrition services, social services, 
and parental involvement. An example of a federally funded comprehensive preschool 
intervention program is Head Start. Its goal is to enable children from qualifi ed fami-
lies to enter school ready to learn. Public money spent to enhance the early childhood 
years would be more benefi cial than public money spent to correct a defi ciency in later 
childhood.
 5. Readiness. Th ose who advocate that child care should be synonymous with early 
childhood education also believe the period in a child’s life from birth to age 5 is a criti-
cal time for developing the physical, emotional, social, and cognitive skills they will need 
for the rest of their lives. Th at the formation of neural connections in the brain is most  
susceptible to stimulating experiences in the early years has been documented by scien-
tifi c research (Shonkoff  & Phillips, 2000). Such fi ndings have infl uenced political policy. 
Some examples are: (1) Head Start, a preschool program, originating under the leadership 
of President Lyndon Johnson, to break the cycle of poverty through education; (2) the 
No Child Left Behind Act of 2002, passed under the leadership of President George W. 
Bush, to give public schools incentives to teach students what they need to know to be 
successful in life; and (3) the “Good Start, Grow Smart” Initiative, also passed during the 
Bush administration, to help states and local communities fund programs that will  ensure 
young children are equipped with skills they will need to be ready to learn in school, such 
as prereading and language skills.
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In sum, as a result of macrosystem infl uences, child care has become a service to fami-
lies with children to provide custodial care, stimulating learning experiences, and  
 socialization, to enable parents to work, and to implement early childhood education 
principles.

Chronosystem Infl uences on Nonparental 
Child Care: Correlates and Consequences
Th e 1971 White House Conference on Children pointed to the need for quality child care 
as the most serious problem confronting families and children. Unfortunately, as the 21st 
century begins, the United States still has no offi  cial national policy or federal  standards 
aimed at establishing a system of child care that is of good quality. Child-care standards con-
tinue to vary widely from state to state and family to family. Why is this so?

One reason is that traditional views of parenting in this country have delegated the 
primary responsibility for child care to the family. Some people in government and busi-
ness support the “individualist” view that each family should be able to care for its own 
without outside assistance (Schorr, 1997).

Another reason is the fear of government involvement in what is considered a basic 
personal right: to bring up one’s children according to one’s values, one’s religion, and 
one’s culture. Federal involvement in private matters is seen by some as teetering on the 
brink of socialism. Is the underlying fear that if the government foots the bill for child 
care, then the government will call the shots?

In general, the federal government has not committed itself to implementing child-
care standards (except in programs where federal funds are involved). Th is means the task 
is left to the states, local communities, private enterprise, professional organizations, and 
the consumer (visit the Education CourseMate website for this text to fi nd a short guide 
on “How to Choose a Good Early Childhood Program”).

Th e question regarding nonparental child care in the 1980s and 1990s was, “Is day care 
helpful or harmful to children?” Since today nonparental child care has become a fact 
of life, the question has changed to, “What ecological model of child care is most sup-
portive of children and families?” (Ghazvini & Mullis, 2002; NICHD, 2005, 2010).  
Th e various controversial answers to both questions inv olve whether or not childr en 
should be enrolled in day care, the age at which children should be enrolled, whether 
such care should be full- or part-time, and the type of program that should be off ered 
(for example, some believe the preschool experience should focus on learning how to get 
along with others, exploring the environment, and dealing with feelings; others believe 
the preschool experience should focus on academic skills, such as r eading and math). 
Th e chronosystem refl ects the following areas of concern that pr ovided the bases for 
research at the time:

Separation from mother. ■  Much of the early concern regarding the eff ects of child 
care on the child’s development was centered on the fear that separation fr om the 
mother, especially in infancy, would disrupt the natural mother–child bond of  
 attachment and would result in psychological and social problems. Th us, most of the 
original research studies examined the eff ects of separation on the child. It should be 
noted that the infant separation studies were done in residential institutions, rather 
than in child-care centers as we know them today.
Child-care setting. ■  Concerns about quality child-care settings (physical environ-
ment, socio-emotional relationships, and intellectual stimulation) have spurred more 
recent studies to examine the overall eff ects of diff erent child-care settings (home ver-
sus alternative) on children’s social relationships with other children, their relation-
ships with their mothers, and their intellectual development.

What is the correlation 
between society’s 

traditional beliefs and 
consequent child-care 

policies?

What is the 
correlation between 

contemporary issues 
and consequent 

child-care policies?
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Ecological systems. ■  Today, concerns in the scientifi c community focus on the ecol-
ogy of child care. Studies examine family factors, child-care factors (Clarke-Stew-
art & Allhusen, 2002; NICHD, 2005, 2010), and cultural factors (Lamb , 2000) 
that work together (mesosystems) to aff ect children’s development. It is now well 
 accepted that “childrearing has become a collaborative endeavor with children mov-
ing back and for th . . . between their homes and child car e” (Phillips & Howes, 
1987, p. 9). Th e mesosystem links may be supportive, competitive, or neutral. Th e 
next section discusses both classical and modern studies that emanated fr om chro-
nosystems concerns.

Nonparental Child Care and Psychological 
Development
Most studies examining eff ects of nonparental care focus on the mother–child relation-
ship. Th e following classic studies are examples.

 1. Spitz’s Study. One of the fi rst studies to report the detrimental eff ects of separating 
infants from their mothers was done by Rene Spitz in 1946. He compared the develop-
ment of infants raised by caregivers in a foundling home (a home for illegitimate and  
abandoned babies) to that of infants raised by their mothers in a prison. Each caregiver 
in the foundling home was responsible for at least eight infants. Th e mothers, who were 
all either mentally retarded or emotionally disturbed, were responsible for caring for their 
own infants in the prison. Th e infants raised in the foundling home had poor appetites  
and lacked interest in their surroundings; they exhibited severe depression, according to 
Spitz. As a result, they were retarded in their growth and mental development. Th e in-
fants raised by their mothers in prison, on the other hand, dev eloped normally. Even 
though the mothers in the prison were socially deviant, the one-on-one care and nurtur-
ance they gave their infants enabled the infants to exhibit normal development, whereas 
even though the caregivers in the institution were professionally trained, they had eight 
babies to nurture and probably could not establish emotional attachments with each one. 
Spitz supported “nature” care.
 2. Bowlby’s Study. In 1952, John Bowlby (1966, 1969, 1973) wrote that maternal 
love and care are the most important infl uences on an infant’s future development. After 
reviewing studies on infants separated from their mothers, he concluded that any break in 
the early mother–child relationship could have severe emotional, social, and intellectual 
consequences. What Bowlby meant by “any break” was loss of the mother in infancy due 
to death or separation from the mother because of hospitalization, employment, or other 
circumstances such as neglect—being physically present but emotionally absent. He went 
on to say that being deprived of the early mother–child relationship would cause the in-
fant to become depressed, physically and mentally retarded, or delinquent. Bowlby, too, 
supported “nature” care.
 3. Skeels’s Study. A 30-year longitudinal study completed in 1966 b y Harold 
Skeels demonstrated that it is the quality of care (nurture) that aff ects children’s devel-
opment, not the relationship of the person who provides it (nature). Th us, the care can 
come from someone other than the child’s mother. Skeels studied 25 infants who were 
institutionalized because they were deemed mentally retarded. Of these, 13 were later 
transferred to the institution for retarded women, where the infants were  “adopted” 
by small groups of residents who lavished care and attention on them. Th e remain-
ing 12 infants stayed where they were. After two years, the transfer group had gained 
an average of 28.5 points on an IQ test, but the contr ol group had lost an average of 
26.2 points.

Th irty years later, Skeels followed up on the original 25. He found that 11 of the 13 
children who were transferred to the institution for retarded women had been adopted by 

What are the 
effects of 
nonparental 
care on infants?
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families; 12 out of the 13 had achieved an education and become self-supporting adults 
with responsible jobs. Th eir own children had average IQs. Of the control group of 12 
children who had remained institutionalized, 11 had survived; 4 were in institutions, 1 
was a vagrant, 1 was a gardener’s assistant at an institution, 3 were dishwashers, 1 was a 
part-time worker in a cafeteria, and 1 was a domestic worker.

In sum, Skeel’s longitudinal study supported “nurture” care. It showed that

children need care and nurturance to develop normally (in this respect, Skeels agrees  ■

with Spitz and Bowlby);
care and nurturance can be provided by someone other than the mother (here Skeels  ■

disagrees with Spitz and Bowlby); and
infants who are initially deprived can grow up normally if inter vention by a car- ■

ing, nurturing person is pr ovided (Spitz and Bowlby did not ev en consider this 
possibility).

Skeels’s study has implications for society. If deprivational eff ects caused by neglect in 
infancy can be reversed by intervention, then we can enable many children to grow up 
to be independent, self-suffi  cient, responsible adults who are assets to society rather than 
liabilities. Th ere are still many unresolved questions. Which children qualify for interven-
tion? When do you intervene? What type of intervention is best? What kind of program 
do you provide, and for how long? Is day care worth paying for? Does the government or 
some other agency have the right to intervene? Is society willing to pay the cost of inter-
vention? Th ese questions will be discussed in more detail later.
 4. Contemporary Studies. Th e signifi cance of an infant’s early attachment to a care-
giver has been studied and related to nonparental child care.

During the fi rst year of life children become attached to their primary caregiver—
the person who holds them, comfor ts them, feeds them, and plays with them. Th is  
caregiver is usually the mother, but it can be the father , a grandparent, an older sib-
ling, or another person not related to the child. Feelings of attachment distinguish this 
caregiver from others. When children are in strange situations or not feeling well, they 
want to be near the person they are attached to; no one else will do (indicating a  secure 
attachment). On the other hand, when children are not attached to a signifi cant person, 
they may cling when the person leaves or cry hysterically until the person returns, or 
they may ignore the person upon departure and avoid the person upon return, or they 
may cling to the person one moment and reject the person the next (indicating an inse-
cure attachment).

Jay Belsky and colleagues (Belsky, 2009; Belsky & Rovine,1988) showed that babies 
less than 1 year old who receive nonparental care for more than 20 hours a week are at a 
greater risk of developing insecure attachments to their mothers; they are also at increased 
risk of emotional and behavioral problems in later childhood. Youngsters who have weak 
emotional ties to their mothers are more likely to be aggressive and disobedient as they 
grow older.

Others (Clarke-Stewart, 1992; 1993; Clarke-Stewart & Allhusen, 2005; Phillips & 
Howes, 1987) take issue with Belsky, saying the evidence is insuffi  cient to support the 
claim that infants in full-time day care are at risk for emotional insecurity. Th at day-care 
infants exhibit diff erent attachment behaviors than home-care infants may mean they 
have developed a coping style to adapt to the diff erent people who care for them as well 
as the daily separations and reunions. In addition, the assessment of attachment proce-
dures commonly used may not be an accurate way of comparing diff erences in attach-
ment between infants reared in such diverse environments. Not all children who begin 
day care in infancy are insecurely attached, aggressive, or noncompliant, nor are they 
intellectually advanced. Th ere are individual diff erences for day-care children just as there 

This child clings to his mother when left at 
child care because he is attached to her.

David Young-Wolff/PhotoEdit
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are for children reared at home (Clarke-Stewart, 1993, Clarke-Stewart & Allhusen, 2005; 
Honig, 1993).

In conclusion, recent data on psychological functioning of children who have attended 
day care in infancy are often confounded by the child’s temperament and gender, family 
socioeconomic status, marital status, parent–child relationships, number of hours daily in 
care, and quality of care, including sensitivity and responsiveness of the caregiver (Langlois 
& Liben, 2003; NICHD, 1997, 2005, 2010). A ccording to Lamb and Ahnert (2006), 
who reviewed the research, it now appears that nonparental care in itself does not reliably 
aff ect mother–child attachment. Adverse eff ects occur only when poor-quality day car e 
coincides with such risky conditions as insensitiv e and unresponsive maternal behavior 
(NICHD, 1997). Th us, children in a quality child-care program, compared to children 
cared for at home, attach to their mothers similarly.

Nonparental Child Care and Social Development
Children in day care may be with peers fr om infancy. Infants stare at each other and  
touch each other. Toddlers may smile at each other, share toys, and fi ght over toys. Th r ee-
year-olds may play games, share, take turns, argue, and fi ght. Four-year-olds may also 
role-play. (“Let’s play house. You be the mommy, and I’ll be the baby.”)

Results of a substantial number of studies on the social development of preschool chil-
dren conclude that children attending some form of child-care program interact more 
with peers, positively and often negatively, and that they are less cooperative and respon-
sive with adults than children in home care (Clarke-Stewart & Allhusen, 2002; NICHD, 
2007).

Specifi cally, children who have had experience in a child-car e program seem to be 
more socially competent than those who have not had such an experience. Th ey are more 
self-confi dent, more outgoing, and less fearful. Th ey are also more assertive and more self-
suffi  cient. Th ey know more about the social world—gender roles, taking the perspective 
of others, solving problems regarding getting along with another child, and emotional  
labels (“cheater,” “crybaby,” “bully”). While they are more socially competent, they have 
also been observed to be less polite, less r espectful of others’ rights, and less compliant 
with adult demands, as well as more aggressive and hostile to others (Clar ke-Stewart, 
1992; Clarke-Stewart & Allhusen, 2005; Lamb , 2000). Early individual diff erences in 
social competence have been found to remain stable through school age and early adoles-
cence (Campbell, Lamb, & Hwang, 2000).

What is the effect 
of putting infants, 
toddlers, and 
preschoolers with 
peers in child care?

You have to work, so how do you deal with putting your 
child in someone else’s care?
According to Lamb and Ahnert (2006), the onset of nonparental care is stressful for 
both mother and child. Even children who have a secure attachment to their mothers 
feel some anxiety. The onset of employment, as well as entry into day care, often af-
fects parental behavior.

Parental sensitivity is a key determinant of a child’s adjustment to nonparental child 
care. Choosing quality care, which tends to be best when evaluated and regulated 
by professionals (such as NAEYC accreditation) is the fi rst step. The second is allow-
ing time for sharing care with the caregiver until the child has adjusted to the transi-
tion. And third is staying involved with the caregiver, communicating about the child’s 
 behavior and development, and sharing concerns.

IN PRACTICE
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Nonparental Child Care and Cognitive Development
Generally, the intellectual performance of children who attend a quality day-care program 
is higher than that of children from similar family backgrounds who do not attend a day-
care program or who attend one of poor quality . For example, it has been sho wn that 
children, especially from low-income families, who attend a quality preschool program, 
even part-time, are more verbally expressive and more interactive with adults than chil-
dren who do not (Burchinal et al., 2000; NICHD, 2007; Shonkoff  & Phillips, 2000). It 
has also been demonstrated that children who attend quality child-care programs are bet-
ter able to meet the requirements in the primary grades of elementary school and function 
at an increased intellectual capacity during their initial years of schooling; IQ scores show 
an increase of up to 10 points at the end of program implementation. Academic achieve-
ment in these children continues to be better thr ough high school than for those who  
did not attend a quality preschool (CQO, 1999; Karoly, 1998; Schweinhart et al., 2005). 
Although longitudinal studies have shown that the increase in IQ scores is not permanent, 
there is a signifi cant reduction in grade retention as well as in the need for placement in a 
special education program (CQO, 1999; Karoly, 1998; Schweinhart et al., 2005).

Traditional preschool programs usually provide enrichment activities to children who 
already get basic intellectual stimulation at home. For children who do not have such an 
advantage, intervention programs were developed to provide compensation, or amends, 
for skills these children lack to succeed in U.S. public schools. M ost research on the 
effects of day car e on children’s cognitive development has focused on inter vention 
programs.

Many types of intervention programs were implemented in the 1960s and 1970s, us-
ing diff erent curriculum models (discussed later). Although childr en enrolled in such 
programs fared better academically, socially, and emotionally than their nonparticipant 
counterparts (Karoly, 1998), the debate as to which type of inter vention is best, for  
whom, for how long, and where (home or school) remains ongoing.

Even though intervention programs vary widely, most investigators concur that to  enable 
the child to become competent cognitively, socially, and behaviorally, the child’s family must 
be involved. Th us, the best type of intervention (among government-funded programs) is 
one that reinforces the strengths of the family as a child-rearing system and that enables the 
family to be the primary educator of its children, links the family to the formal educational 
system through involvement, and links the family to resources in the community so that 
the family can receive needed health and social services. Th ese are known as family sup-
port programs. An example of such a program is the Child and Family Resource Program 
(CFRP), which began in 1973 as part of Head Start. It enrolled qualifi ed families of chil-
dren from birth through age 8, rather than just the children. It provided diagnostic medical, 
dental, nutritional, and mental health services as well as treatment. It also provided prenatal 
care and education for pregnant mothers. It assisted parents in promoting the development 
of infants and toddlers, as well as providing preschool comprehensive Head Start services 
for children ages 3 to 5. It eased the transition from preschool to elementary school and 
off ered special development programs for children with disabilities. Finally, it provided ser-
vices such as counseling, referrals to community agencies, family planning assistance, and 
help in dealing with emergencies or crises.

In sum, accurately predicting the cognitive, as well as social and behavioral, outcomes 
of intervention programs is diffi  cult because of the numerous variables that must be taken 
into account, including quality of the mother–infant relationship, socioeconomic status 
of the family, educational level of the parents, stress on the family and coping skills, avail-
able family supports, temperament and gender of the child, spacing of the siblings, age  
at which the child enters the pr ogram and for how many hours per day, quality of the 
caregiver–infant relationship, caregiver–parent communication, and quality of the pro-
gram (see Table 5.1).

What is the effect 
of child care 

on intellectual 
outcomes?

What child-care programs 
have been developed 

to modify the cognitive 
consequences of growing 

up disadvantaged?

This child’s achievement motivation is 
enhanced by the teacher who is engaging 
him in a reading activity.

Cengage Learning
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Mesosystem Infl uences on Nonparental 
Child Care
Th e challenge of the future will be for society to provide more choices in quality child-
care services because of the increased need. Links with school, community, government, 
and business must occur on a greater scale to increase the availability, accessibility, and 
aff ordability of child-care options (Smolensky & Gootman, 2003).

Th e types of child care most often used for infants and toddlers (y ounger than age 3) 
are relatives, family day-care homes (care in the home of a nonrelative), and day-care cen-
ters. Preschoolers (ages 3 to 4) are most frequently cared for in a child-care center or by 
relatives. Th e most common types of car e (excluding self-care) for school-age children 
(ages 6 to 12) are family day-care homes and relatives (see Figure 5.3). A most striking 
trend, however, is the substantial growth in use of center-based car e for children of all 
ages, especially by mothers who are employed full-time (Hoff erth, 1996; Smolensky & 
Gootman, 2003).

School and Community Involvement in 
Nonparental Child Care
One way to increase child-care options is for the elementary school to extend the hours 
it is normally in session and to extend its services to include children younger than age 5. 
A majority of school-age children whose parents are employed care for themselves before 
and after school. Other children may be cared for by a neighbor. Still others may partici-
pate in a community program. Unsupervised children, contrary to popular belief, are not 
most likely to be found in impoverished, minority communities; rather, self-care is most 
common when mothers work full-time and parents are divorced or separated, regardless 
of income (Lamb, 2000).

At school, extended day care can be an eff ective link among child, family, and school. It 
can complement, support, and extend the school’s educational purposes to the family in its 
education and nurturance of children. To illustrate, according to Schorr (1997), Edward 
Zigler, one of the founders of Head Start, envisioned the schools of the 21st century to in-
clude full day care and be the hub of social services for families. Bowling Park Elementary 
School in Norfolk, Virginia, is such a school. It includes infants and preschoolers and their 

What collaborative 
links are available 
for child-care 
services?

Table 5.1  Variables Influencing Child-Care Socialization Outcomes

Child-Care Variables Family Variables Child Variables

Type of care (in-home, family day care, 
center care)

Socioeconomic status Age at entry into day care

Type of program (compensatory, enrichment) Culture/religion Gender

Compensation of caregivers Family structure (two-parent, single, step, kin) Health

Caregiver stress Parental educational level Temperament

Stability of caregivers Mother employed part- or full-time Security of attachment to mother

Adult–child ratio Mother’s attitude toward work

Quality of day-care setting Mother’s attitude toward child care

Sensitivity and responsiveness of caregiver to 
child

Mother’s sensitivity and responsiveness to child

Caregiver education/training Roles and relationships between parents

Caregiver ideology and attitudes toward child 
rearing

Father’s involvement in child care

Caregiver–parent communication Parenting styles

Part- or full-time day care Stress/coping strategies 
Availability of social  supports in community
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168 CHAPTER 5

parents, responding to family needs. A br eakfast club provides an opportunity for par-
ents to discuss parenting issues, children’s books, and other matters, and adult education 
courses are off ered. Th e concept is for children to feel connected to people who care.

A cooperative venture between school and community is an extended day-car e pro-
gram where the school district provides several schools as sites for the program and the 
YMCA provides the trained recreational leaders and transportation for children who at-
tend schools not in the cooperative program. Th e male and female recreational leaders 
provide care that promotes the physical, social, emotional, and cognitiv e development 
of children. Games, crafts, and help with homework are some of the activities. An added 
bonus of this program for some children is the oppor tunity to develop a relationship 
with a male role model. Such opportunities are important for children living with single 
mothers.

Why is adult-supervised extended day care so important for children’s well-being?

 1.  Research has found both boys and girls in fi fth through ninth grade to be more sus-
ceptible to peer pressure when they were in an after-school situation in which there 
was no consistent adult control (Lamb, 2000; Smolensky & Gootman, 2003). Th ey  
were also more likely to become involved in antisocial acts in their neighborhoods 
than children who attended an extended day program (Leventhal & Brooks-Gunn, 
2000; Vandell & Su, 1999).
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Figure 5.3 Who’s Caring for the Children
Source: Children’s Defense Fund, 2005 Federal Interagency Forum on Child and Family Statistics (2007). America’s 
Children: Key Indicators of Well-Being, 2007. Washington, D.C.: US Government Printing Offi ce.
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  2. Data from the FIFCFS (2010) indicate that about 3 per cent of children in kin-
dergarten through third grade and about 22 percent of children in fourth through 
eighth grade are left alone to care for themselves outside of school hours while  
their parents work. Th ere is no exact number of children under age 5 who are left 
alone all day, but a signifi cant number are cared for by a sibling under age 14.  
Children who are unsupervised by adults after school are sometimes referred to 
as latchkey children because they carry keys to let themselves into their homes. 
Children involved in self-care are discussed in Chapter 10.

When the community provides child-care services, the quality of family life in a com-
munity is often improved (Garbarino, 1992). For example, Garbarino and Sherman 
(1980) found that support for child care in certain neighborhoods correlated signifi cantly 
with a lower incidence of child abuse and neglect. Th is reduction in maltreatment re-
sulted in a reduced need for more costly government social services to protect at-risk 
children, such as foster care. Provision of child-care services also aff ects the economics of 
the community by creating work for adults.

Government and Business Involvement in 
Nonparental Child Care
In some societies—for example, China, France, and Belgium—the government totally 
supports child care, through tax funds, to enable parents to work. In contrast, the current 
offi  cial policy in the United States is that the government will pay for child care (interven-
tion programs) for disadvantaged families, defi ned by specifi c criteria, and will give tax 
credits to other families up to a maximum set b y Congress. Some American businesses 
have become involved in supporting child-care services to attract and keep their employ-
ees (Smolensky & Gootman, 2003).

Nine government-funded early intervention programs, including the Perry Preschool 
Project in Ypsilanti, Michigan, were examined (Karoly, 1998). Beginning in 1962, re-
searchers followed 123 poor African American children for 25 years, from age 3 or 4 to 
age 27. Compared to nonparticipating peers (children were randomly assigned to groups), 
children who had attended a “quality preschool” signifi cantly outperformed those who 
had not. Specifi cally, the major fi ndings of Karoly’s review were the following:

Gains in emotional or cognitive development for the child, typically in the short run,  ■

or improved parent–child relationships
Improvements in educational process and outcomes for the child ■

Increased economic self-suffi  ciency, initially for the parent and later for the child,   ■

through greater labor force participation, higher income, and lower welfare usage
Reduced levels of criminal activity ■

Improvements in health-related indicators, such as child abuse, maternal reproduc- ■

tive health, and maternal substance abuse

Th us, preschool, or early child care, does have lasting eff ects. It is benefi cial for children 
because it starts them off  on a more positive track. From the beginning, they experience 
greater success in school, which leads to pride in themselv es, a greater commitment to 
school, and less disruptive behavior. Preschool is cost effi  cient, according to  Schweinhart 
and colleagues (Schweinhart & Weikart, 1993; Schweinhart et al., 2005) and others  
(Karoly, 1998), because it reduces the need for special education and the likelihood of drop-
ping out of school and ending up on welfare or becoming delinquent (see Figure 5.4). In 
terms of tax dollars, child care appears to be worth the expense (Karoly, 1998;  Schweinhart 
et al., 2005).  Government and business are beginning to agree with the research.

Th e federal government has committed to expanding existing programs, such as Head 
Start, to include more children. It has given block grants to states to develop programs 
according to need. For example, North Carolina has the Abecedarian Project, providing 

latchkey children childr en 
who carry their own key and let 
themselves into their homes
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170 CHAPTER 5

individualized learning for children, links with the public schools, and services for fami-
lies; Georgia has initiated public preschool for all 4-year-old children.

Some businesses provide child-care assistance for their emplo yees, such as par en-
tal leaves, fl exible scheduling, a list of community resources for parents to choose from 
(known as “resource and referral”), start-up funds or contributions to a community child-
care center in return for preferential admission for employees’ children, fi nancial assis-
tance to pay for child care, or on-site child care. Day-care facilities located at a parent’s 
place of work can provide a benefi cial link between family and community for children. 
For example, parents can visit children during breaks, and children can learn about the 
work their parents do by touring the workplace and meeting employees. 

Some of the innovations businesses have implemented to support family life are out-
lined in Table 5.2. It has been found that employer-sponsored day care has several ben-
efi ts (Galinsky, 1981, 1992):

New employees are easier to recruit, ■

employee absenteeism is lower, ■

employees have a more positive attitude toward their work, and ■

job turnover is lower. ■

Table 5.2  Exosystem Link: Business Support for Families

 1. Child-care, elder-care, and ill/dependent assistance programs
 2. National resource and referral service networks
 3.  Flextime programs to allow employees to adjust their workdays by as much as two hours in 

either direction
 4.  Extended leave-of-absence policies permitting up to a three-year break from full-time em-

ployment with part-time work in the second and third years
 5. Work-at-home programs
 6. Family-issues sensitivity training for managers and supervisors
 7.  School partnerships, including donations of equipment, time for employees to volunteer, or 

time for parent–teacher conferences
 8. On-site employee-staffed child-care centers
 9. Job-sharing programs
 10. Parent education seminars

Program group No-program group

Arrested 5+ times by 40

Earned $20K+ at 40

Graduated regular
high school

Basic achievement at 14

Homework at 15

IQ 90+ at 5

0% 20% 40% 60% 80% 100%

36%

55%

60%

40%

49%

15%

65%

45%

61%

38%

67%

28%

Figure 5.4 High/Scope Perry Preschool Project: Lifetime Effects
Source: From Lifetime Effects: The HighScope Perry Preschool Study Through Age 40, by Schweinhart, L.J., Montie, J., Xiang, Z., 
Barnett, W.S., Belfi eld, C.R., & Noes, M., © 2005, HighScope Educational Research Foundation. Used with permission.
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Nonparental Child Care and Socialization
Socialization Differences Between Types of Quality 
 Nonparental Child Care
As has been discussed, there are diff erent types of child care: care provided by an individ-
ual in the child’s own home (in-home care), care provided in someone else’s home (family 
day care), and care provided in a center either par t- or full-time (center-based care). See 
Table 5.3 for a summary of the socialization eff ects of types of quality child care. Social-
ization is aff ected not only by the type of care, but also by the curriculum implemented 
(most often found in center-based care).

Socialization Outcomes of Four Theory-Based 
Nonparental Child-Care Curriculum Models
 A curriculum includes the educational goals and objectives of the program, the teacher’s 
role, the equipment and materials, the space arrangement, the kinds of activities, and the 
way they are scheduled.

Some examples of theory-based curriculum models are briefl y described here. A curric-
ulum translates theories about learning into action; consequently, diff erent curricula have 
diff erent socialization eff ects. Curricula can be generally categorized as teacher-directed 
(learning activities are planned by the teacher for all the children), or learner-directed 
(learning activities emerge from individual interest and teacher guidance). See Table 5.4 
for a comparison. Th e four curriculum models we discuss are the cognitively oriented cur-
riculum, direct instruction, Montessori, and developmental interaction.

The Cognitively Oriented Curriculum (Learner-Directed)
Th e cognitively oriented curriculum, developed by David Weikart and associates at  
the High/Scope Educational Research Foundation in Ypsilanti, Michigan, represents an 

How do different types 
of child care and 
different child-care 
curriculum models 
affect socialization?

curriculum the goals and 
objections of an educational 
program, the teacher’s role, the 
equipment and materials, the 
space arrangement, the kinds of 
activities, and the way they are 
scheduled

teacher-directed curriculum 
a curriculum in which the 
learning activities are planned by 
the teacher for all the children

learner-directed curriculum 
a curriculum in which the 
learning activities emerge from 
individual interests and teacher 
guidance

cognitively oriented 
curriculum a curriculum that 
attempts to blend the virtues of 
purposeful teaching with open-
ended, child-initiated activities

Table 5.3  Socialization and Types of Quality Child Carea for Young Childrenb

In-Home Care (Privately 
Funded or by Relative)

Family Day Care (Privately 
Funded)

Center-Based Care (Privately 
and Publicly Funded)

Physical Setting Adult-oriented (valuable and 
breakable items moved)

Adult-oriented, but some 
 specific child materials and 
play areas

Child-oriented (toys, educational 
 materials, specific areas for play)

Caregiver Special 
Training

Unlikely Some More likely to have had college 
courses related to and experience 
with children (especially in public 
centers)

Adult–Child Interaction Frequent and personal Close Mostly adult-directed and shared with 
other children

Activities Mostly unplanned (generally 
around housekeeping chores)

Some planned Planned curricula (group and 
individual)

Peer Interaction Little Varied Much

Developmental 
 Differences (Based on 
a series of tests done in a 
laboratory playroom and 
observations at home)

Scored lowest on  assessments 
of cognitive ability,  social 
 understanding (taking  another’s 
perspective and empathy), 
 cooperation, friendliness, and 
 independence from mother

Scored highest on assessments 
of friendliness; lowest on 
 independence from mother

Scored higher on assessments of 
cognitive ability, social understand-
ing (taking another’s perspective and 
 empathy), cooperation, friendliness, 
and independence from mother

Socialization  Outcomes 
(Interpretation of results)

One-to-one interaction and 
training by adult

Experience in complex 
 interactions with children of 
different ages

Increase in social competence, 
 maturity, intellectual development

a These are general differences between types of care; there are also differences within each type of care (Clarke-Stewart, 1987; Clarke-Stewart & Allhusen, 2005).
b Ages 2 to 4.
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172 CHAPTER 5

 application of Jean Piaget’s theory of cognitive development to an educational program. 
It is classifi ed as “learner-directed” because it attempts to blend the vir tues of purposeful 
teaching with open-ended, child-initiated activities.

Piaget believed that humans adapt mentally to their environments through their inter-
actions or experiences with people, objects, and events. He viewed the child as an active 
learner who explores, experiments, and plans, thereby constructing knowledge. Learn-
ing, or mental adaptation to one’s environment, occurs by assimilation (incorporating 
 experiences) and by accommodation (reconciling diff erences of experiences). An example 
of assimilation is seeing a bluebird for the fi rst time. Th e experience is incorporated into 
one’s mental concept of a bird. An example of accommodation is seeing a butterfl y, calling 
it a bird, and being told it is not a bird but a butterfl y.  Th e experience results in adjusting 
the original mental concept of butterfl y and accommodating the concept that all things 
that fl y are not always birds. When one can assimilate and accommodate new informa-
tion, according to Piaget, one is in equilibrium, a state of balance, thereby allowing the 
information to be incorporated. We continually assimilate and accommodate throughout 
our lives. However, we do not always reach equilibrium. When we cannot accommodate 
some new information at the time we encounter it, we reject it.

To minimize rejection in a child’s learning experiences, Piaget recommends that all 
new experiences be planned in such a way that a child can make a connection or relation-
ship to previous experiences. Th e implications of this recommendation for education are 
signifi cant. If teachers can assess children’s cognitive structures through parent confer-
ences, observation, interviews, and tests, they can select appr opriate learning activities 
and tasks that will promote cognitive growth. Otherwise, if a child lacks the cognitiv e 
structure for a given task, the child will fail; the new information will be rejected because 
the child cannot accommodate it at that particular time. For example, 4-year-olds gener-
ally have a poor understanding of equality. Th us, trying to convince a preschooler that the 
piece of cake on his plate is the same size as his sister’s, even though a smaller plate makes 
her piece look larger, will be useless.

In addition to experiences or interactions with people, objects, and events, motivation 
is also a factor in intellectual development. According to Piaget, all children mature in a 
certain order.

 1.  Sensorimotor stage (thinking is action). Infants and toddlers understand their  
environment only through their senses and motor abilities that enable them to  
explore. It involves only understanding the here and now.

  2. Preoperational stage (thinking is based on appearances). As preschoolers develop 
language, they understand that words symbolize objects, but they think everyone 
understands things as they do. Th ey can also consider only one characteristic of a 
thing at a time. Children in this stage make judgments based only on how things 
appear.

assimilation a Piagetian term 
for mental adaptation to one’s 
environment by incorporating 
experiences

accommodation a Piagetian 
term for mental adaptation to 
one’s environment by reconciling 
differences of experiences

equilibrium a Piagetian 
term for the state of balance 
between assimilation and 
accommodation, thereby 
allowing knowledge to be 
incorporated

sensorimotor the fi rst stage 
of Piaget’s theory of cognitive 
development (ages 1½–2 years), 
in which the child uses senses 
and motor abilities to interact 
with the environment and 
understands only the here 
and now

preoperational the second 
stage in Piaget’s theory of 
cognitive development (ages 
2–7 years), in which the child uses 
symbols to represent objects, 
makes judgments based on 
appearances, and believes that 
everyone has the same viewpoint 
as he or she

If you are not familiar with Piaget’s 
theory of cognitive development, or 
need a brief review, go to the Educa-
tion CourseMate website to watch the 
videos entitled “0–2 Years—Piaget’s 
 Sensorimotor Stage,” “2–5 Years—
Piaget’s Preoperational Stage,” 
“5–11 Years—Piaget’s Concrete 
 Operational Stage,” and “12–18 Years—
Piaget’s Formal  Operational Stage.”

TeachSource Video Activity

Table 5.4  Comparison of Teacher- and Learner-Directed Programs

Teacher-Directed Programs Learner-Directed Programs

Characterized by drill, practice, direct praise 
for good work, and time spent in reading and 
math activities

Characterized by a variety of materials, more 
opportunities for choice and exploration, and 
more interpersonal contact

Children scored higher on reading and math 
achievement tests

Children scored higher on nonverbal reasoning 
and problem-solving tasks

Children showed more persistence and took 
responsibility for their failures

Children expressed responsibility for their 
successes

Children worked independently Children worked cooperatively

Source: Miller and Dyer, 1975; Schweinhart and Weikart, 1993; Schweinhart, Weikart, and Larner, 1986; 
Stallings, 1974.
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 3.  Concrete operational stage (thinking is based on reality). By the time children 
reach school age, their understanding of the world expands to incorporate con-
cepts about time, equality, weight, distance, and so on, but their understanding is 
limited to concrete, or actual, things they can see or manipulate. While children 
in this stage can apply logical, systematic principles to specifi c experiences, they 
still cannot distinguish assumptions or hypotheses from facts or reality.

 4.  Formal operational stage (thinking is based on abstractions). It is not until adoles-
cence that children come to understand abstract concepts such as government and 
are able to use logical thinking. In this stage, children can think logically about 
abstract ideas and hypotheses as well as concrete facts.

In the cognitively oriented curriculum, children are encouraged to become actively in-
volved in constructing their own learning. Th e teacher observes the children individually, 
questions and evaluates them, in order to identify their developmental level. Knowing 
their developmental level enables the teacher to involve children in appropriate activi-
ties that they will be capable of accommodating. Th e teacher organizes the environment 
so that children can choose from an array of developmentally appropriate materials and 
activities. Th e teacher encourages goal setting and problem solving by asking the children 
to plan what they are going to do and how it is to be done. Meanwhile, the teacher is 
enabling the children to have key experiences that stimulate thinking processes, language 
development, and social development. Th us the child learns to make decisions, to set  
goals, and to solve problems by fi nding alternatives to plans that did not work out as an-
ticipated (Hohmann & Weikart, 1995). A preschool child’s goal might be to build a road 
with blocks. A third-grader’s goal might be to make a book of the planets, with descrip-
tions and drawings.

In a cognitively oriented program, the children’s emerging abilities are “broadened 
and strengthened” rather than “taught.” In other words, once an ability is recognized by 
the teacher, it is nourished by the activities the teacher then provides. Children are not 
pushed to achieve at another developmental level. Th ey also are not taught facts per se; 
they learn to think for themselves. Emphasis is placed on self-direction, rather than ex-
ternal reinforcement from others (as emphasized in behavioral programs). For example, a 
child may choose to make an airplane at the workbench. Th e teacher asks the child what 
materials are needed to carry out the project. When the airplane is complete, the teacher 
asks the child to tell how the airplane was made. A discussion about ho w airplanes fl y 
might follow.

The Direct Instruction Curriculum (Teacher-Directed)
Th e direct instruction curriculum is based on behaviorist principles of dividing learning 
tasks into small progressive segments and reinforcing mastery of them. Th e behaviorist 
theory of B. F. Skinner (1968) provides the foundation for the dir ect instruction cur-
riculum. Behaviorism, introduced in Chapter 4, is the doctrine that obser ved behavior, 
rather than what exists in the mind, pr ovides the only valid data for psychology. Th e 
direct instruction curriculum would be classifi ed as “teacher-directed.” Also known as 
academic preschool, the curriculum was initially developed at the University of Illinois by 
Carl  Bereiter and Siegfried Engelmann. It was later elaborated by Engelmann and Wesley 
Becker at the University of Oregon. Th e program was based on the idea that waiting for 
children to become academically ready was not a very sound educational practice, espe-
cially for children from lower socioeconomic groups. Th ose who subscribe to behavior-
ism believe that it is possible to ensure learning and that the school can create readiness 
through behavioral principles of reinforcement and individualized instruction, whatever 
the IQ or background of the child. Th erefore, in the behavioral approach to education, 
learning is mastery of specifi c content. Th e content and sequence are determined by the 
teacher or the school—whoever is responsible for planning the curriculum. Learners  

concrete operations the 
third stage in Piaget’s theory of 
cognitive development (ages 
7–11 years), in which the child 
can apply logical, systematic 
principles to specifi c experiences, 
but cannot distinguish between 
assumptions or hypotheses and 
facts or reality

formal operations the fourth 
stage in Piaget’s theory of 
cognitive development (ages 
11 years and up), in which the 
child can think logically about 
abstract ideas and hypotheses 
as well as concrete facts

direct instruction 
curriculum a curriculum 
based on behaviorist principles
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174 CHAPTER 5

 receive immediate feedback for their responses. Incorrect responses require repetition 
of the task; correct responses are reinforced, and the learner progresses to the 

next task.
Th e Bereiter–Engelmann (1966) preschool program, which was spe-
cifi cally designed for children from low-income families, implements 

the behavioral approach to learning.  Bereiter and Engelmann believe 
that children from low socioeconomic levels are behind in language 

development. Th is lag causes them to have diffi  culty understand-
ing what is  required of them in school. To catch up with their 
age-mates, they need intense instruction in structured, detailed, 
sequential skill building. Concepts are organized explicitly and 
concisely in presentation books for teacher use. All the teacher 
needs to do is teach the lessons exactly as they ar e presented 
in the book. Th e Bereiter–Engelmann program also prescribes 
classroom management techniques, such as rewarding students 
for correct responses, instructional pacing techniques (how 

much time to spend on a topic or with a child), and gr oup 
management—for example, using hand signals to cue students to 

respond. Th e program is designed to foster IQ gain and improve 
achievement test performance in the early school years (Horowitz & 
Paden, 1973).

A revised form of the B ereiter–Engelmann program for use in elementar y schools 
stresses hard work, focused attention, and achievement in reading, language, and arith-
metic. Th e direct instruction curriculum uses few of the play materials normally seen in 
many early childhood programs. Th e reason for this is to minimize environmental dis-
tractions that could tempt the children to leave the task at hand and explore. Children are 
expected to be quiet, respond to the teacher, and not interrupt or leave their seats without 
permission.

The Montessori Curriculum (Learner-Directed)
Dr. Maria Montessori was a physician in Italy at the turn of the century. She developed 
methods of working with children who were mentally retarded and later adapted them 
for use with children of normal intelligence in her  Casa del Bambini. Her principles of 
education were described in a journal in the United States in 1909 and eventually became 
very popular in many par ts of the world. Trainers were sent to her school to learn her  
methods and apply them in early childhood programs.

Montessori (1967) believed that children should be respected and treated as individu-
als and that adults should not impose their ideas and wishes on them. Childr en must 
educate themselves. Th e Montessori curriculum is classifi ed as “learner-directed.”

Children naturally absorb knowledge just by living. However, there are sensitive pe-
riods when children absorb knowledge most easily. Th e role of the adult should be to  
recognize these sensitive periods and prepare the children’s environment for the optimum 
use of these periods of learning (Montessori, 1967). In order for teachers to take advan-
tage of these sensitive periods, they must be keen observers of children’s behavior. Th ey  
also have to know when to encourage the child, when to div ert the child, and when to 
leave the child alone.

A Montessori curriculum involves children of diff erent ages. Th e teacher, called a 
directress or director, prepares the classroom environment for the children so that the 
children can do things independently, thereby facilitating individual self-directed learn-
ing. Sometimes the younger children learn from the older ones. Th e teacher introduces 
materials to the children by demonstrating the correct way to use them. Th e children are 
then free to choose any materials with which they wish to wor k. Children work on the 

Montessori curriculum 
a curriculum based on individual 
self-directed learning with the 
teacher as facilitator; materials 
provide exercises in daily living, 
sensory development, and 
academic development

A teacher-centered activity in that the chil-
dren were given similar materials and they 
are following the teacher’s directions.

Cengage Learning
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fl oor or on child-sized furniture. Th e Montessori program provides material designed 
for exercises in daily living, sensory development, and academic development (Miller 
& Dyer, 1975). Exercises in daily living include gardening, setting the table, buttoning 
buttons, and folding clothes. Sensory development includes work with shapes, gradu-
ated cylinders, blocks, and puzzles. Academic materials include large letters, beads and 
rods for counting, and equipment for learning about size, weight, and volume. All the 
materials are designed in such a way that children can determine whether they have suc-
ceeded in using them properly. Reward for success or reprimand for failure is  nonexistent 
in a  Montessori school (unlike behavioral programs). Rather, each child is encouraged 
to persist as long as possible on a chosen task because each child is r espected as a com-
petent learner.

Th e Montessori curriculum fosters reality training. For example, toys such as replicas of 
furniture or dress-ups are not included. Children use real things instead of play things and 
do real tasks, such as setting the table with real silverware and ironing with a real iron.

Since only one of each type of equipment is pr ovided in a Montessori classroom, a 
child must wait until the child using a par ticular piece of equipment is fi nished. Th e 
intent of this is to help children learn to respect the work of others and to cope with the 
realities of life.

The Developmental Interaction Curriculum (Learner-Directed)
 Th e Bank Street curriculum, developed by Elizabeth Gilkeson and associates at the Bank 
Street College of Education in New York City in 1919, focuses on the development of self-
confi dence, responsiveness, inventiveness, and productivity (Gilkeson & Bowman, 1976). 
It is classifi ed as “learner-directed.” Th e program is also referred to as the  developmental 
interaction curriculum because it is individualiz ed in relation to each child ’s stage of 
 development, while providing many opportunities for children to interact and become  
 involved with peers and adults. Th e curriculum was infl uenced by the writings of John 
Dewey (1944), who believed that children are naturally curious and learn by exploring their 
environment, and Sigmund Freud (1938), who believed the interactions in the fi rst fi ve 
years of a child’s life are signifi cant in forming the child’s personality.

Th e curriculum is designed to help childr en understand more fully what is alr eady 
known to them. Learning is organized around children’s own experience bases. Gradu-
ally, children’s orbit of knowledge and understanding is enlarged by enabling children to 
explore in greater depth things already familiar to them. Teachers must continually assess 
children’s progress in order to challenge children to experience new levels of complexity (a 
feature similar to the Montessori curriculum).

Th e classroom is arranged to include a variety of interest centers where children can 
pursue special projects, ample storage space giving childr en easy access to materials, a  
quiet area for reading, a library, musical instruments, and art materials. Th ere are also 
places for the care of animals and plants.

All areas of the curriculum ar e integrated through the development of themes or  
units—for example, community helpers, animals, seeds, and so on. Concepts ar e built 
around the theme. For example, seeds grow into plants such as wheat; plants such as  
wheat are used to make ingredients for food such as fl our; ingredients are combined and 
cooked to make food such as bread. Activities are built around the concepts. For example, 
children might plant seeds and bake bread. Th e activities lead to other learning engage-
ments. For example, cooking leads to math—measuring, counting, adding, w eighing. 
Children might look at books about seeds, take a trip to a baker y, and so on. Motivation 
to learn comes from the pleasure inherent in the activities themselves; extrinsic rewards, 
such as praise or tokens commonly used in behavioral programs, are generally not used in 
the Bank Street curriculum to infl uence children’s learning, choice of activities, or behav-
ior. Th e teacher gains the children’s cooperation by showing care, concern, and support.

developmental interaction 
curriculum a curriculum 
that is individualized in relation 
to each child’s stage of 
development while providing 
many opportunities for children to 
interact with peers and adults
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176 CHAPTER 5

New Nonparental Child Care Curricula
Howard Gardner (2006), educational psychologist, says that accelerated change, due to glo-
balization, science, technology, and mounting quantities of information, calls for new ways 
of learning and thinking in school and work. Gardner describes a curriculum defi ning fi ve 
cognitive abilities necessary for socialization geared toward future achievement outcomes:

The Five Minds for the Future Curriculum

 1.  Th e disciplined mind—socialization toward mastering at least one way of thinking 
that is characteristic of a scholarly discipline, craft, or profession. Th e disciplined 
mind can focus on improving and mastering a skill.

 2.  Th e synthesizing mind—socialization toward integrating ideas from diff erent disci-
plines into a coherent whole and the ability to communicate that integration.

 3.  Th e creating mind—socialization toward having the capacity to uncover and clarify 
new problems and questions, and pose possible and novel solutions.

 4.  The respectful mind—socialization toward awareness and appreciativeness of 
 diff erences between human individuals and between human groups.

 5.  Th e ethical mind—socialization toward the ability to evaluate one’s own work 
and the needs of society, conceptualizing how all citizens can work for the com-
mon good.

How can a preschool curriculum contribute to socializing children to develop these fi ve 
“minds”? Th e Tools of the Mind curriculum gives children an early start.

The Tools of the Mind Curriculum
Th e “Tools of the Mind” curriculum is based on Vygotsky’s (1978) sociocultural theory 
of learning (introduced in Chapter 2). Tools of the Mind is designed to help children be-
come intentional and refl ective learners. Children (novices) learn the tools of their culture 
by engaging in activities with more expert others (masters).

To be ready for the formal learning of tools required in a complex culture that takes place 
in school (reading, writing, calculating), socialization must include certain self-regulatory 
skills (“school readiness” is discussed further in Chapter 6). Cognitively, self-regulatory tools 
include paying attention, ignoring distractions, planning one’s activities, staying on task, 
and refl ecting upon one’s thinking. Behaviorally, self-regulatory tools involve controlling 
behavior and emotional impulses, delaying gratifi cation until appropriate, being motivated 
to achieve, and cooperating with others. Th ese self-regulatory skills are implemented by ac-
tivities in the Tools of the Mind curriculum and relate to the fi ve future minds described by 
Gardner. Th e following are examples of “tool” activities that foster the fi ve minds:

Th e disciplined mind  ■ is fostered by “graphics practice”; children draw on white boards, 
starting and stopping to musical cues. Th ey verbally repeat what to write to help  
them focus on the task.
The synthesizing mind ■  is fostered by “venger drawing.” Working in small groups, 
teachers help children plan and discuss various ways to incorporate a geometric shape 
into a drawing. Each child creates a unique representation of what was discussed.
Th e creating mind ■  is fostered by “play planning”; children describe what they are go-
ing to do during playtime and represent their plan on paper, drawing and/or writing 
at their own level.
Th e respectful mind ■  is fostered by “buddy reading”; children “read” to each other, us-
ing external mediator cards to remind them of their roles as they take turns reading 
and listening, thereby engaging in a cooperative partner activity.
Th e ethical mind ■  is fostered by “collection-making”; children work in a cooperative 
partnered math activity, taking turns counting and checking the items in their group’s 
collection using a one-by-one correspondence.

How can a preschool 
curriculum be 

developed to prepare 
young children to adapt 

to a changing world?
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Table 5.5  Social Class, Ideology, and Child Care

Center A Center B Center C Center E

Served lower-class, semi-skilled, 
and unskilled workers

Served lower middle-class Served upper middle-class, 
highly educated professionals

Served upper-class, affluent, 
elite executives

Crying typical of babies, not 
considered to represent a need; 
usually caregiver ignores

Crying almost always represents a 
need, usually tired or hungry; ba-
bies told to stop

Crying always represents a 
need; caregiver responsible 
for finding solution; if nothing 
works parent is called

Crying typical of babies, 
not considered to represent 
a need; usually caregiver 
ignores

“Make” child clean up spilled 
milk

“Invite” child to clean up 
spilled milk

Children treated as underlings 
with few rights; obedience to 
caregivers was expected, and 
resistance to authority demands 
was punished

Children expected to depend on 
caregivers, compete with peers for 
attention, and development would 
take normal course; children’s re-
sistance to authority demands was 
tolerated

High level of give-and-take 
between children and caregiv-
ers; caregiver adjusted expec-
tations and demands to gain 
child’s cooperation

Caregivers controlled chil-
dren’s time, space, and ob-
jects; children who resisted 
authority demands were 
ignored first, then firmly 
redirected

Curriculum based on confor-
mity, group cohesion, adapta-
tion to few resources, and rote 
learning

Curriculum based on maintaining 
safety, adherence to set routines, 
and avoidance of conflict

Curriculum based on 
achievement of responsible 
independence

Curriculum based on 
 compliance, conformity, and 
high-quality performance

Current research (Diamond et al., 2007) shows that such self-regulatory skills have a 
stronger association with school readiness than IQ or entry-level reading or math skills. 
Th us, the Tools of the Mind curriculum fosters adaptive skills that can be applied in vari-
ous situations (school, work, life) and are the basis for more complex learning.

How Nonparental Child-Care Ideologies Relate to 
 Socialization Practices
An ideology involves concepts about human life and behavior. It has been well docu-
mented, as discussed in past chapters, that cultural or religious ideology infl uences social-
ization practices. People from diff erent cultural and economic backgrounds hold diff erent 
views of what constitutes appropriate child care (Epps & Jackson, 2000; Honig, 2002); 
yet much of the existing literature on child-care practices has been focused on a monocul-
tural model of optimum care (Bromer, 1999; Greenfi eld et al., 2003; Miller, 1989).

In a study examining the nature of early socialization in quality day-care centers serving 
infants and toddlers from families of diff erent social classes, Miller (1989) found diff erences 
in language and social interaction according to the socioeconomic status of the center’s cli-
entele. She also discovered that parents tend to seek out and employ caregivers outside the 
family whose child-care ideologies generally match theirs. Miller focused on the verbal in-
teractions and role expectations between adults and children because language, according 
to Bernstein (1961), mediates and is mediated by one’s perception of reality as well as one’s 
social role. Th us, the language of caregivers who spend much of the day talking and r e-
sponding to children has an impact on the development of values, roles, and culture- specifi c 
behaviors. Table 5.5 illustrates the diff erences between the day-care centers’ ideologies and 
consequent relationships with children, as well as the diff erent curricula at each.

Th e signifi cance of Miller’s description of socialization in child-care facilities for chil-
dren under age 3 is its attempt to analyze diff erent cultural ideologies that may be typical 
of various socioeconomic statuses and may unwittingly contribute to str uctures of so-
cial inequity in the larger society. Also, when nonparental child care complements family 
ideology and behavior, it is more likely to be benefi cial for the child; when it diff ers, it 
is more likely to be harmful (Lamb , 2000). Th is was also found to apply to diff erences 
between caregiver and parental attitudes regarding child-rearing practices—for example, 
authoritative versus authoritarian styles (Ghazvini & Mullis, 2002).

How do concepts of 
child rearing affect 
socialization 
practices in 
child care?

ideology concepts about 
human life and behavior
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178 CHAPTER 5

Developmentally Appropriate Caregiving
Maturation refers to developmental changes associated with the biological process of ag-
ing. Th ere are individual diff erences within the “average” ages at which children reach 
certain developmental milestones, such as walking, talking, and controlling bladder and 
bowels. Maturation is a signifi cant factor in being “ready” to learn.

Caregivers or teachers who implement developmentally appropriate practices “must 
know about child development and the implications of this knowledge for how to teach, 
the content of the curriculum—what to teach and when—how to assess what children 
have learned, and how to adapt curriculum and instr uction to children’s individual 
strengths, needs, and interests. Further, they must know the particular children they 
teach and their families and be knowledgeable as well about the social and cultural con-
text” (Bredekamp & Copple, 1997, p. 16; Copple & Bredenkamp, 2009). Some aspects 
of developmentally appropriate caregiving involve observation, sensitivity to children’s 
needs, and responsiveness. Teachers create a stimulating environment, plan engaging 
activities, enable children to initiate learning, and facilitate self-regulatory behavior in 
children. In order to enhance children’s development, ongoing assessment of their learn-
ing must take place and be refl ected in the planned activities. Collaboration with fami-
lies is essential.

Collaborative Caregiving
To provide a benefi cial caregiving environment for children, it is critical for profession-
als who care for infants and children to collaborate with families r egarding ideologies 
and socialization goals (Bromer, 1999; Greenfi eld, Suzuki, & Rothstein-Fisch, 2006). 
At opposite ends of a continuum are cultural frameworks (ideologies) for socialization, 
individualism versus collectivism (see Figure 5.5). Th e primary goal in an individualistic 
society is independence. Children are encouraged to be autonomous and self-fulfi lled; so-
cial responsibilities are motivated by personal choice. Th e primary goal in a collectivistic 
society is interdependence. Children are encouraged to be subordinate and responsible 
in relating to others; achievements are motivated in terms of service to the group, usually 
the family (Greenfi eld, Suzuki, & Rothstein-Fisch, 2006). In a diverse society, such as the 
United States, both parents and caregivers represent diff erent degrees of individualism and 
collectivism. Diff erences between parents and caregivers can, for example, be observed in 
attitudes about sleeping arrangements (should the baby sleep alone or with its parents?), 
carrying (should the baby be carried in a baby carrier close to the mother’s body or in an 
infant seat physically separate from but in view of the mother?), feeding (should the baby 
be fed whenever it cries, or should a certain schedule be adhered to?) (Bhavnagri, 1997).

For another example, diversity in socialization goals between parents and caregivers 
can also be observed in communication styles with infants. S ome mothers tend to 

label objects verbally so the child will learn the names of things in the envir on-
ment (“Th at’s a car. It’s red. Look! It has four wheels.”). Other mothers tend 

to  focus more on the sharing of an object than on labeling it (“H ere’s 
the car. I give it to you; you give it to me. Th ank you!”) (Greenfi eld, 

 Suzuki, & Rothstein-Fisch, 2006).
Perhaps par ents and nonpar ental car egivers should set  

aside “transition time” when the child enters a child-car e set-
ting. During this time, par ent and car egiver observe each 
other interact with the child and discuss socialization  
goals, methods, and outcomes. O bservation and discus-
sion should take place at r egular intervals. Evidence for 
this recommendation comes fr om a study of child-car e 
 facilities in thr ee Canadian cities with major immigrant  
 influx (Bernhard et al., 1998). The investigators found 

What does 
knowledge of child 

development have to 
do with caregiving 

and teaching?

maturation de velopmental 
changes associated with the 
biological process of aging

How can caregivers 
work with parents 
for optimal child 

outcomes?

In this classroom parents and teachers 
are collaborating in an activity with the 
children.

Cengage Learning
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that parents and teachers were unaware of their basic diff erences in socialization goals, 
particularly regarding respect for authority, social skills, and learning. Also, ther e were 
substantial differences over what constitutes appr opriate parenting at home. Thus, 
there needs to be mor e linkage between home and child car e in order to provide de-
velopmentally appropriate practices for div erse groups of childr en (Bredekamp & 
Copple, 1997; Copple & Bredenkamp, 2009).

Independence
Oriented

Interdependence
Oriented

Individual achievement is valued.Individual achievement is valued. Group cohesiveness is valued.

Object-focused activities are
emphasized.
Object-focused activities are
emphasized.

People-focused activities are
emphasized.

Communication of feelings is
openly expressive.
Communication of feelings is
openly expressive.

Communication of feelings is
restricted.

• Competition is encouraged.
• Toys promoting individual
 enjoyment or mastery are
 provided.
• Self-help skills are reinforced.

• Mutual help is encouraged.
• Toys promoting turn taking
 or collaboration are
 provided.
• Helping others is reinforced.

• Children are stimulated and
 learn from playing with
 toys and things.
• Babies are put on mats or in
 playpens to play with things.

• Children are stimulated and
 learn from observing and
 interacting with people.
• Babies are held by adults
 most of the time.

• Children are encouraged to
 talk about feelings of
 happiness, sadness, fear,
 or anger.
• Children are permitted to
 question rules and
 authority figures.

• Children are expected to
 subordinate their feelings
 to promote the harmony of 
 the group.
• Children are not permitted
 to question rules or
 authority figures.

Values

Activities

Communication

FIGURE 5.5 Dimensions of Cultur al Fr ameworks f or Socialization in  
Caregiving Settings
Source: Adapted from Bromer, 1999; Rosenthal, 2003.

IN CONTEXT Collaborative caregiving also refers to the support child care-

givers can provide to parents because of their knowledge of child development and devel-

opmentally appropriate practices. Support includes the following:

Listening to parents• 
Empathizing• 
Translating emotional responses into concrete ones that can be acted on• 
Modeling methods of guidance and discipline• 
Providing opportunities for support groups and parent education• 
Enabling the family to link with services in the community• 

Caregivers and Child Protection
Political ideology in the United States (a macrosystem) regarding children is that they 
should be protected from harm and maltreatment. If the family doesn’t do this, then the 
government must. Child protection laws have been enacted, such as the Child A buse 
 Prevention and Treatment Act (CAPTA) of 1974, which was amended and reauthorized 

What is the 
caregiver’s legal 
responsibility in 
suspected cases of 
child maltreatment?
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180 CHAPTER 5

as the Keeping Children and Families Safe Act of 2003. Th is act defi nes maltreatment and 
lists professionals who must report suspected cases to their local child protective agency. 
Child caregivers and educators are among the mandated reporters. Sometimes caregivers 
notice that a child’s appearance, behavior, or way of interacting diff ers from that of the 
other children. Caregivers with child development training and experience are able to 
recognize deviations from what is considered normal development. States vary in their 
specifi c defi nitions of maltreatment and their procedures as to when and how to report it. 
(Please go to the Education CourseMate website for this book to see a detailed listing of 
the “Indications of Possible Maltreatment.”) Intervention programs for maltreatment are 
discussed in Chapter 10.

Children who are maltreated do not usually “ tell.” They may be distr ustful of all 
adults. Th ey are even unlikely to express hatred toward abusing parents. Th ey have little 
understanding of the parents’ behavior. Often children believe the abuse occurred because 
they did something wrong. Th us, they may be confused and even frightened by another 
adult’s concern. Th ey may also worry about their parents’ retaliation if they tell (O’Brien, 
1984). With this understanding, child caregivers and educators can be involved in identi-
fying, supporting, providing a stable environment, and modeling ways to express feelings 
 appropriately and to resolve confl icts.Physical abuse, exemplifi ed by the bruise 

on this child’s eye, must be reported to 
child protective services.

George Glod/Superstock

Summary
Nonparental child care, or day care, refers to care given • 
to children by persons other than parents during the day 
or part of the day. It can be at the child ’s home, at an-
other home, or in a center.
Components of optimal quality care include (1) a care-• 
giver who provides warm, loving care and guidance for 
the child and works with the family to ensure that the 
child develops in the best way possible; (2) a setting that 
keeps the child safe, secur e, and healthy; and (3) ac-
tivities that help the child develop emotionally, socially, 
mentally, and physically.
Quality care is also judged b y whether the program is • 
developmentally appropriate. Objective measures of 
quality include size of the overall group, caregiver–child 
ratios, and caregiver training in child development.
Nonparental child care and early childhood educational • 
practices have been aff ected by macrosystems—political 
ideology, culture/ethnicity, economics, and science/
technology.
Chronosystem infl uences in nonparental child care are • 
evidenced by historical changes in the U nited States. 
Child care began in this country as a social service (cus-
todial focus) for immigrants. By the 1960s, child-care 
programs began to fl ourish (educational focus) because 
of the increase in mothers of y oung children entering 
the labor force.
Studies have examined the emotional, social, and intel-• 
lectual correlates and consequences of child care for the 
child. Children who attend quality day-car e programs 

do not diff er in their attachment to their mothers from 
children cared for at home. Childr en in day-care pro-
grams diff er somewhat from children who are not in day 
care in their relationships with peers; those in day-care 
programs tend to be more self-suffi  cient, outgoing, and 
aggressive with others. Th e intellectual performance of 
children who attend day care is higher than that of chil-
dren from similar family backgrounds who did not at-
tend a quality child-care program.
A federally funded program for children who are dis-• 
advantaged, Head Start provides intervention to enable 
such children to enter school ready to learn. Th er e are 
many kinds of intervention programs, but for the child 
to become a competent member of society , the child’s 
family must be involved.
A mesosystem infl uence on nonparental child care in-• 
cludes links with the school and community . Schools 
can extend hours to care for children and include those 
under the age of 5. Child care in the community is ben-
efi cial economically. It is less costly to fund child-car e 
programs with tax dollars than it is to fund other ser-
vices such as special education, welfare, or programs for 
juvenile delinquents. Child care also provides work for 
adults in the community.
Another mesosystem infl uence on nonparental child care • 
involves links with government and business. Government 
provides funding of child care and tax credits to families 
using child care. Business may provide services for their 
employees, such as leaves, fl extime, fi nancial assistance for 
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PURPOSE To assess the socialization that occurs in the child-
care facilities in your community.
 1.  Look in the phone book or online and choose two  

child-care facilities in y our community to visit.  
Note whether they are half- or full-day facilities and 
whether they ser ve infants/toddlers, pr eschoolers, 
and/or school-agers.

 2.  Describe each facility—physical setting, teacher–
child ratio, ages of children, hours, fees, equipment 
(outdoor and indoor), toys, and creative materials.

 3.  Observe the interaction between the adults and the 
children. Describe.

 4.  Observe the interaction betw een the childr en. 
Describe.

 5.  What kind of curriculum is implemented? Describe.
 6.  Is there parent involvement and/or education in the 

program? Describe.
 7.  Are there support services (health, nutrition, coun-

seling, referrals) for families of the enrolled children? 
Describe.

Activity

child care, resources and referrals, in-kind contribution to 
child-care facilities in the community, and/or on-site care.
Diff erent types of nonparental child care (in-home care, • 
family day care, center-based care) have diff erent eff ects 
on socialization because of the varying opportunities for 
interacting with adults, other children, and materials.
Different curriculum models have different effects on • 
socialization because of the specific skills a pr ogram 
emphasizes.
Four theory-based curriculum models found in center-• 
based nonparental child-care programs include the cog-
nitively oriented, direct instruction, Montessori, and 
developmental interaction curricula. Teacher-directed 
curricula, such as dir ect instruction, generally pr o-
duce children who score higher on achievement tests. 
Learner-directed curricula, such as M ontessori and 
 developmental interaction (as w ell as the cognitiv ely 
 oriented curriculum), generally tend to foster autonomy, 
 problem-solving skills, and cooperation.

New preschool curricula aiming to prepare children for • 
a changing world are “Th e Five Minds” and the “Tools 
of the Mind.”
Th e ideologies of caregivers infl uence their socialization • 
practices. Th ese ideologies aff ect caregivers’ language and 
social interaction with children.
Caregivers or teachers who implement developmentally • 
appropriate practices must know about child develop-
ment and how to teach curriculum accordingly.
To provide a benefi cial caregiving environment for chil-• 
dren, it is critical for professionals who care for infants 
and children to collaborate with families r egarding so-
cialization goals, including their position along the spec-
trum of individualism versus collectivism.
Political ideology in the United States regarding children • 
is that they must be protected. Caregivers and educators 
are mandated by law to report child maltreatment, in-
cluding physical abuse, neglect, sexual abuse and exploi-
tation, and emotional abuse or deprivation.

Related Readings
Bedrova, E., & Leong, D. (2007). Tools of the mind: Th e  Vygotskian 

approach to early childhood (2nd ed.). Upper Saddle River, NJ: 
Prentice-Hall.

Bender, J., Flatter, C. H., & Sorrentino, J. (2005). Half a childhood: 
Quality programs for out-of-school hours. Nashville, TN: School 
Age Notes.

Elkind, D. (1987). Miseducation: Preschoolers at risk. New York: 
Knopf.

Helfer, M. E., Kempe, R. S., & Krugman, R. D. (Eds.). (1999). Th e 
battered child (5th ed.). Chicago: University of Chicago Press.

Isenberg, J. P., & Jalongo, M. R. (2003). Major trends and issues in 
early childhood education (2nd ed.). New York: Teachers College 
Press.

Leach, P. (2010). Child care today: Getting it right for everyone. New 
York: Knopf.

Resources
CYFERnet—practical research-based information on children, youth, and families

http://www.cyfernet.org
National Association for the Education of Young Children—promoting excellence in 
early childhood education

http://www.naeyc.org
National Institute of Child Health and Human Development—national research study 
on the relationship between child care and child development

http://www.nichd.nih.gov
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Carlos Santana
(b. 1947)

Learning 
Objectives
After completing this 
chapter, you will be able to:
1. Defi ne the school’s 

function as a socializing 
agent.

2. Discuss the macrosystem 
infl uences on the school 
affecting its function—
educational policy, 
school choice, diversity, 
and equity.

3. Discuss the 
chronosystem infl uences 
on schools—societal 
change, technology, 
health, and safety.

4. Discuss the mesosystem 
infl uences on schools—
linkages between school 
and child, school and 
family, school and media, 
school and community.

“Peace has never 
come from drop-
ping bombs. Real 
peace comes from 
enlightenment and 
educating people 

to behave more in 
a divine manner.”

— CARLOS SANTANA

Santana’s quote refers to the impor-
tance of diverse people learning to get along 
together. The following Socialization Sketch 
relates to this chapter in that Santana gives 
credit to the schools he att ended, and their 
teachers, for giving him the motiv ation to 
achieve. He is “giving back” to education 
by helping the National Education Associa-
tion (NEA) recruit people of color to become 
teachers.

Grammy Award–winner Carlos Sant ana 
became famous as a Mexican Latin rock gui-
tarist in the late 1960s and early 1970s with 
his band, “Santana.” They created a blend of 
salsa, rock, blues, and jazz fusion. Over the 
next few decades, Santana continued to work 
on his melodic, blues-based guitar lines set 
against Latin percussion. In the 1990s he ex-
perienced a resurgence of popularity. It’s un-
usual for a rock musician’s popularity to span 
four decades.

Santana has recently done television spots 
for the National Education Association. He 
says, “Do you love music? Do y ou love art, 
books, science? We all love something. What-
ever you love, think about teaching it.”

Family
Carlos Augusto Alves Santana was born in 
 Autlan de Navarro, Jalisco, Mexico. He lived 
with his parents, two brothers, and four sis-
ters. His father was a mariachi violinist. Carlos 
began playing the violin when he was 5 years 
old, occasionally performing with his father’s 
mariachi orchestra when his f amily moved 
to Tijuana. When he was 9, he became inter-
ested in the guitar, playing rhythm and blues, 
rock and roll, and blues music. Soon he was 
performing in bands in the  Tijuana area. 
By age 10, he was being  sexually abused, 

 keeping it a secr et and escaping int o his 
music. It wasn’t until he was married that he 
told his secret—his wife got him into therapy. 
Now he shares his story to help others shed 
their shame.

When Carlos was 13, the Santana fam-
ily moved to San Francisco, California. He 
graduated fr om Mission High School in  
1965, working as a dishwasher to help the 
family. He enjoyed the San Francisco music 
scene, often sneaking into performances of 
his favorite artists. In 1966, he formed his 
own band.

School
Santana shares what teachers have meant 
in his life. He talks of Mr. Knudsen, who was 
particularly special because he knew some-
thing Carlos didn’ t know about himself . 
When Santana came to the United States, 
Mr. Knudsen t ook the time t o review his 
grades from Mexico. “They were pathetic.” 
Yet Mr. Knudsen told Carlos he believed he 
could be successful, that he had a gr eat 
imagination and an “eye for art.” He also 
said he’d heard Carlos was a pretty good 
musician. On a school f ield trip t o an art  
museum in San Francisco, Mr. Knudsen said 
that in the real world of art or music ther e 
was no room for 50-50; if you want to follow 
your dream, you have to give 100 percent. 
Santana cried—no one had e ver believed 
in him or cared about him as an individual 
person with such passion.

Therefore, Carlos Santana is trying to get 
the message out about t eaching. “A truly 
great teacher has to have a great heart—a 
capacity for passion and compassion.” Teach-
ers must have “the ability to impact young 
people’s minds to the point where they would 
never allow themselves to be placed in a situ-
ation where they feel they are a lesser per-
son, or a loser, and that’s where teachers of 
color can make a difference.” It’s important 
for kids to have role models: someone who 
understands, someone to motivate, someone 
to emulate.

Santana and his wif e est ablished the 
 Milagro Foundation in 1998 to support edu-
cational programs in music and art.  It also 
provides musical instruments t o kids fr om 
low-income and at-risk families.

“Pe
co
pi
p
e
ed

to 
a di

Santana’s quo
t f di
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Media
Carlos Santana was honored as Person of 
the Year (2004) by the Latin Academy of Re-
cording Arts and Sciences . He has come a  
long way since he played songs on his guitar 
for tourists on the str eets of Tijuana. Carlos 
Santana has been labeled a “crossover” musi-
cian, uniting all dif ferent kinds of music. His 
Supernatural CD is a gr aceful synchrony of 
musical styles. Santana believes that is how it 
should be in the classroom with students and 

teachers of all different backgrounds—if you 
can learn to harmonize, you can help change 
the world for the better.

What characteristics of Santana make • 
him an effective role model for young 
people?

Do you agree with Santana that children • 
learn best when they pursue their 
interests and the teacher guides them?

Source: Academy of Achievement (http://www.achievement.org)
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186 CHAPTER 6

The School’s Function as a Socializing Agent
Th e school is society’s formal institution where learning takes place. Th is chapter exam-
ines the school as a microsystem in which children develop. To better understand the so-
cialization function of the school, macrosystem infl uences (political ideology, economics, 
culture, religion, and technology) and their changes over time (chronosystem infl uences) 
are discussed. Also relevant to understanding the school’s function as a socialization agent 
are the linkages, or mesosystems, betw een school and family, school and peer gr oup, 
school and media, and school and community. Figure 6.1 shows a bioecological model of 
the systems involved in the process.

Th e school’s function as a socializing agent is that it provides the intellectual and social 
experiences from which children develop the skills, knowledge, interests, and attitudes 
that characterize them as individuals and that shape their abilities to per form adult roles. 
Schools exert infl uence on children by

their educational programs leading to achievement; ■

their formal organization, introducing students to authority; and ■

the social relationships that evolve in the classroom. ■

What is the purpose 
of the school from 

the perspectives 
of society and the 

individual?
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FIGURE 6.1 A Bioecological Model of Human Development
The school is a signifi cant infl uence on the child’s development.
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 Ecology of the School 187

Some of these infl uences are intentional, such as instr uction in a specifi c subject, and 
some are unintentional—for example, competitive grading and its eff ect on motivation.

Th e primary purpose of education, from society’s perspective, is the transmission of the 
cultural heritage: the accumulated knowledge, values, beliefs, and customs of the society. 
To transmit culture and maintain it, society needs trained people who can assume special-
ized roles as well as develop new knowledge and technology. Th e purpose of education 
from the individual’s perspective is to acquir e the necessar y skills and kno wledge to 
become self-suffi  cient and to participate eff ectively in society.

Th e school’s function in the United States can be described as

universal ■  in that it is open to all,
formal ■  in that it is methodical, and
prescriptive ■  in that it provides directions based on custom.

Society’s expectations are expressed in goals—academic, vocational, social, civic, cultural, 
and personal—described more specifi cally in Table 6.1. Th ese goals emerged from a de-
tailed study of schooling led by John Goodlad (1984) in a sample of communities across 
the United States representing urban, suburban, and r ural areas as well as different 
socioeconomic statuses. Elementary, junior high, and high schools were included in the 
observations. Questionnaires were given to teachers, parents, students, and administra-
tors regarding their goals for education.

Macrosystem Infl uences on Schools
Th e school refl ects macrosystem infl uences of society—specifi cally, its traditional val-
ues and future goals. The citizens of the society implement these v alues and goals.  
In a democratic society, the role of the school is continually debated by its citizens until 
a consensus is reached regarding funding, standards, curricula, teacher education, class 
size, attendance requirements, assessment, and so on. Th is consensus translates into 
educational policy.

What societal 
factors play a 
signifi cant role in 
how the school 
functions?

Table 6.1  Goals for Schooling in the United States

A. Academic Goals
 1.  Mastery of basic skills (reading, writing, arithmetic) and fundamental processes 

 (communicating ideas, using information resources)
 2.  Intellectual development (accumulate general knowledge; think rationally, indepen-

dently, and critically; solve problems; be curious)
B. Vocational Goals
 3.  Career/vocational education (select a suitable occupation based on interest and abili-

ties, develop appropriate work attitudes and habits, become economically independent 
and productive)

C. Social, Civic, and Cultural Goals
 4. Interpersonal understanding (various values, relationships, cultures)
 5.  Citizenship participation (understand history and representational government, make 

informed choices, contribute to the welfare of others and the environment)
 6.  Enculturation (awareness of values, behavioral norms, traditions, achievements of one’s 

culture and other cultures)
 7.  Moral and ethical character (evaluate choices, conduct, develop integrity)
D. Personal Goals
 8.  Emotional and physical well-being (develop self-awareness, coping skills, 

time-management skills, healthy habits, physical fitness)
 9.  Creativity and aesthetic expression (develop originality in problem solving, be tolerant of 

new ideas, appreciate various forms of creativity)
 10.  Self-realization (evaluate abilities and limitations, set goals, accept responsibility for 

 decisions made)

Sources: Goodlad, 1984; Johnson et al., 2004.
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188 CHAPTER 6

Educational Policy
Infl uential macrosystem factors in developing educational policy are political ideology, 
economics, culture, religion, and science/technology.

Political Ideology
Th e basic political ideology for which the United States of America stands is democracy—
as Abraham Lincoln put it, “government of the people, by the people, for the people.” 
A democratic society presumes freedom from government oppression. Citizens in a dem-
ocratic society, although diverse, are presumed to have equal rights and equal opportuni-
ties. For a democracy to function, its educational policy must involve educating citizens

to discuss and compromise on issues pertaining to them as individuals and as a group; ■

to select competent leaders to rule by the will of the majority; and ■

to evaluate the equity of the rules as well as the leaders’ implementation of them. ■

Exercising one’s right to vote, thereby participating in decision making, is how this occurs. 
It wasn’t until after the Civil War, however, that schooling became public, thereby off ering 
all children, regardless of socioeconomic status, an equal opportunity to be educated and ex-
ercise their voice in government. Th e concept of equality has been expanded since the days  
of the writing of the Constitution to include race, creed, color, gender, age, national origin, 
and disability, implemented in various laws discussed in following pertinent sections.

Economics
How much society is willing to pay for the education of its citizens is infl uenced by values 
of equality of opportunity, concepts of knowledge and skills required for the future, and 
aff ordability of programs and curricula funded b y taxes or other public or priv ate re-
sources. Educational policies are generally under the jurisdiction of the states, rather than 
the federal government; as a result, expenditures per pupil vary widely throughout the 
country, among and even within states. For example, New Jersey, ranked fi rst among the 
states in per pupil spending for public education, spent about $11,793; Utah, ranked last, 
spent about $4,900 per pupil (National Center for Education Statistics, 2007). A major 
cause of school funding inequalities is that most states rely heavily on local property taxes 
for fi nancing education. Th us, property taxes in wealthier districts usually generate ade-
quate monies, while property taxes in poorer districts do not. To address the achievement 
gap between disadvantaged students and their peers, Congress passed the No Child Left 
Behind Act (NCLB) in 2001, mandating that all students meet cer tain profi ciency stan-
dards in basic subjects, pass achievement tests, and that schools meet certain health and 
safety requirements. Federal funding is tied to the school’s ability to meet these standards. 
More details of the NCLB are discussed later.

Culture
Traditional values of the macroculture are imparted via the school curriculum and class-
room management (Ballantine & Spade, 2004). A challenge facing educators is ho w 
to balance equity with diversity, enabling children to assimilate the macroculture while 
maintaining their distinctive microcultural heritage or identity. Th is challenge is exempli-
fi ed by diverse holidays celebrated in the classroom and by what information is included 
in textbooks—for example, the perspectives of Native Americans and those of the colo-
nists who came to America from Europe regarding Th anksgiving are presented.

Religion
Th e fi rst amendment to the Constitution guarantees freedom of religion and requires sep-
aration of church and state. Th is means educational policy mandates that public schools 
cannot promote a particular religion, nor can they inhibit r eligious beliefs. Th e word 
“God” is in many government documents, such as the Declaration of Independence and 
money. In 1956, Congress adopted “In God we trust” as the offi  cial motto of the United 

What factors 
are involved 

in developing 
educational 

policy?

Go to the Education CourseMate 
website to watch the ABC News video 
entitled “No Child Left Behind (NCLB): 
Good Intentions, Real Problems.” Do 
you think school funding should be 
tied to children’s test scores? Why or 
why not?

TeachSource Video Activity

Scientifi c knowledge is one of the national 
education goals.

Cengage Learning
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States. Th is policy has been debated throughout the country’s history, as exemplifi ed by 
such issues as school prayer, appropriate science curriculum, extracurricular activities in 
public school facilities, and school vouchers (discussed in the next section).

Science/Technology
Advances in science and technology have aff ected not only school curricula but the meth-
ods of teaching (Oppenheimer, 2003). Technological aids for teaching include televi-
sion, video recorders and players, computers, and other digital devices. Most of these are 
interactive, enabling children to enhance learning and develop skills. Scientifi c research 
on how children process information has broadened teaching methods to include active 
participation and discovery in addition to passive recitation and rote learning. Teaching 
methods will be discussed in Chapter 7.

In addition, more advanced courses are being taught in schools. P art of President 
George W. Bush’s educational policy was to enable American children to meet the chal-
lenges of a changing world. I n 2006, Congress passed the American Competitiv eness 
Initiative, committing funds to schools for more advanced courses, especially in math, 
science, and languages critical to national security and global competitiveness.

School Choice
Macrosystem infl uences can be seen in society’s policies regarding school choice. Gener-
ally, students are assigned to a public school in the local district wher e they live. Educa-
tional policies—hiring teachers and staff , curricula, amount of attendance time required, 
textbooks, assessment procedures, class size and composition, extracurricular activities, 
school expenditures, and rules and regulations—are made bureaucratically by each school 
district in compliance with state r equirements. Since individual schools diff er in how 
these policies are implemented, families are allowed to choose among schools because

 1.   school choice is consistent with a democratic form of government that promotes 
freedom;

 2.   choice will foster competition among schools to better educate students; and
 3.   individual students will be more empowered to succeed in some schools than in 

others (Olsen & Fuller, 2007).

Magnet Schools
In the 1970s, as schools accommodated the federal requirement to desegregate, the con-
cept of magnet schools emerged as one solution to the unpopularity of for ced busing of 
children from their neighborhoods to distant schools in or der to create racial balance. 
A magnet school is a public school that off ers special educational programs, such as science, 
music, or performing arts, and draws students from diff erent neighborhoods by choice.

School Vouchers
Many people believe that private schools have more successful educational outcomes than 
do public schools, because of less bureaucracy, more family involvement, smaller classes, 
and students’ backgrounds. Families who send their children to private school must pay 
tuition as well as school taxes for public schools. Since the 1970s, there has been much 
political pressure in various states to give public fi nancial support to private schools. One 
mechanism is the  school voucher—a certifi cate issued by the federal government in 
the amount the local school district would normally spend on that child ’s education at 
his or her assigned public school, which par ents can apply toward tuition at a private 
school or used for reimbursement for home schooling expenses. Supporters claim that in a 
free market system, private schools should have as much right as public schools to be sup-
ported by the government. Th ey argue that the best schools will attract the most students, 
thereby thriving and multiplying, and the worst schools will be eliminated or will  
improve to attract “customers” (Tozer, Violas, & Senese, 2008).

What options 
do parents have 
regarding the 
education of their 
children?

magnet school a public school 
that offers special educational 
programs, such as science, 
music, or performing arts, and 
draws students from different 
neighborhoods by choice

school voucher a certifi cate 
issued by the federal government 
in the amount the local school 
district would normally spend on 
a given child’s education at his 
or her assigned public school, 
which parents can apply toward 
tuition at a private school or 
used for reimbursement for home 
schooling expenses
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Th e NCLB provides guidelines for school choice and vouchers. It includes private and 
faith-based schools, which can now apply for federal funds. I t off ers parents new op-
tions to prevent their children from being stuck in schools assessed as needing academic 
improvement or in schools assessed as being dangerous. If a school has a poor track re-
cord for two years, parents can transfer their children (transportation included) to pub-
lic schools with track records of academic success and safety (par ents have the right to 
inspect instructional material and assessments). Th e NCLB sets out r equirements for 
funding school improvement, teacher qualifi cations, and testing.

Charter Schools
In response to the controversial nature of vouchers, many states have passed legislation to 
allow families to have more alternatives for their children—hence the creation of charter 
schools. A charter school is a school that is formed b y a group of parents, teachers, or 
other community members with a shared educational philosophy and that is authorized 
and funded by a public school district. Th e charter that is granted states educational goals, 
methods, and outcomes. Like any other public school, the charter school must meet state 
educational standards. Charter schools can choose among various scientifi cally based cur-
ricula to implement. Th e school has explicit responsibility for improved achievement, as 
measured by standardized tests.

Home-Based Schools
Some families, believing that any mechanism involving public school improvement will 
not benefi t their child, choose to provide home-based education. Although specifi c re-
quirements vary from state to state, generally, home schools must have credentialed teach-
ers and follow a prescribed curriculum. Some home-based education is combined with 
charter schools. Many families who choose home schooling do so because they believ e it 
is the parents’ right to control their children’s education and to teach morals and values 
(usually religious) as they see fi t.

Diversity and Equity
All the macrosystem influences on school pr eviously discussed relate to how diverse 
groups in society, such as those characterized by gender, culture, religion, or disability, 
are enabled to have equitable opportunities to achieve. Here we examine the eff ects of 
those macrosystem influences on school; in the next chapter , we examine how such 
diverse groups are treated as part of the student population in the classroom.

Gender
Until 1972, when Title IX of the Education Amendments Act was passed, gender in-
equities were common in schools. Th ese inequities included diff erent curriculum op-
portunities for males and females (boys took “shop” and girls took “home economics”), 
diff erent academic and career advising, diff erent amounts of money allocated to athletic 
and extracurricular activities, and diff erent portrayals in textbooks. Th e opening section 
of Title IX states:

No person in the United States shall, on the basis of sex, be excluded from partici-
pation in, be denied the benefi ts of, or be subjected to discrimination under any  
education program or activity receiving federal fi nancial assistance.

Every public school and most colleges and universities in the United States are covered 
by Title IX, which prohibits discrimination in school admissions, in counseling and guid-
ance, in competitive athletics, in student rules and regulations, and in access to programs 
and courses, including vocational education and physical education. Title IX also applies 
to sex discrimination in employment practices, including interviewing and recruitment, 
hiring and promotion, compensation, job assignments, and fringe benefi ts.

charter school a school, 
authorized and funded by a 
public school district, formed by 
a group of parents, teachers, or 
other community members with a 
shared educational philosophy

How can the school 
meet the diverse needs 
of individuals while also 
providing everyone with 

equal opportunities?
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Culture
Th e macrosystem ideology that the school is responsible for socializing diverse cultural 
groups is wedded to American immigration policy; those who liv e and work here must 
learn good citizenship. Th ey must accept democratic values as well as adhere to the laws 
and principles of the Constitution.

Macrosystem philosophies regarding how diverse cultural groups should be socialized, 
especially by the school, are cultural assimilation (microcultures assume attributes of the 
macroculture), melting pot (all cultures blend into one), and  cultural pluralism (micro- 
and macroculture coexist).

 ■ Cultural assimilation is the process whereby a minority (subordinate) cultural group 
takes on the characteristics of the majority (dominant) cultural group. Th e school has 
traditionally served the socialization needs of the majority culture. For a long time it 
was felt that in order for diverse cultural groups to be assimilated into society, they 
had to adapt to the majority culture’s ways. Examples of assimilation are the use of 
English as the offi  cial language on public documents, English immersion programs 
in schools, and celebrating American holidays.

 ■ Melting pot, a concept gaining popularity in response to major increases in immi-
gration, was that society should socializ e diverse groups to blend into a common  
culture. Th e term became popular in 1908 after the premiere of a play by that name, 
written by Israel Zangwill. Advocates of the melting-pot theory believed that the new 
emerging U.S. culture must be built not on the destr uction of the cultural values 
and mores of the various immigrant groups, but on their fusion with existing U.S.  
civilization, which itself was never purely Anglo-Saxon but a product of the interac-
tion of Anglo-Saxon elements with French, Spanish, Dutch, Native American, and 
African American components. An example of the melting-pot philosophy is  Espe-
ranto, a language invented in 1887 for international use. I t is based on word roots 
common to the main European languages. Currently, there is an Esperanto League 
of Cyberspace.

 ■ Cultural pluralism involves a mutual appr eciation and understanding of v ari-
ous cultures and the coexistence in society of diff erent languages, religions, and 
lifestyles. Kallen (1956), who coined the term, theorized that the majority (domi-
nant) culture benefi ts from coexistence and constant interaction with other cultural 
groups—in other words, “unity in diversity.” Th e various minority (subordinate) 
cultural groups, or microcultures, should accept and cherish the common elements 
of U.S. cultural, political, and social mores as represented by the public schools, but 
they should, by their own eff orts, support supplemental education for their young 
(such as language training or r eligious school) to preserve their family’s cultural 
awareness and values.

An example of the socialization philosophy of cultural pluralism is the  
concept of multicultural education—learning experiences that encour-
age interest in many cultures within the society rather than in just the  
mainstream culture.

Language
An increasing number of children with limited English profi-
ciency (LEP) are attending U.S. schools and are at risk for fail-
ure. Research shows that disproportionately high numbers of 
some diverse students enter school unprepared for academic 
work (Haskins & Rouse, 2005) and do not fi nish school, and 
disproportionately high numbers of those who do r emain in 
school are achieving far below their potential (Bennett, 2010).

cultural assimilation the 
process whereby a minority 
(subordinate) cultural group 
takes on the characteristics of 
the majority (dominant) cultural 
group

melting pot the idea that 
society should socialize diverse 
groups to blend into a common 
culture

cultural pluralism m utual 
appreciation and understanding 
of various cultures and 
coexistence in society of different 
languages, religious beliefs, and 
lifestyles

The teacher is sensitive to cultural plural-
ism in the classroom. Here, she is encour-
aging diverse children to work together to 
learn about places other than the United 
States.

Cengage Learning
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Th e federal government has tried to equalize opportunities for diverse groups through 
legislation. In 1974, Congress passed the Equal Educational Opportunity Act, requiring 
schools to take “appropriate action” to overcome the language barriers of students who 
cannot communicate in English.

Th e NCLB consolidated existing federal pr ograms and grants for the education of  
LEP and recent immigrant students under the Elementary and Secondary Education Act 
of 1965 (ESEA). Th e new Language Acquisition State Formula Grant Program (ESEA, 
Title III) allocates 80 percent funding according to the population of LEP students and 
20 percent according to the population of recently arriving immigrants. Th e law gives the 
states fl exibility in designing and administering programs while emphasizing achievement 
of English profi ciency rather than encouraging bilingual curricula. Recipients of Title III 
money are subjected to strict accountability standar ds (funding is tied to continually  
improved student achievement).

According to the National Center for Education Statistics (NCES) (2007), since the 
1960s all statistically delineated racial/ethnic gr oups whose educational achievements 
were followed showed an increase in the percentage of adults who had completed high  
school and continued their education in college. Also, the per centage of White, Black, 
Hispanic, Asian/Pacifi c Islander, and American Indian/Alaska Native adults with bach-
elor’s degrees increased. Despite these gains, however, progress has varied and diff erences 
persist on the following examples of educational performance indicators.

 1.   Th e percentage of families with children in poverty was higher for Black, Ameri-
can Indian/Alaska Native, Hispanic, and Native Hawaiian or O ther Pacific 
Islander families than for White and Asian families.

 2.   Th e percentage of students who spoke a language other than E nglish at home 
was higher among Hispanic and Asian elementary and secondary students than 
among elementary and secondar y students of all other racial/ethnic gr oups 
followed in the study.

 3.   On the National Assessment of Educational Progress (NAEP) reading assessment, 
higher percentages of Asian/Pacifi c Islander and White fourth graders and eighth 
graders scored at or above “profi cient” than did American Indian/Alaska Native, 
Black, and Hispanic students at the same grade levels. On the fourth- and eighth-
grade mathematics assessment, a higher pr oportion of Asian/Pacific Islanders 
scored at or above “profi cient” than did four th and eighth graders of all other  
races/ethnicity groups followed in the study.

 4.   A larger percentage of Black than White, Hispanic, and Asian/Pacifi c Islander stu-
dents received fi nancial aid, while a smaller percentage of Asian/Pacifi c Islanders 
received fi nancial aid than any of the other race/ethnicity groups followed in the 
study.

Communication Style
Research indicates that children’s individual communication styles vary; they have been 
shown to be related to socialization in the family’s culture (Banks, 2007). Likewise, teach-
ers often communicate in the style of their own culture. Sometimes the contrast in styles 
interferes with the child’s ability to learn. For example, the time a teacher waits for a child 
to respond to a question and the time the teacher waits befor e talking again were com-
pared between a Euro-American and a Navajo teacher of the same group of third-grade 
Navajo students (White & Th arp, 1988). Th e Navajo teacher waited considerably longer 
than the Euro-American teacher after the children responded before talking again. What 
was perceived by the Euro-American teacher as a completed response was often intended 
by the child as a pause, which the E uro-American teacher had interrupted. In contrast 
to Navajo students, who preferred long wait times between responses, Native Hawaiian 
students preferred “negative” wait times; that is, the listener speaks without waiting for  
the speaker to fi nish (White & Th arp, 1988). Th is is often interpreted by teachers from 
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other cultures as rude interruption, but in Hawaiian society it demonstrates involvement 
and relationship (Th arp , 1989).

Nonverbal behavior is another variation in communication style that is related to cul-
tural socialization—for example, eye contact. Children from Euro-American families are 
generally taught to look directly at an adult when being spoken to, while children from 
Asian American, Latino American, Caribbean, and southern African American families  
are generally taught to lower their eyes. Avoidance of eye contact may be interpreted as 
disrespect (Dresser, 2005). Teachers must develop an awareness of how cultural back-
ground aff ects actions. Th e next chapter will explore the ecology of teaching a div erse 
student population.

Religion
As was discussed in Chapter 3, religion is a signifi cant socializing mechanism in the trans-
mission of values and behavior. Traditions, rituals, and religious institutions reinforce the 
values taught in families.

Religious pluralism fl ourishes in the United States. Th ere are about 2,000 diff erent re-
ligious groups, and with the infl ux of immigrants from Asia, Africa, and the Middle East, 
non-Western religions such as Islam, Hinduism, and Buddhism are joining the ranks of 
Protestantism, Catholicism, and Judaism (Gollnick & Chinn, 2008).

Although political ideology in the United States advocates separation of church and 
state (including public school), the two often intersect. F or example, the phrase “One 
nation, under God” is now in the Pledge of Allegiance, and the phrase “In God we trust” 
appears on U.S. currency. Th e degree to which religious ideologies intersect with public 
school curricula and policies is signifi cant in the socialization of all children who attend 
public school. Issues that have been controversial are school prayer, the curriculum (teach-
ing evolution, sex education), censorship of certain books, and the celebration of certain 
holidays. Teachers need to be sensitive to the values of the families in the community in 
the context of a diverse society, while at the same time implementing the educational  
goals of the school district.

Sometimes the line between secular and nonsecular education is a fi ne one and must 
be determined by the courts. Legally, schools may teach the Bible as part of the history of 
literature (as a story), but they may not teach it as religion (as a holy document). Read-
ing of scriptures and reciting prayers is a violation. Public schools may teach the scientifi c 
theory of evolution, but not biblical creationism. Dismissing children an hour early from 
public school for religious instruction is permitted.

How are secular and nonsecular distinguished? Secular deals with worldly experiences, 
nonsecular with spiritual ones. How can the Bible represent both, yet only be allowed to 
be taught as literature? Literature consists of writings in prose or verse, whereas the Bible 
also consists of sacred religious scriptures. Th erefore, biblical stories can be taught minus 
their spiritual messages.

President George W. Bush established the Center for Faith-Based and Community 
Initiatives to provide opportunities for faith-based and community organizations to apply 
to the U.S. Department of Education for grants, such as programs for early reading, fam-
ily literacy, and after-school activities, in order to help ensure that no child is left behind.

Disability
As a result of changes in the law—that education is a right, not a privilege—the school  
has become a designated agent for identifying childr en with special needs, such as dis-
abilities, and including them in educational activities that are available to all children.

  A disability refers to the reduction of function or the absence of a par ticular body 
part or organ. An impairment refers to physical damage or deterioration. A  handicap is 
defi ned as something that hampers a person—a disadvantage or hindrance.

Children with disabilities are those who have been evaluated as having mental retarda-
tion, a hearing impairment, deafness, a speech impairment, a visual impairment, a serious 

disability reduction in the 
functioning of a particular body 
part or organ, or its absence

impairment ph ysical damage 
or deterioration

handicap something that 
hampers a person; a 
disadvantage, a hindrance
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emotional disturbance, autism, an orthopedic impairment, another health impairment, 
deaf–blindness, multiple disabilities, a traumatic brain injur y, or specifi c learning dis-
abilities and who, because of those impairments, needs a special education and r elated 
services.

Th e terms disability and/or impairment are used today instead of  handicap in order 
to dispel negative stereotypes. People in wheelchairs are disabled. Th ey are handicapped 
only when they try to enter a building with steps. A person may be handicapped in one  
situation but not in another. For example, Ray Charles was handicapped in reading music 
because he was blind. He certainly was not handicapped, however, in playing music. Th us, 
for children with disabilities, the main aim of socialization should be to minimiz e the 
eff ects of their disabilities and to maximize the eff ects of their abilities.

Some common assumptions about individuals with disabilities can aff ect interaction 
with them. Assuming that individuals with disabilities are helpless can lead to solicitude 
or overprotectiveness. Th e assumption that individuals with disabilities are incapable can 
lead to ostracism or neglect.

Assumptions and practices that promote the deferential and unequal treatment of peo-
ple because they are diff erent physically, mentally, or behaviorally is called handicapism. 
Th e word handicap is thought to be derived from the practice of beggars who held “cap 
in hand” to solicit charity, thereby indicating a dependent position (Biklen & Bogdan, 
1977). Th e media have contributed to certain attitudes associated with disabilities. For 
example, children’s stories tell of evil tr olls, hunchbacks, or witches (who ar e old and 
deformed in some way), thus promoting an attitude of fear. Th ough handicapism has a 
long history, the media today are trying to include people with disabilities in TV shows 
and advertisements. Teachers need to be sensitive to handicapism and view children as 
individuals with abilities and disabilities, as applicable.

Ideological Background for Socialization of Individuals with Disabilities
Historically, we can delineate four stages of attitudes toward people with disabilities that 
have aff ected their socialization (Hallahan, Kauff man, & Pullen, 2009).

 1.   During the pre-Christian era, people with disabilities tended to be banished,  
neglected, and/or mistreated.

 2.  During the spread of Christianity, they were protected and pitied.
 3.   In the 18th and 19th centuries, institutions were established to provide separate 

education.
 4.   In the latter par t of the 20th centur y, there was a movement toward accepting 

people with disabilities and integrating them into the mainstream of society to the 
fullest extent possible (“full inclusion”). Currently, laws enable individuals with 
disabilities to receive a free and equal education and to compete for jobs without 
discrimination.

In 1975, Congress passed the Education for All Handicapped Children Act, which re-
quired that children with disabilities be educated in a regular public classroom whenever 
possible. It applied to children ages 3 to 21. In 1986, an amendment was passed to serve 
children from birth to age 3 in order to minimize the risks of developmental delays be-
cause of lack of appropriate services early on. In 1990, the name of the Education for All 
Handicapped Children Act was changed to the Individuals with Disabilities Education 
Act. In 1991, the Americans with Disabilities Act was passed to ensure nondiscriminatory 
treatment of people with disabilities in ar eas of their lives such as employment, use of 
public facilities, transportation, and telecommunications.

The Individuals with Disabilities Education Act (IDEA)—An Equitable 
Response to Diversity
Th e Individuals with Disabilities Education Act (IDEA), passed in 1990, provides fed-
eral money to states and local agencies to educate children with disabilities ages 3 to 21. 

handicapism assumptions 
and practices that promote 
the deferential and unequal 
treatment of people because 
they are different physically, 
mentally, or behaviorally

A child with disabilities can be integrated 
into the classroom with the support of 
special equipment and assistance from 
the teacher.

Wadsworth/Thomson Learning/Cengage Learning
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Th e equitable response of IDEA to diversity is the concept of inclusion. Inclusion is the 
educational philosophy of being part of the whole—that children are entitled to partici-
pate fully in their school and community. In 2004, IDEA was modifi ed to conform to 
applicable requirements of the No Child Left Behind Act, such as parental choice and 
academic accountability for student progress, and to add requirements for transition ser-
vices to promote post-school employment or education. While individuals from 3 to 21 
are classifi ed by specifi c disability to receive benefi ts of the law, IDEA allows states to use 
the category “developmental delay” for preschool children with special needs because of 
the possible eff ects of early categorization. Each state has specifi c criteria and evaluation 
procedures for determining children’s eligibility for early intervention and special services, 
including what constitutes developmental delay (McLean, Wolery, & Bailey, 2003).

Many children are diagnosed early by physicians as having specifi c conditions, such as 
cerebral palsy or spina bifi da. However, many other children are at risk for developmen-
tal delays or disabilities as a result of environmental variables such as abuse, exposure to 
toxins or disease, or poverty (McLean, Wolery, & Bailey, 2003). Such children are often 
not identifi ed prior to their contact with social workers or teachers. Th us, early childhood 
professionals are signifi cant identifi ers of children with special needs. Th is identifi cation 
can occur through informal observations of children, screening with developmental scales, 
and vision and hearing screening (Meisels & Shonkoff , 2000).

IDEA requires nondiscriminatory evaluations, appropriate to a child’s cultural and lin-
guistic background, of whether a child has a disability and, if so, the nature of the disabil-
ity. A reevaluation must occur every three years. Parental approval is required. Th er e are 
over six and a half million documented children with disabilities eligible to be served by 
IDEA (National Center for Educational Statistics, 2008).

Th e main purpose of the act is to guarantee that all childr en with disabilities have 
available to them a free and appropriate public education. Th e principal method of guar-
anteeing the fulfi llment of that purpose is the individualized education program (IEP). 
Th e IEP is basically a form of communication betw een the school and the family. It is 
developed by the group of people responsible for the child’s education—the parents, the 
teacher, and other involved school personnel. Any child receiving special education ser-
vices must have an IEP, which is generally written at the beginning of each y ear and 
reviewed at the end, but can be extended for up to thr ee years in certain cases in which 
long-term planning is deemed more appropriate. Th e exact format varies, depending on 
the particular school district; however, all IEPs must include the following:

 1.  A statement of the child’s present levels of educational performance.
 2.  A statement of annual goals, including short-term objectives.
 3.   A statement of the specifi c special education and related services to be provided to 

the child, and of the extent of the child’s participation in regular education envi-
ronments, including initiation dates and anticipated duration of services.

 4.   Required transition services from school to work or continued education (usually 
by age 14 to 16).

 5.   Objective criteria, evaluation procedures, and schedules for determining whether 
instructional objectives are being met.

In sum, the IDEA requires that students with disabilities be placed in the  least restric-
tive environment (LRE). Th is means that they should be included in school pr ograms 
with students who are not disabled to the maximum extent appropriate. Supplementary 
services such as attendants, tutors, interpr eters, transportation, speech pathology and 
audiology, psychological services, physical and occupational therapy, recreation, and med-
ical and counseling services enable inclusion. Supplementary aids such as wheelchairs,  
crutches, standing tables, hearing aids, embossed globes, braille dictionaries, and books  
with enlarged print also enable inclusion. Inclusion can be for the entire day or appropriate 
portions of the day.

inclusion the educational 
philosophy that all children are 
entitled to participate fully in their 
school and community

individualized education 
program (IEP) a form of 
communication between school 
and family, developed by the 
group of people (teacher, parent, 
and other involved personnel) 
responsible for the education of a 
child with special needs

30960_ch06_ptg01_hr_183-212.indd   19530960_ch06_ptg01_hr_183-212.indd   195 8/31/11   8:02:10 PM8/31/11   8:02:10 PM

Copyright 2011 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



196 CHAPTER 6

Chronosystem Infl uences on Schools
Chronosystem infl uences on the school include its adaptation to societal change in gen-
eral and to specifi c developments such as new technology (computers and softwar e), 
health (substance use/abuse, obesity), and safety (violence and emergency preparedness). 
What aspects of past knowledge must be taught for sur vival in the present, and what 
coping skills must be taught for survival in the future?

From its inception, the public school system was intended to be a v ehicle for social 
change. Schools, however, do not execute their functions in a vacuum. As we have dis-
cussed, they are aff ected by macrosystems such as political ideology, economics, culture, 
religion, and technology, and are linked to other microsystems such as the family and com-
munity. Th ey must teach children from diverse backgrounds with diverse skills. Th er efore, 
in order to equalize opportunities, schools must implement a variety of programs, such as 
computer literacy, confl ict resolution, and health education, in addition to basic reading, 
writing, and arithmetic. “Th e school has become a potential intervention site for almost 
every social problem aff ecting children” (Linney & Seidman, 1989, p. 336).

Adaptations to Societal Change
Elementary schools traditionally taught academic skills and good citizenship. Gradually, 
development of critical thinking skills, individuality and self-concept, and interpersonal 
relationship skills crept into the curriculum. Th e reasons for the gradual changes were 
many. Th e classic writings of John Dewey (Democracy and Education, 1944), Jean Piaget 
(To Understand Is to Invent, 1976), B. F. Skinner (Th e Technology of Teaching, 1968), and 
Carl Rogers (Freedom to Learn, 1969), to name a few, infl uenced educational practices. 
More recently, the work of Lev Vygotsky (Mind and Society, 1978) has been adapted for 
the classroom. We discussed the “Tools of the Mind” curriculum (based on Vygotsky’s 
theory) in Chapter 5.

Th e political climate from the late 1950s to the early 1970s was suppor tive of edu-
cational change, as evidenced by the passage of legislation providing federal money for 
new programs. For example, the Economic Opportunity Act of 1964 provided federal 
money for preschool programs for disadvantaged children, and the E lementary and 
Secondary Education Acts of 1965 (Title I), incorporated into the No Child Left Behind 
Act of 2001 (NCLB), provided federal aid to education. As discussed previously, federal 
funds for students with LEP, recent immigrants, and the education of individuals with  
disabilities became available in the late 1970s. Th us, government support allowed schools 
to benefi t more children by individualizing programs to meet individual needs. However, 
during the 1980s, federal aid to education was reduced; public education was felt to be 
the responsibility of the states.

A 1983 report, titled A Nation at Risk: Th e Imperative for Educational Reform, by the 
National Commission on Excellence in Education (NCEE), helped create a public de-
mand for change in the public schools. Th e report charged that U.S. citizens “have lost 
sight of the basics of schooling” and that “the educational foundations of our society are 
presently being eroded by a rising tide of mediocrity that threatens our very future as a 
nation and a people” (NCEE, 1983).

As the 21st centur y approached, debates regarding the function of school had not  
changed very much. To address the charges made by the NCEE report, government, busi-
ness, and educational leaders developed six national education goals, announced in 1990 
and reconfi rmed in 1999 in the Educational Excellence for All Children Act (National 
Education Goals Panel, 1999). Th ey stated that by the year 2000:

 1.  All children in America will start school ready to learn.
 2.  Th e high school graduation rate will increase to at least 90 percent.
 3.   American students will leave grades 4, 8, and 12 having demonstrated competency 

in challenging subject matter including E nglish, mathematics, science, history, 

What societal 
changes have 

affected schools?

What changes 
have occurred in 

schools?
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and geography; and every school in America will ensure that all students learn to 
use their minds well, so they may be prepared for responsible citizenship, further 
learning, and productive employment in our modern economy.

 4.   American students will be first in the world in science and mathematics  
achievement.

 5.   Every adult American will be literate and will possess the kno wledge and skills 
necessary to compete in a global economy and to exercise the rights and responsi-
bilities of citizenship.

 6.   Every school in America will be free of drugs and violence and will off er a disci-
plined environment conducive to learning.

Th e passage of the NCLB in 2001 was intended to motiv ate schools and students  
to fulfi ll the goals and standards set for them. R eaching the goals requires signifi cant 
improvements in a wide range of services for children, including health care, child care, 
parent education, and family support (Comer, 2004). It also requires many changes in 
schools, teacher education, and testing.

Th e NCLB Act:

increases accountability for states, school districts, and schools; ■

provides greater choice for parents and students. particularly those attending low- ■

performance or unsafe schools;
gives more fl exibility to states and local educational agencies (LEAs) in the use of   ■

federal education dollars; and
mandates a stronger emphasis on reading, language arts, mathematics, and science. ■

Every state receiving NCLB funding must develop both content standards (what stu-
dents are expected to know) and academic achievement standards (how students will acquire 
the skills to master the content) in these subject areas. Th e standards must be aligned with 
assessments in the same subject ar eas for grades 3–8 and high school. Assessment r esults 
must be classifi ed by poverty, race, ethnicity, disability, and limited English profi ciency to 
ensure that no group is left behind. To ensure that every child can read by the end of third 
grade, the Reading First Initiative was passed (schools can apply for Federal grants to include 
 scientifi cally based reading instruction and diagnostic assessments in grades K–3). School 
districts and schools that fail to make adequate yearly progress (AYP) toward statewide profi -
ciency goals will, over time, be subject to improvement, corrective action, and restructuring 
measures aimed at getting them back on course to meet state standards. Schools that meet or 
exceed AYP objectives or close achievement gaps are eligible for State Academic Achievement 
Awards. States must report school safety statistics to the public on a school-by-school basis, 
and LEAs must use federal Safe and Drug-Free Schools and Communities to improve.

Technology
Schooling for the future includes being prepared for the world of work and technological 
change. Learning to use computers is now essential to successful functioning in society. 
Th is is a good example of the impact of a macrosystem (technology) and a chronosystem 
(change) on a microsystem.

Th e computer is an interactive tool that can enhance learning in a variety of subjects. 
It can present and store information, motivate and reward learners, diagnose and pre-
scribe, provide drill and practice, and individualize instruction (Oppenheimer, 2003). It 
can support a wide range of learning styles because it enables childr en to construct their 
own knowledge (Plowman, Stephen, & McPake, 2010; Prensky, 2010). Th e computer’s 
eff ectiveness as a tool for learning depends on how it is used by teachers and students, as 
well as the software selected.

Computers are not really new to education. In the past, computers were used mainly 
for programmed instruction, which involves reading information and answering questions. 

Go to the Education CourseMate 
website to watch the ABC News video 
entitled “Technology Is Making Teach-
ing and Learning More Fun.” In your 
early schooling, was technology inte-
grated in the classroom? If so, how? If 
not, recall a situation(s) where it could 
have been.

TeachSource Video Activity
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 Depending on one’s responses, one branches into diff erent program areas or goes back 
for more information and practice. Th e learning that occurs is determined by react-

ing to the program rather than discovery by the learner, although sometimes 
children discover diff erent ways to get the same result by experimenting 

with diff erent commands. Today, educational software includes interac-
tive games (such as Leapster), w ebsites to visit (such as PBS Kids), 

and discussion groups via safe chat rooms (such as kids.com).
Th e digital revolution has hit education with more and more 

classrooms plugged into the whole wired world. But are schools 
making the most of new technologies? Are they tapping into 
the learning potential of today’s digital generation? Collins and 
Halverson (2009) argue that the kno wledge revolution has 
transformed our jobs, our homes, and our lives, and therefore 
must also transform our schools. To keep pace with a global-
ized technological culture, American education must go well 
beyond the walls of the classr oom to include online social  
networks, distance learning with anytime, anywher e access, 

digital home schooling models, video-game learning envir on-
ments, and more.

Computers can be used for collaboration and r esearch (Collins & Halverson 2009). 
Students can network with each other in the classroom on projects. With Internet access 
they can access information from libraries, universities, government databases, and any 
online service subscribed to by their school. With computer-interactive multimedia ca-
pabilities, such as graphics, sound, and compact discs, students can access museums and 
planetariums, learn about other countries, or go back in histor y. New software is being 
developed for learning via computer simulation. For example, the standard biology labo-
ratory experiment of dissecting a dead frog can now be simulated. Some driver education 
programs start students on computers.

In sum, computers contribute to schooling for the future in that they can individualize 
instruction to accommodate diff erent learning styles; they can be used for routine tasks, 
thereby freeing teachers to provide more creative ones; they can help develop self-directed 
learners, logical or hypothetical thinkers, and problem solvers; and they can provide ac-
cess to infi nite information. Parents and teachers must enable children to develop critical 
thinking skills to evaluate appropriate software, as well as the plethora of information on 
the Internet. In doing research on the Internet, students must learn to distinguish facts 
from opinions and reliable resources from unreliable ones.

Health and Safety
Th e NCLB contains provisions for the Safe and Drug-Free Schools and Community 
Act (SDFSCA). States can apply for federal funds to implement pr ograms grounded 
in scientifi c research that prevent illegal use of substances and violence. P arents and 
communities are required to be involved and new programs must be coordinated with 
other public programs to foster a safe, drug-free learning environment that fosters school 
achievement.

Substance Use/Abuse
Substance use and abuse remain major problems among high schoolers, with over half 
of American teenagers having tried an illicit dr ug by the time they fi nish high school. 
Inhalant use has increased in eighth graders (National Institute on Drug Abuse [NIDA], 
2008). Substances include tobacco, alcohol, and various drugs as well as performance-
enhancing supplements. Th e use of mind- and physical-altering chemicals has dangerous 
eff ects on development and deleterious eff ects on school per formance. Students under 
the infl uence of such substances are not in a state of readiness to learn, and there may be 

Technological advances affect what and 
how children learn.

Cengage Learning
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long-term impairment of cognitive ability and memory. Substance abuse is frequently 
 associated with lack of motiv ation and self-discipline as well as reduced school atten-
dance. Special services are often required to help the student learn. Substance abuse is also 
correlated with antisocial and violent behavior (NIDA, 2008).

Th e use of substances in school by some students impairs the educational environment 
for others. Along with the family and community, schools must be involved in dealing 
with the substance use and abuse pr oblem. Th e National Institutes of Health (2003), 
following guidelines from the NCLB, has identifi ed ways for schools to par ticipate in 
promoting the health of children and preventing substance abuse:

Th e school must provide factual information about the harmful eff ects of drugs. ■

Collaboration with parents and community members must occur to suppor t and  ■

strengthen students’ resistance to substances.
Th e school should provide such services as confi dential identifi cation, assessment,  ■

and referral to appropriate treatment programs for users and abusers.
Substance use should be monitored within the school, establishing clear guidelines  ■

and penalties for usage.

Can schools require students to submit to random drug tests in order to participate in extra-
curricular activities (such as sports, drama, band, or Academic Decathlon)? Random drug 
tests typically involve selecting students at random, calling them out of class, and dir ecting 
them to a bathroom where they must provide a urine sample in a container. A teacher usu-
ally waits outside the bathroom stall and seals the container for transport to the testing lab. 
Th e Supreme Court (Earl v. Board of Education of Tecumseh, Oklahoma, Public School Dis-
trict, 2002) held that drug testing did not violate students’ rights under the Fourth Amend-
ment to be free from warrantless searches. Th e rationale in the decision was that students 
in public school are under the temporary custody of the state and, therefore, have limited 
privacy rights, especially when a search is deemed necessary for their own protection.

Obesity
Since 1980, the percentage of children who are overweight has more than doubled, while 
rates among adolescents have more than tripled (Hedley et al., 2004) (see Figure 6.2). 
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FIGURE 6.2 Percentage of Overweight U.S. Children and Adolescents
Source: Wechsler, H., McKenna, M. L., Lee, S. M., and Dietz, W. H. (2004). The role of schools in preventing child obesity. 
The State Education Standard. National Association of State Boards of Education, p. 5.
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 According to Hedley and colleagues (2004), obesity in childr en and adolescents is a  
major concern because:

Several weight-related conditions that were observed primarily among adults have been  ■

increasingly diagnosed in young people. For example, ten years ago type 2 diabetes was 
almost unknown among young people, but in some communities it now accounts for 
nearly 50 percent of new cases of diabetes among children and adolescents.
Many overweight young people have at least one additional risk factor for hear t dis- ■

ease, such as high cholesterol or high blood pressure.
Childhood overweight also is associated with social and psychological problems, such  ■

as discrimination and poor self-esteem.
Children and adolescents who are overweight are more likely to become overweight  ■

or obese adults.

According to the National Association of State Boards of Education (NASBE, 2000), 
“Health and success in school are interrelated. Schools cannot achieve their primary mis-
sion of education if students and staff  are not healthy and fi t physically, mentally, and 
socially.” Th anks to the eff orts of educators and policymakers, many schools are making 
important contributions to our nation’s struggle against the obesity epidemic. Schools  
play an especially important role in tackling obesity because:

Over 95 percent of young people are enrolled in schools (NCES, 2007). ■

Promotion of physical activity and healthy eating hav e long been a fundamental   ■

component of the American educational experience, so schools are not being  
asked to assume new responsibilities.
Research has shown that well-designed, well-implemented school programs can eff ectively  ■

promote physical activity, healthy eating, and reductions in television viewing time.
Emerging research documents the connections betw een physical activity, good  ■

nutrition, physical education and nutrition programs, and academic performance 
(Wechsler et al., 2004).

Schools can help students adopt and maintain healthy eating and physical activity behaviors. 
Th e Centers for Disease Control and Prevention (CDC, 2011) publishes guidelines, avail-
able online (http://www.cdc.gov/healthy youth), that identify school policies and practices 
most likely to be eff ective in promoting lifelong physical activity and healthy eating through 
a Coordinated School Health Program (CSHP) approach. A CSHP integrates eff orts of the 
eight components of the school community that can strongly infl uence student health:

 1.  health education;
 2.  physical education;
 3.  health services;
 4.  nutrition services;
 5.  counseling, psychological, and social services;
 6.  healthy school environment;
 7.  promoting the importance of health for staff ; and
 8.  family and community involvement.

Violence
Th e National Academy of Sciences defi nes violence as “behaviors by individuals that in-
tentionally threaten, attempt, or infl ict harm on others” (Elders, 1994). School violence is 
a subset of youth violence. Youth violence refers to harmful behaviors that may start early 
and continue into young adulthood. It includes a variety of behaviors such as bullying, 
slapping, punching, and weapon use. Victims can suff er serious injury, signifi cant social 
and emotional damage, or even death. Th e young person can be a victim, an off ender, or 
a witness to the violence—or a combination of these.

violence beha viors that 
intentionally threaten, attempt, or 
infl ict harm on others

Go to the Education CourseMate 
website to watch a video from the BBC 
 Motion Gallery entitled “Childhood 
Obesity and School Nutrition.” Based 
on what you have learned in this sec-
tion, what can you do to improve your 
(or your child’s) nutritional habits?

TeachSource Video Activity
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Understanding the factors that make some individuals more likely to commit violent acts 
helps in designing programs to address the problem. Such risk factors include (CDC, 2010):

 1.  Individual Risk Factors
History of violent victimization ■

Attention defi cits, hyperactivity, or learning disorders ■

History of early aggressive behavior ■

Association with delinquent peers ■

Involvement in gangs ■

Involvement with drugs, alcohol, or tobacco ■

Low IQ ■

Poor academic performance ■

Low commitment to school or school failure ■

Poor behavioral control ■

Defi cits in social, cognitive, or information-processing abilities ■

High emotional distress ■

Antisocial beliefs and attitudes ■

Social rejection by peers ■

Exposure to violence and confl ict in the family ■

Lack of involvement in conventional activities ■

 2.  Relationship Risk Factors
Harsh, lax, or inconsistent disciplinary practices ■

Low parental involvement ■

Low emotional attachment to parents or caregivers ■

Low parental education and income ■

Parental substance abuse or criminality ■

Poor family functioning (e.g., communication) ■

Poor monitoring and supervision of children ■

 3.  Community/Societal Risk Factors
Diminished economic opportunities ■

High concentrations of poor residents ■

High level of transiency ■

High level of family disruption ■

Low levels of community participation ■

Socially disorganized neighborhoods ■

Low emotional attachment to parents or caregivers ■

Low parental education and income ■

Parental substance abuse or criminality ■

Poor family functioning (e.g., communication) ■

Poor monitoring and supervision of children ■

Parents, teachers, students, and communities are very concerned about the rise in school 
violence. Th e shootings of 12 students and a teacher in 1999 at Columbine High School in 
Colorado was the fi rst school incident alerting society to the negative outcomes of being re-
jected by peers, of being victims of bullying, and, most important, of being  disengaged from 
family, school, and community. Th is led to the development of school programs addressing 
bullying and victimization (to be discussed in Chapter 8) as w ell as respect and confl ict 
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resolution. Other school shootings have since occurred all over the country. For example, 
in 2007, a student, who had been diagnosed with an anxiety disor der, shot 32 people at 
Virginia Polytechnical University and then committed suicide. Th is led to reexamination 
by the school of privacy issues regarding psychological evaluations as well as the passage of 
more permissive gun laws by the state. Th e federal government has developed guidelines for 
emergency preparedness (see next section) and grants for violence prevention programs.

To have an optimal environment for learning, schools must be safe. Violence transcends 
all socioeconomic levels of schools and communities. Its roots are found in a family’s dys-
functional way of solving problems, as well as in a community’s racism, sexism, classism, 
and high unemployment. Children who grow up in families that practice spousal or child 
abuse or neglect are more likely to exhibit aggressive behavior in school. Th ey may also 
model the violent behavior they see in their neighborhood (Dodge, Coie, & Lynam, 2006). 
Children who are exposed to violence in the contexts of home, school, and community are 
most likely to perceive violence as the normal means of confl ict resolution, and that vio-
lence is acceptable and is an eff ective way to solve problems (Sylvie & Windle, 2010).

Th e incidence of hate-motivated violence is rising (National Education Association, 
2009). Th e National Education Association (NEA) defi nes hate crimes as “off enses moti-
vated by hatred against a victim based on his or her beliefs or mental or physical character-
istics, including race, ethnicity, and sexual orientation.” Not only has there been an increase 
in hate incidents in school, but websites targeted to promote intolerance have proliferated. 
Th e NEA believes that preventing hate-motivated violence requires a comprehensive, coor-
dinated educational eff ort in schools and communities, along with federal legislation.

What is being done to ensure school safety? Some schools have hired security guards, in-
stalled metal detectors, installed camera surveillance, required students to carry photo iden-
tifi cation, and/or given teachers cellular phones, but these are reactive measures to a problem 
the roots of which lie in a “socially toxic environment.” To be proactive and cut those roots, 
all of a child’s ecological systems have to participate, as discussed in the following sections.

Macrosystem
Th e macrosystem, or government, can implement laws, such as NCLB, which mandates safe  
schools. It can increase law enforcement in communities. It can provide funding for preventive 
programs in schools and families, such as implemented by the Offi  ce of Safe and Drug-Free 
Schools (OSDFS). Violence prevention in schools may involve having more counselors avail-
able to students and training teachers to intervene with children who are social isolates, bullies, 
or victims. Violence prevention in families may involve parent education and/or counseling.

Exosystem
Th e exosystem, such as business, can provide jobs, fi nancial assistance to rebuild impov-
erished communities, and role models for youth. Businesses can support schools by giv-
ing time and money, off ering opportunities for fi eld trips, providing guest speakers, and 
funding after-school activities.

Mesosystem
Th e mesosystem, as exemplifi ed by the link between schools and families, can empower 
families to share the responsibility for creating a safe school environment. Th is can mean 
accompanying young children to and from school, providing older children with cell 
phones, being involved in school activities, supporting school policies regarding safety 
and confl ict resolution, and monitoring children’s behavior (including those who ar e 
withdrawn, as well as aggressive). Th e mesosystem, as exemplifi ed by the link between 
communities and families, can provide services to support families (examples will be dis-
cussed in Chapter 10), thereby proactively contributing to the prevention of violence.

Microsystem
Th e microsystem, referring here to the school itself, can implement a curricular priority  
at all grade levels of anger management (learning cues to when angry feelings get out of 
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control and how to deal with them appropriately) and confl ict resolution (learning posi-
tive strategies to resolve diff erences). Consistent behavior standards and consequences, as 
well as academic expectations, must be established. Classes for parents in parenting meth-
ods, as well as violence prevention, should be available. Teacher in-service training should 
include methods for dealing with disruptive or uncooperative behavior before it escalates. 
Teachers need to be more responsive to bullies, victims, and social outcasts at all school  
levels. Teacher training should also include working with diverse groups and knowledge 
of how to connect with appropriate community resources (medical, psychological, and 
economic). Children should learn to r espect diff erences and be empathetic to others  
(Verdugo, 2000). A two-year study of more than 11,000 fi rst- to sixth-grade students in 
New York City public schools demonstrated that children whose teachers implemented 
a confl ict resolution curriculum exhibited positive changes in social emotional develop-
ment. Specifi cally, these students used negotiation rather than hostile strategies in hypo-
thetical provocative situations (Aber, Brown, & Jones, 2003).

To conclude, in a changing society, the challenge continually facing educators is how to 
transmit the society’s diverse cultural heritage and also prepare individuals for the future. 
See Table 6.2 for a summary of macrosystem/chronosystem infl uences on the school.

Emergency Preparedness
According to Margaret Spellings, Secretary of Education (U.S. Department of Education 
[USDE], 2007), “Knowing how to respond quickly and effi  ciently in a crisis is critical to 
ensuring the safety of our schools and students. Th e midst of a crisis is not the time to  
start fi guring out who ought to do what. At that moment, everyone involved—from top 
to bottom—should know the drill and know each other.”

Children and youth rely on and fi nd great comfort in the adults who protect them. 
Teachers and staff  must know how to help their students through a crisis and return them 
home safely. Knowing what to do when faced with a crisis can be the diff erence between 
calm and chaos, between courage and fear, between life and death. Schools need to be  
ready to handle crises, large and small, to keep our childr en and staff  out of harm’s way 
and ready to learn and teach. Th e OSDFS has developed a guide, Practical Information on 
Crisis Planning: A Guide for Schools and Communities (USDE, 2007).

Th e dictionary’s defi nition of a crisis is, “An unstable or crucial time or state of aff airs 
in which a decisive change is impending, especially one with the distinct possibility of a 
highly undesirable outcome.” Additionally, the dictionary notes that “crisis” comes from 
the Greek word meaning “decision.” In essence, a crisis is a situation where schools could 
be faced with inadequate information, not enough time, and insuffi  cient resources, but in 
which leaders must make one or many crucial decisions.

Preventing Violence in Young Children: What Strategies 
Can Help Children Resolve Confl icts before They 
Escalate into Violent Behavior?

 1. Emotional regulation: Enable children to verbalize angry feelings and presumed 
cause (young children may need some suggested words). Redirect anger to 
appropriate physical activity (pounding Play-Doh, running).

 2. Empathy: Role-play to get the other person’s perspective.

 3. Problem solving: Discuss solutions to conflict that are agreeable to all par ties 

involved.

 4. Mediation: Involve adult or trained peer to listen to all perspectives and give 
assistance in working out a compromise.

IN PRACTICE

School violence has become a national 
concern. These students must subject to 
being searched before they can enter the 
school.

Michael Newman/PhotoEdit
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Emergency plans need to address a range of events and hazards caused both by both 
nature and by people, such as:

Natural disasters (earthquake, tornado, hurricane, fl ood) ■

Severe weather ■

Fires ■

Chemical or hazardous material spills ■

Bus crashes ■

School shootings ■

Bomb threats ■

Medical emergencies ■

Student or staff  deaths (suicide, homicide, unintentional, or natural) ■

Acts of terror or war ■

Outbreaks of disease or infections ■

A review of the crisis literature reveals that experts identify four phases of crisis man-
agement (USDE, 2007):

 1.   Mitigation/prevention addresses what schools and districts can do to r educe or 
eliminate risk to life and property.

 2.   Preparedness focuses on the process of planning for the worst-case scenario.
 3.   Response is devoted to the steps to take during a crisis.
 4.   Recovery deals with how to restore the learning and teaching environment after 

a crisis.

Mesosystem Infl uences on Schools
Mesosystem infl uences on the school include its linkages with other ecosystems. Because 
children in the United States spend approximately 180 days per year for approximately 
13 years in school, including kindergarten (and more, if they attend preschool), the schools 

What linkages are 
infl uential in the 

school’s ability to 
socialize?

Table 6.2  Summary: Macrosystem/Chronosystem Influences on the School

Political Ideology No Child Left Behind Act—funding based on performance standards

Permits school choice (magnet schools, vouchers, charter schools)
Value of equal opportunity—leads to intervention programs for • 
social problems, compensatory programs, financial aid, and 
scholarships
Achievement and competitiveness issues—results in curriculum • 
changes, teacher competency standards, transition programs from 
school to work

Economics Cost-effectiveness—affects programs, curricula, class size, and school 
improvements

Accountability (testing)—enhances preparation of students for future 
employability

Diversity and 
Equity

Diverse student population (gender, culture, religion, disability)— results 
in more individualized approaches to learning

Inclusion—leads to adaptation to society• 

Science/
Technology

Technological advances—leads to increased knowledge and new 
 approaches to learning based on scientific research

Computers—results in increased access to information and more • 
opportunities for skill development (reading, writing, math) and 
 collaborative learning

Health and Safety Government grants for health programs (substance abuse, obesity) and 
safety (violence, emergency preparation)
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they attend and the teachers they encounter play signifi cant roles in their socialization. 
Th e school, in designating programs and curricula, selects which experiences a child will 
have, hence determining which aspects of culture are to be transmitted.

School–Child Linkages
Certain psychological characteristics of a child, such as learning style, may determine  
which type of learning environment is optimal for that child’s development.  Learning 
style is defi ned as that consistent pattern of behavior and per formance by which an 
individual approaches educational experiences. According to Bennett (2010), it is the 
composite of characteristic cognitive, aff ective, and physiological behaviors that serve 
as relatively stable indicators of how a learner perceives, interacts with, and responds to 
the learning environment. It is infl uenced by the cultural experiences of home, school, 
and society.

Learning style, then, is an aspect of socialization. How schools and teachers respond to 
the child’s learning style aff ects the child’s educational experience. Learning styles can be 
observed in children by various criteria. For example, does the child learn best by watch-
ing? By listening? By moving his or her body? Does the child achieve more alone or in a 
group? Is the child better at breaking down a whole task into components (analysis) or  
relating the components to each other to form a new whole (synthesis)? Is the child mo-
tivated by pleasing the teacher? By concrete rewards? By internalized interest? Does the 
child need much or little structure to carry out a task? Learning styles will be discussed in 
more detail in Chapter 7.

School–Family Linkages
Socialization of the child begins in the family; the school extends the pr ocess by formal 
education. Th e outcome of this joint eff ort depends to a considerable extent on the r e-
lationship between family and school. Many research studies, from preschool to elemen-
tary school to high school (Epstein & Sheldon, 2006), have provided evidence showing 
that when schools work together with families to support learning, children tend to suc-
ceed in school and afterward. Th ese studies point to family involvement in learning as a 
more accurate predictor of school achievement than socioeconomic status. Specifi cally, 
when families (1) create a home environment that encourages learning, (2) express high 
(but not unrealistic) expectations for their children’s achievement and future careers, and 
(3) become involved in their children’s education at school and in the community, then 
children from low-socioeconomic-status and culturally diverse families are enabled to fare 
comparably to middle-class children.

As discussed, the school has traditionally been less eff ective in educating children 
from low-socioeconomic-status families. Th e reasons generally cited for the school’s less-
ened eff ectiveness are (1) the fewer resources available for education in poor com-
munities, (2) the expectations of the teachers (most teachers are middle class), 
and (3) the lack of certain preschool experiences expected of children their 
age by public schools. For example, sitting still at the table when work-
ing or eating is generally expected of school-age children. But some 
children do not have a table at home large enough to accommo-
date all the family members at one time, so ther e are no for-
mal sit-down meals; instead, family members eat “on the run.” 
Consequently, until these children learn to conform to sitting 
still as well as other school-expected behaviors, they will have 
trouble in school.

It has been demonstrated that the eff ectiveness of school 
as a socializing agent depends on the degr ee of consistency, 
or supportive linkages, between children’s home  environment 

learning style a consistent 
pattern of behavior and 
performance by which 
an individual approaches 
educational experiences

This parent supervises his child’s home-
work, emphasizing the importance of effort 
and hard work.
jgroup/Big Stock Photo
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206 CHAPTER 6

and their educational environment (Berger, 2007; Haskins & Rouse, 2005). Most feder-
ally funded programs require that schools and families work together.

If, however, the family does not believe the school is a very signifi cant socializing agent, 
parents will not take much interest in the work the child brings home. Th ey may ignore the 
teacher’s requests for help to change the child’s behavior, and may even relate negative expe-
riences they had at school to the child. Besides a lack of consensus on goals, another problem 
that may discourage the family from being involved in school is a mismatch in how children 
are socialized to learn at home and at school. Th e home environment is a signifi cant infl u-
ence on a child’s readiness to learn in school. See the In Practice Box, “What Is Involved in 
Children’s Readiness to Learn?”

Th us, the school needs to interact with the family so that socialization goals for the  
child are complementary rather than contradictory. For example, in studies of students  
in the early grades (Darling & Westberg, 2004), those children (of all reading levels) who 
were asked to read to their parents gained in reading skills (a school goal), wher eas the 
control group of children did not. Th e key to forming complementary goals for the child 
is communication. Th e school and the family need to talk to each other about their atti-
tudes regarding education and parenting. What are the parents’ expectations for the child’s 
achievement and behavior at school? What are the school’s expectations for the child’s ac-
tivities at home?

How Families Become Involved in School
Th ere are three major types of family involvement: (1) decision making—determining 
school programs and policies; (2) par ticipation—working in the classroom as paid or 
volunteer instructional assistants; and (3) par tnership—providing home guidance to 
their children to support learning and extend school goals. Yale University psychiatrist 
Dr. James Comer (2004) found that involving parents of culturally diverse children in 
these three areas overcame parent distrust of the school.

Families also become involved in school and education when they vote. Th ey elect 
people to serve on the local school board to make decisions about educational goals,  
school facilities, budget allocations, personnel, student standards of achievement and 
conduct, and evaluation methods. Th is interaction is indirect, but nonetheless infl u-
ential (see Figure 6.3). Direct interaction occurs when families go to the school their  
children attend and talk to the administrators and teachers. Successful schools are those 
that work at developing partnerships with families and communities (B erger, 2007; 
Epstein & Sheldon, 2006).

Elect

Parents
Respond
differently

to

Report
to

Report
to

Reports
to

Teach

Administers educational
 policies and hires

Implements educational
 policies and hires

Makes educational
 policies and hires

Children

Local School Board

Superintendent

Principals of Schools

Teachers

Families

FIGURE 6.3 Child–Family–School Linkages
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What Is Involved in Children’s Readiness to Learn?
The nation’s primary educational goal is that all children will come to school “ready to 
learn.” The concept of “school readiness” is multifaceted, encompassing the physical 
health, social-emotional, cognitive, and linguistic status of children. There is abundant 
evidence that poor children lag behind their more advantaged counterparts on most 
if not all aspects of readiness. The effects of poverty manifest themselves early in a 
child’s life. Children in low-income families have more health problems, are more likely 
to have behavioral or developmental problems, are less likely to see a pediatrician 
on a regular basis, and are less likely to live in a safe home environment that nurtures 
their development (U.S. Department of Health and Human Services [USDHHS], 2008). 
At the end of preschool, they score up to one standard deviation below the norms on 
measures of language and early math; thus, they require intervention to enable them 
to meet NCLB profi ciency standards (Moore et al., 2009).

Illustrating the signifi cance of child, family, and school linkages, the challenge of 
reaching this goal for macrosystems, microsystems, and mesosystems is to employ the 
following strategies (Boyer, 1991, pp. 136–143):

 1.  A healthy start. Good health and good schooling are inextricably interlocked. Ev-
ery child, to be ready to learn, must have a healthy birth, be well nourished, and 
be well protected in the early years of life.

 2.  Empowered parents. The home is the fi rst classroom. Parents are the fi rst and most 
essential teachers. All children, as a readiness requirement, should live in a secure 
environment where empowered parents encourage language development.

  a. Parents must speak frequently to children and listen to them.
  b. Parents must read to children.
  c.  Parents must build a bridge between home and school.

 3.  Quality preschool. Many young children are cared for outside the home. These 
children need high-quality programs that not only provide good care but also ad-
dress all dimensions of school readiness.

 4.  A responsible workplace. If each child in America is to come to school ready to 
learn, we must have workplace policies that are family friendly, offering child-care 
services and giving parents time to be with their young children.

  a. Employers should provide available leave time.
  b. Employers should allow fl exible scheduling.
  c. Employers should enable job sharing.
  d. Employers should provide a link to community child-care services.

 5.  Television as a teacher. Next to parents, television is the child’s most infl uential 
teacher. School readiness requires television programming that is both educa-
tional and enriching.

  a. Commercial companies selling children’s products should help underwrite 
quality programs.

  b.  Communities should establish a ready-to-learn public access channel.

 6.  Neighborhoods for learning. All children need spaces and places for growth and 
exploration. They need safe and friendly neighborhoods that contribute richly to a 
child’s readiness to learn.

  a. Neighborhoods should have well-designed indoor and outdoor parks.
  b. Neighborhoods should provide readiness programs in libraries, museums, and 

zoos.
  c. Neighborhoods should establish ready-to-learn centers in malls where college 

students can volunteer their services.

 7.  Connections across the generations. Connections across the generations will give 
children a sense of security and continuity, contributing to their school readiness 
in the fullest sense.

  a. Communities should build bridges betw een child care and senior citizen  
centers.

  b. Communities should build bridges betw een child car e and comm unity 
schools and teachers.

IN PRACTICE
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School–Peer Group Linkages
Children’s attitudes about learning can be infl uenced by the peer group to which they 
belong. Th e peer group can thus help or hinder the school’s role in socialization. Th e In 
Context box gives two examples.

IN CONTEXT Brian is not too sure of his status with his peers in class. The high 

school he attends has a strong tradition of academic excellence and has many intramu-

ral scholastic competitions. Brian’s peers expect best efforts, which are rewarded by social 

recognition. Those who lag are put down. Brian works very hard academically to meet the 

standards of his peer group.

Todd, on the other hand, has a group of friends who believe it is not “cool” to carry books, 

give evidence of having done homework, or work hard academically. Todd, in choosing a 

group of friends whose value it is to “keep cool,” probably is not working up to his full potential 

academically.

Th at peers infl uence the educational process was demonstrated by Coleman (1961) in 
his classic study on adolescents in schools. He found that in most high schools, boys value 
athletic ability and girls value popularity. Th at this is still true today is evidenced by the 
labeling of peer groups in junior high school and high school (Kinney, 1993): “brains,” 
“nerds,” “jocks,” “populars,” “normals,” “unpopulars.” Th us, students who depend on their 
peers for approval are less likely to endorse school and family values of academic success.

Research has established that under certain circumstances, such as attaining a super-
ordinate goal (a group grade), the use of peers in a cooperative learning setting (students 
share responsibility for solving academic tasks and preparing reports) increases student 
achievement more than a teacher-directed setting. In addition, working together in a co-
operative learning setting improves student self-esteem, social relations (particularly in 
the area of ethnic relations), and acceptance of students with disabilities who have been 
included (Johnson & Johnson, 1999; Slavin, 2006).

School–Media Linkages
Schools are linked to media through their use in the classroom as well as by media-related 
experiences outside the classroom that may infl uence student learning.

Many schools and teachers use the Public Broadcasting System (PBS) to complement 
their lessons. PBS off ers a service called “Teacher Source” that provides educational sup-
port for prekindergarten through 12th grade. Schedules of local br oadcasting of PBS 
shows are available online, as are related lesson plans and activities. PBS videos on ar ts 
and literature, health and fi tness, math, science and technology, social studies, history, 
and early childhood can be purchased.

An example of media material that can be used with preschoolers is Barney & Friends. 
Barney & Friends was developed to address the interests and needs of y oung children 
ages 2 to 5. The programs are designed to enhance the cognitiv e, emotional, social, 
and physical development of the young child. Music, stories, examples, repetition, and 
positive reinforcement are some of the techniques used to teach social interaction, coop-
eration, sharing, language development, and coping with new experiences (such as going 
to the dentist, moving, and going to school).

An example of the use of media by students in a middle and junior high school in Escon-
dido, California, is the production of their own news program (with the help of a teacher) 
on the school’s television network, Channel B. In addition to reporting “goings-on,” the 
program has background music; sometimes there are guests; and once a week there is a les-
son in American Sign Language.

An example of media material that can be used with high schoolers is the opera  
adaptation of Shakespeare’s Romeo and Juliet. Some activity ideas are to have students 
research the Shakespearean era, write an opera that addr esses a problem, and compare 
Shakespeare’s Romeo and Juliet with modern fi lm adaptations.
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Many schools and teachers subscribe to Channel One, a for-profi t TV news program, 
including commercials, beamed directly into U.S. schools. Schools participating in Chan-
nel One receive satellite dishes, wiring, VCRs, DVDs, and television monitors for each  
classroom. Th e programs must be shown in class. Th ey consist of news sprinkled with ads 
aimed at children (Gatorade, Phisoderm, bubble gum).

Computers in the classroom are necessary interactive tools to prepare children for the 
future. Some schools have enough computers for several students in a class to share; oth-
ers have laptops for all; some schools are experimenting with other digital devices, such as 
iPads. An example of how computers are being used in the classroom is that the teacher 
has the students write essays on a topic for other students to r ead and make comments. 
Writing for others improves skills. Also, students use social networking when studying a 
piece of literature and write blogs for others in the class to discuss.

School–Community Linkages
Communities allocate resources for schools. Th ey may use tax money to fund school  
construction or services. Th ey may pass laws requiring builders to include a school in a  
new housing development. Th ey set school boundaries (districts), thereby infl uencing the 
socioeconomic and/or cultural composition of schools.

Communities and School Size
Generally, large schools are found in large communities, and small schools are found in 
small communities. Communities with ample budgets can aff ord to have more schools 
per capita, hence smaller schools and classes. Studies relating the size of a school to social-
ization (Lee, 2004; Leithwood & Jantzi, 2009) have found that students in small schools 
(fewer than 400 students) engage in a greater variety of activities than students in large 
schools (more than 760 students). Students in small schools also hold more leadership 
positions than those in large schools. Although there may be more choices of activities in 
large schools, students have to compete for acceptance to teams and extracurricular activi-
ties, such as the newspaper. Consequently, many students don’t “try out.” Th us, the size 
of the school infl uences the kind of socializing experiences students have, because partici-
pation in extracurricular activities contributes to leadership skills, responsibility, cognitive 
and social competence, and personality development.

Several studies (Smerdon & Borman, 2009) found that students attending small schools  
had higher achievement, better discipline, better attendance, and higher graduation rates 
than did students attending large schools. Students and families reported more satisfaction 
with smaller schools. As a r esult of these studies, some communities hav e begun to off er 
schools within schools as a way of reorganizing the administration of existing large schools.

A study on what makes adolescents feel connected to schools (McNeely, Nonnemaker, 
& Blum, 2002) found students’ connections with their schools to be associated with:

School ■  size. Th e smaller the school (down to 600 pupils), the more con-
nected students felt.
Discipline ■  policies. Harsh discipline, such as zero tolerance, made 
students feel less connected, though safer.
Student ■  friendships. Adolescents are more connected to  
school when they have more friends there because they are 
less socially isolated.

Communities and Class Size
Communities vary in their school districts’ policies regarding 
class size. Th e size of the classes within a school infl uences so-
cialization. Classes are considered “large” if they have more 
than 25 students, “small” if they have fewer than 20 students, 
and “regular” if they are in between. Prior to the implementa-
tion of the Federal Class-Size Program and similar initiatives in 

Schools sometimes link up with business 
to promote a goal for children. This is an 
assembly featuring the Power Rangers 
(a media-related business of toy 
and clothing tie-ins to the famous TV 
characters) promoting health and fi tness 
via their Empower program.

AP Photo/Beth Hall for Saban Brands
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several states, more than 85 percent of our students were in classes with over 18 children, 
and about 33 percent were in classes of 25 or more students (U.S.  Department of Educa-
tion, 2000).

In large classes, as the siz e of the gr oup increases, participation in discussion b y 
each child decreases; interaction with the teacher also decreases (Benitez, Davidson, & 
 Flaxman, 2009). In small classes, more learning activities take place and the greater inter-
action among students enables them to understand one another, resulting in an increase 
in cooperative behavior. Teachers have more time to monitor students’ “on-task” behav-
ior and can provide quicker and more thorough feedback to students. Also, potential  
disciplinary problems can be identifi ed and resolved more quickly (U.S. Department of 
Education, 2000).

Community Businesses and Schools
The businesses in a community can suppor t schools by donating resources and time 
(“Adopt-a-School”). A business can donate equipment, off er expert guest speakers, pro-
vide fi eld trips, and/or off er apprenticeship training to students. Such supportive linkages 
enable children to understand the connection between school learning and the world of 
work, as well as discover new role models to emulate.

Community Services and Schools
Many schools require students to participate in the community by providing service, for 
example, by picking up trash at a local par k, volunteering in a hospital, tutoring, and  
so on. For actual curricula, see http//learning.blogs.nytimes.com/2010/08/16 (Ojalvo, 
2010). Service-learning, which involves incorporating community service experiences 
into students’ school work, has long been viewed as a positive educational reform option. 
Beginning in the 1970s, educators began paying more attention to this teaching option, 
and the 1990s saw an array of initiatives to help promote the practice (Institute of Educa-
tion Sciences, 1999). Even preschools are getting involved in community service. Albert 
(2010), a preschool director, requires her students to decide which nonprofi t organization 
they want to support before they graduate and come up with a plan as to ho w to be sup-
portive. For example, a 5-year-old girl was very upset seeing a man eat food out of a trash 
can. She decided to raise money for the S an Francisco Food Bank by collecting empty 
cans and turning them in for recycling money. She raised $1,000!

Many schools require children to do 
community service. This girl raised money 
for the San Francisco Food Bank by 
collecting and recycling empty cans.

Kei Hoshino Quiqley

Summary
Th e school is an agent of socialization. It is a setting for • 
intellectual and social experiences from which children 
develop the skills, knowledge, interest, and attitudes that 
characterize them as individuals and that shape their  
abilities to perform adult roles.
Schools infl uence children through their educational pol-• 
icies, leading to achievement; through their formal orga-
nization, introducing students to authority; and through 
the social relationships that evolve in the classroom.
The primary purpose of education fr om society’s per-• 
spective is the transmission of the cultural heritage—the 
accumulated knowledge, values, beliefs, and customs of 
the society.
Th e function of education from the individual’s perspective • 
is to acquire the skills and knowledge needed to become 
self-suffi  cient and to participate eff ectively in society.

Th e school’s function as a socialization agent is aff ected • 
by the larger macrosystem context—political ideology, 
economics, culture, religion, and technology. Macrosys-
tem infl uences are also demonstrated by society’s policies 
concerning diversity and equity with regard to gender, 
culture, religion, and disability.
Th e school’s response to gender equity involves imple-• 
mentation of Title IX of the E ducation Amendments 
Act, which prohibits sex discrimination.
Th e school’s response to cultural diversity is via the No • 
Child Left Behind Act.
Th e school’s response to religious pluralism involves sen-• 
sitivity to which religious values intersect with educa-
tional goals.
Th e school’s response to children with disabilities is to • 
provide special education and related services as required. 
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PURPOSE To understand the school’s role in infl uencing the 
socialization of children.
 1.   Attend a school board meeting where a controversial 

issue (school rules, dress code, curriculum, extracur-
ricular activities, use of federal funds) is discussed.  
Agendas can be obtained in adv ance by contacting 
the school district offi  ce.

 2.   Describe the issue in at least a paragraph, giving back-
ground information if possible.

 3.   Explain the vie ws of (a) the boar d, (b) the school  
administration, (c) the teachers, and (d) the par ents 
and/or students.

 4.  What was the outcome of the discussion?
 5.  What was your opinion of the experience?

Activity

Th e Individuals with Disabilities Education Act guaran-
tees that all children with disabilities will have available 
to them a free and appropriate education.
Chronosystem infl uences on the school include its adap-• 
tation to societal change in general and its adaptation to 
specifi c developments such as technology, health (sub-
stance use/abuse and obesity), and safety (violence and  
emergency preparedness).
Schooling for the future involves being prepared for the • 
world of work and technological change.
To maintain an effectiv e environment for learning,  • 
schools must provide healthy and safe conditions. Sub-
stance use/abuse is a signifi cant problem in schools, as 
is obesity, since both aff ect children’s health and ability 
to learn. Schools hav e adopted pr ograms to addr ess 
violence and emergency preparedness
Mesosystem infl uences on the school include its links with • 
other ecosystems: school–child, school–family, school–peer 

group, school–media, and school–community. Linkages 
supportive of education will have benefi cial socialization 
outcomes for the child.
Family involvement in the school is the most important • 
infl uence on children’s educational success because the 
family is the primary socializer of children, and the fam-
ily infl uences children’s readiness to learn in school.
Family involvement can occur in decision making, par-• 
ticipation, and/or partnership.
Peers infl uence student motivation to succeed.• 
Media in school (TV, videos, computers) expand and in-• 
dividualize children’s learning opportunities.
Schools and communities are linked in terms of govern-• 
ment tax monies allocated to the school (aff ecting size 
and resources) and in terms of local businesses that give 
support (fi nancial, equipment, speakers, fi eld trips).

Related Readings
Berger, E. H. (2007). Parents as partners in education: Families and schools 

working together (7th ed.). Upper Saddle River, NJ: Prentice-Hall.
Collins, A., & Halverson, R. (2009). Rethinking education in the age 

of technology: Th e digital revolution on schooling in America. New 
York: Teachers College Press.

Comer, J. P. (2004). Leave no child behind: Preparing today’s youth for 
tomorrow’s world. New Haven, CT: Yale University Press.

Epstein, J. L. (2001). School, family, and community partnerships: Prepar-
ing educators and improving schools. Boulder, CO: Westview Press.

Gollnick, D. M., & Chinn, P. C. (2007). Multicultural education in a 
pluralistic society (8th ed.). Upper Saddle River, NJ: Prentice Hall.

Higginbotham, E., & Andersen, M. L. (2009). Race and ethnicity in 
society: Th e changing landscape. Belmont, CA: Wadsworth.

Kauff man, J. M., & Hallahan, D. P. (2004). Special education: What 
it is and why we need it. Boston: Allyn and Bacon.

Lareau, A. (2000). Home advantage. Lanham, MD: Rowman & 
Littlefi eld.

Mazur, A. J., & Doran, P. R. (2010). Teaching diverse learners: Prin-
ciples for best practice. Th ousand Oaks, CA: Corwin Press.

Ravitch, D. (2010). Th e death and life of the great American school 
system: How testing and choice are all undermining education. New 
York: Basic Books.

Schumacher, D., & Queen, J. A. (2006). Overcoming obesity in child-
hood and adolescence: A guide for school leaders. Th ou sand Oaks, 
CA: Sage/Corwin Press.

Resources
American Academy of Child & Adolescent Psychiatry—provides resources and informa-
tion for families on many topics (Facts for Families)

http://www.aacap.org
National Network of Partnership Schools—working together for student success 

http://www.csos.jhu.edu/P2000/
U.S. Department of Education—promoting educational excellence for all Americans 

http://www.ed.gov
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ACT. See Action for Children’s Television
Action for Children’s Television (ACT), 

301, 312
ADA. See Americans with Disabilities Act
Adaptation, 6
Adequate yearly progress (AYP), 197
ADHD. See Attention defi cit hyperactivity 

disorder
Administration for Children and 

Families, 349
Administration for Youth and 

Families, 346
Adolescence. See also Children

alcohol and, 375
computer and video game ratings, 326
development of friendship, 274–275
divorce and eff ects on, 84
gender role behavior, 434
identity versus identity diff usion, 39
interethnic families and, 88
mass media and, 306–307, 307
morals and, 254

learning theory and, 411–412
model, 404
neuroscience and, 403
peer groups and, 406
social cognitive theories and, 403–405
sociocultural theories, 406

Aid to Families of Dependent Children 
(AFDC), 108, 354

ALA. See American Library Association
Alcohol abuse, 375

families and, 235–236
Alcoholism, 235
Alternative school, 344
Altruism, 61, 401, 408–418

biological theories on, 410–411
cognitive developmental theories, 413
instruction and, 412
social cognitive theories and, 411
social interactional theories, 413–416
sociocultural theories and, 414–416

American Academy of Adolescent and 
Child Psychiatry (AACAP), 87, 90

American dream, 340
American Library Association (ALA), 

317, 318
American Sign Language, 208
Americans with Disabilities Act (ADA), 

194, 232–233
America’s Children: Key National Indicators 

of Well-Being, 29
AmeriCorps, 362
Anderson, Hans Christian, 48
Anecdotal records, 232
Anger, 237
Antisocial behavior, 281–282, 401. See also 

Aggression
variables contributing to, 408

Apprenticeship
peer groups and, 261
socialization and, 53

Apprenticeship method of socialization, 
65–66

Are You Th ere, God? It’s Me, Margaret 
(Blume), 61

Aries, Philippe, 14

parenting and preventing problem 
behavior, 129

peer activities, 273
peer groups and, 254
percentage of overweight U.S. children 

and adolescents, 199
service system program, 358
sexuality, 310
signifi cance to peers to human develop-

ment, 252–253
“Adopt-a-School,” 344, 345
Adoption, 350, 365
Adults. See also Parents

computer and video game ratings, 326
control, 11
development of friendship, 274
generativity versus self-absorption, 40
involvement with mass media and their 

children, 311–312
leadership styles, 285–286
mediated group interaction, 284–285
peer groups, 284

Advertising, 50
mass media and, 306

Advocacy, 51
child, 352
in the community, 361–365
groups, 362–365
nonparental child care and, 158–159

AFDC. See Aid to Families of Dependent 
Children

Aff ective, 51
Aff ective socialization methods, 52, 52–53
Age

of children and family dynamics, 
129–130

moral development and, 423–424
peer groups and, 256

Aggression, 401, 402–407. See also 
 Antisocial behavior

biological theories of, 402
community and, 406–407
evolution of, 402
genetics and, 402–403
inhibition in young children, 409
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Arpanet. See Internet
Asch, Solomon, 63
Ascribed status, 96, 226
Assertiveness, 224
Assessment

authentic, 242
basic building blocks of school 

 readiness, 242
school readiness and developmentally 

appropriate assessment, 241–242
Assimilation, 172
Association for Childhood Education 

 International (ACEI), 242
Association for Library Services to 

 Children, 315
Associative play, 269
Assumptive reality, 257
Attachment, 52, 53, 136–137

avoidant, 137
disorganized/disoriented, 137
of infants, 251–252
insecure, 164
to mothers, 164
resistant, 137
secure, 137, 251–252

Attention defi cit hyperactivity disorder 
(ADHD), 374, 400, 405

Attitudes, 67, 376–381
development of, 377
infl uences on attitude development, 

377–380
Attributions, 67, 382–388

relationship of motives and, 384
Audio media

children and, 320–322
infl uence on gender-role development, 436

Ausubel, David, 55
Authentic assessment, 242
Authoritarian, 62

adult leadership style, 285
Authoritative, 62

adult leadership style, 285
Authority

attitude toward, 46
divorce and, 82
patterns, 94–95, 102, 103

Autocracy, 116
Autonomous interdependent friendships, 274
Autonomous morality, 264, 417
Autonomy, 38
AYP. See Adequate yearly progress
AYSO, 273

B
Bailey, Susan McGee, 223
Bandura, Albert, 216, 388, 429
Bank Street College, 175

Bannerman, Helen, 379
Barney & Friends, 208
Batman, 59
BBBF. See Better Beginnings, Better 

Futures
BEEP. See Brookline Early Education 

Program
Behavior, 68

adaptive behavior to survive, 25
aggressive, 304
antisocial, 281–282, 401
bioecological model, 400
conditions for reinforcement, 54
consequences, 57
family alcohol abuse and, 235–236
indicators, 29
of infants, 235
measurements of, 232
moral, 421
nonverbal, 193
patterns, 24–25
patterns in culturally diverse families, 

45–47
prosocial, 59–60, 135, 137–139, 401
reciprocal, 411
self-regulation, 68
tempers and, 41

Behaviorism, 127
Belsky, Jay, 164
Bem, Sandra, 428–429
Bereiter, Carl, 173
Bereiter–Engelmann preschool 

program, 174
Better Beginnings, Better Futures 

(BBBF), 360
Beyond Rhetoric: A New American Agenda 

for Children and Families, 352–353
Big Brothers/Big Sisters, 51
Bigner, Jerry, 128
Binuclear family, 86
Bioecological, 16

model of human development, 35, 76
Biological factors, 36

aggression and, 402
altruism and, 410

Biotechnology, 27
Blubber (Blume), 276
Blume, Judy, 61, 276
Bodily-kinesthetic skills, 230
Books, 314–320

infl uences on attitude development, 
379–380

socialization of children, 314–317
Bowlby, John, 163
Boys’ and Girls’ Clubs of America, 347
Boy Scouts of America, 347
Bronfenbrenner, Urie, 16–17, 20, 302

Brookline Early Education Program 
(BEEP), 360

Bruner, Jerome, 57–58
Bullies, 279–281

characteristics, 281
Bullying, 29, 48, 279
Bush, President George W., 189, 193, 

345, 354
Business

community and schools, 210
involvement in nonparental child care, 

169–170
support for families, 170

C
“Cable in the Classroom,” 313
Cable television, 296, 312
Caldecott Medal, 315, 380
CAPTA. See Child Abuse Prevention and 

Treatment Act
Cardiopulmonary resuscitation (CPR), 160
Care, 156. See also Child care; Extended 

day care; Nonparental child care
Caregivers

child protection and, 179–180
collaborative, 178–179
developmentally appropriate, 

178–181
educational credentials, 158

Care moral perspective, 422
Carle, Eric, 316
Casa del Bambini (Montessori), 174
Cass, Julia, 340
CDC. See Centers for Disease Control and 

Prevention
CDF. See Children’s Defense Fund
CDs, 296, 320
Cell phones, 28
Center-based care, 171
Center for Faith-Based and Community 

Initiatives, 193
Center for Media Literacy, 312
Centers for Disease Control and Prevention 

(CDC), 200, 357
Central Park (New York City), 347
CFRP. See Child and Family Resource 

Program
Channel One, 209
Charles, Ray, 194
Charter schools, 190
Chat rooms, 313
Checklists, 232
Child abuse, 144–147

case example, 149
causes and consequences, 147–150

Child Abuse Prevention and Treatment Act 
(CAPTA), 145, 179–180, 360
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Child advocacy, 362
Child and Family Resource Program 

(CFRP), 166
Child care, 48, 92, 168, 364

attachment to mother, 164
center-based care, 171
centers, 159
community and, 350
ecological systems, 163
family day care, 171
in-home care, 171
nonparental. See Nonparental child care
setting, 162
social class, ideology, and, 177
socialization and types of quality child 

care, 171
subsidized, 359
training, 158

Child Care and Development Block 
Grant, 159

Child-care centers, 159
Child nutrition programs, 357
Child nutrition services, 354
Child protection, 179–180

advocating for, 363–365
Child Protection Services, 180
Children. See also Adolescence

achievement motivation, 166
adopted, 91
age and cognitive development, 

129–130
audio media and, 320–322
autonomy, 38
bioecological model of human 

 development, 18
bioecological theory of human 

 development and, 16–17
characteristics that infl uence family 

dynamics, 129
childhood through history, 14
child’s emotional support and divorce 

eff ects, 84
child’s gender and divorce eff ects, 84
in a collective task, 121
computerized video/DVD games, 

326–327
computers and the Internet, 323–325
concept of childhood, 14–15
concerns about books and magazines 

and, 317–320
contemporary ecology and, 27–30
custody arrangement, 81
dependence/independence, 229–230
developing morals and values, 263–265
developmental outcomes, 8
digital media and, 322–327
with a disability, 131, 194

domains of socialization between parent 
and child, 12

doubt, 38
ecological model of risk and resilient 

factors in child maltreatment, 148
ecology of, 3–31
eff ects of change on well-being of, 29
eff ects of divorce and, 83, 83–84
emotional abuse, 146–147
federal assistance programs, 360
gender and family dynamics, 131
guilt, 38–39
health and welfare, 349
identifi cation and assessment of children 

with disabilities, 231–232
imagination of, 316
improving social skills, 278
individual communication style, 

192–193
industry versus inferiority, 39
initiative, 38–39, 40
institutionalization, 364
interaction of ecological systems over 

time, 25–27
labor laws, 14
learning with technology, 197–198, 198
with limited English profi ciency, 

191–192
maltreatment and, 144–145, 149
maternal and child health services, 357
maturation, 8
mental health clinics, 351
microsystem infl uences between parent 

and, 135–141
nonparental child care and social 

 development, 165
obesity and, 199–200
only, 133
orientation toward persons/objects, 229
parenting style diff erences of  mothers 

of competent and incompetent 
 children, 140–141

percentage of overweight U.S. children 
and adolescents, 199

physical abuse, 145
physical development and health, 

302–303
playing, 58, 263, 264
poor children at risk, 234
presence of disability and family 

 dynamics, 131–132
preventing violence in, 203
print media and, 314–320
protection, 11, 350
psychological abuse, 146–147
psychosocial development, 38
readiness to learn, 207

role reversal, 149
school linkages, 205, 206
scolding, 136
screen media and, 299–312
sense of autonomy, 386
separation from mothers, 162
sexual abuse and, 145–146
sexualized, 309
shame, 38
signifi cance and development of play, 

268–270
skills emphasis, 123, 124–125
socialization, change, and challenge, 

12–16
socialization and child development, 

6–12
socialization in an ecological context, 

17–25
socialization with books and magazines, 

314–317
socializing agents, 6
social roles and, 94
society’s goals for socialization, 36–43
with special needs, 193–194
special services for children with special 

needs, 359–360
temperament, 130–131
temper and, 41
variables infl uencing child-care social-

ization outcomes, 167
violence and, 236–237
working together under supervision, 285

Children as Consumers (McNeal), 307
Children’s Defense Fund (CDF), 362
Children’s Internet Protection Act 

(CIPA), 325
Children’s Online Privacy Protection Act 

(COPPA), 325
Children’s Television Act of 1990, 298, 

301, 312
Child Welfare League of America (CWLA), 

346, 362–363
Child welfare services, 358
Chronosystem, 25–27

adaptations to societal change, 196–197
impact of ongoing events, 27
impact of signifi cant historical 

events, 26
infl uences on families, socialization, and 

children, 106–109
infl uences on mass media, 296–297
infl uences on nonparental child care, 

162–166, 167
infl uences on parenting, 126–134
infl uences on school, 196–204, 204

CIPA. See Children’s Internet Protection Act
Civil Rights Act of 1964, 75, 95
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Civil rights movement, 380
Classism, 228
Classroom

activities, 178
children in a learner-directed, 238
contrasts between home and  classroom 

to enable equitable teaching, 
226–227

creating an antibias environment, 381
environment, 216, 382
management, goal structures and social-

ization, 240
promotion of moral growth in, 426
reading together, 259
socialization outcomes, 238–240

Cliques, 262
exclusionary techniques, 279
inclusionary techniques, 279

Club Penguin Times, 323–324
Cognitive conceit, 257
Cognitive development

altruism and, 413
of children and family dynamics, 

129–130
language and, 316
mass media and, 305–308
moral reasoning, 413
nonparental child care and, 166, 167
peer activities and, 272
perspective-taking, 413
reading and, 316
social cognition and, 257–259
socioemotional competence and, 139

Cognitive developmental theory, gender 
roles and, 428

Cognitively oriented, 171
Cognitively oriented curriculum (learner-

directed), 171–173
Cognitive socialization methods, 53, 

60–62
instruction, 60
reasoning, 61–62
setting standards, 60–61

Collaboration
in caregiving, 178–179
peer, 283

Collectivism, 46, 103, 120, 121
parenting and, 120–123

Columbine High School, 201
Commercials, 306
Common Purpose (Schorr), 100–101
Th e Common Sense Book of Baby and Child 

Care (Spock), 127
Communication, 24. See also Mass media

altruism and, 413
of family values and standards, 109
parenting and, 121

style according to heritage, 46–47, 
192–193

Community, 19, 19–20, 50–51, 331–367. 
See also Neighborhoods

aggression and, 406–407
bioecological model of human 

 development, 334
business and schools, 210
child maltreatment and, 149–150
children’s development and, 361
creating caring communities, 352–360
design of, 338–339
economic factors, 339–340
“family-friendly,” 337
family service delivery to, 348
as family support, 142
functions of, 335
increasing urbanization of, 345
infl uence on gender-role 

development, 434
infl uence on socialization, 335–343
infl uences on attitude development, 380
infl uences on development of self-

esteem, 393
interaction with a variety of people, 337
involvement in nonparental child care, 

167–169
as a learning environment, 344–345
media linkages, 312
mesosystem infl uences, 360–361
noise and, 338
opportunities for interaction, 338
parenting and, 142
patterns of interaction, 342
physical factors of, 337–339
play settings, 339, 339
population density and composition, 

337–338
referrals, 347
school linkages, 209–210
services, 352
services and school, 210
shared norms in, 342–343
size of, 342
social and personal factors, 340–343
social diversity in, 342
structure and functions, 334–335
support of single parents, 85
as a support system, 345–352, 352
valued types of social relationships, 

343, 343
volunteerism and advocacy, 361–365

Community ecology, 335
Compassion, 374
Competence, 135
Competition, 19
Competitive goal structure, 239

Computers, 49, 58, 209, 323–325
in school, 197–198

Concrete operations, 173
Conformity, 63, 255–256, 265–266

peaks, 256
Confusion, 237
Contagion, 322
Conventional level, 421
Cooley, Charles Horton, 37
Cooperation, 409
Cooperation board game, 414, 414–415
Cooperative goal structure, 239
Cooperative play, 269
Coordinated School Health Program 

(CSHP), 200
Coping mechanisms

mass media and, 317
religion and, 106

Coping style, 46
COPPA. See Children’s Online Privacy 

Protection Act
Coppola, Francis Ford, 292–293
Corporation for National and Community 

Service, 362
Corporation for Public Broadcasting, 313
Correctional services, 350–351
Counseling, 283, 348
CPR. See Cardiopulmonary resuscitation
Creating mind, 176
Crisis, defi nition of, 203
Crowds, 262
CSHP. See Coordinated School Health 

Program
Cultivation theory, screen media and, 301
Cultural assimilation, 191
Cultural bias, 422
Cultural pluralism, 191, 191
Culture, 23

bias, 422
confl ict, 265
cultural orientation and diversity, 

102–104
defi nition of, 295
developmental tasks and cultural 

 diversity, 42–43
dimensions of cultural frameworks for 

 socialization in caregiving settings, 179
with early responsibility of children, 414
family structure, 78–79
heritage and, 46
immigrants and, 47
infl uence on parenting, 116–117
minority, 103
orientation and socialization diff erences, 

103–104, 424
parenting across diff erent cultures and 

religions, 119–120
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parenting and, 118–125
school and, 188, 191
socialization patterns in the United 

States, 103
teacher–student interaction, 223–227

Curriculum, 171
cognitively oriented, 171–173
minds for future, 176–177
socialization outcomes of  nonparental 

child-care curriculum models, 
171–175

Custody, 81
arrangements and divorce eff ects, 84
single-parent, 85–86

CWLA. See Child Welfare League of 
America

Cyberbullying, 279

D
D’Amato, Senator Alfonse, 276
Daniels Fund, 345
DAP. See Developmentally-appropriate 

practice
Day care, subsidized, 359
Death, religion and, 106
Decision-making, 28
Decisions

future-oriented, 254
present-oriented, 254

Deductive reasoning, 62
Defi ning Issues Test (DIT), 421–422
Democracy, 116
Demographics, 6
Desensitization, 305
Despair, versus integrity, 40
Developmental interaction, 175
Developmental interaction curriculum 

(learner-directed), 175
Developmentally appropriate, 13, 143

hands-on activity, 159
nonparental child care and, 178–180
school readiness and assessment, 

241–242
Developmentally-appropriate practice 

(DAP), 159
Developmental skills, 41–42
Developmental tasks, 42–43
Dewey, John, 127, 196
Diddy, Sean P., 322
Digital generation, 297
Digital media, children and, 322–327
Digital recorder, 296
Direct instruction, 173
Direct instruction curriculum (teacher-

directed), 173–174
Disability, 193–194, 194

benefi ts, 354

family dynamics and, 131–132
identifi cation and assessment of children 

with, 231–232
ideological background for socialization 

of individuals with, 194
inclusion into society, 232–233, 233
parenting a child with, 131
participation of individuals with, 381
teaching and, 231–233

Discipline, 143
from parents, 122–123

Disciplined mind, 176
Displacement theory, screen media 

and, 302
Distrust, 237
DIT. See Defi ning Issues Test
Diversity

changing attitudes about, 381
cultural orientation and, 102–104
developmental tasks and, 42–43
examples, 25
in parenting across diff erent cultures 

and religions, 119–120
school and, 190–195
social class and, 97
socialization patterns in the United 

States, 103
Divorce, 81–89, 134

authority distribution, 82
child custody arrangements and 

eff ects, 84
child’s emotional support and divorce 

eff ects, 84
child’s gender and divorce eff ects, 84
child’s role models and divorce eff ects, 85
custody arrangement, 81
domestic responsibilities and, 82–83
dynamics, 82
eff ect on adolescents, 84
eff ect on children, 83, 83–84
eff ect on family functions, 81–82
emotional support, 83
joint custody, 86
kin custody, 87
single-parent custody, 85–86
socioeconomics, 82
stepfamilies, 88–89

Domestic abuse, intervention model, 236
Domestic responsibilities, divorce and, 

82–83
Domestic violence, 236

supportive strategies for teachers to use 
with children exposed to domestic 
violence, 237

Doubt, 38
Dual-earner families, 91

coping strategies, 93

Dunn, Judy, 133
DVDs, 296, 308, 312
DVRs, 296, 312

E
Earl v. Board of Education of Tecumseh, 

Oklahoma, Public School District, 
199

Early childhood
computer and video game ratings, 326
development of friendship, 274, 274
peer activities, 270, 272
peer groups and, 253
signifi cance to peers to human 

 development, 252
Ecological systems

bioecological model of human 
 development, 18

bioecological theory of human 
 development, 16–17

interaction over time, 25–27
socialization in context, 17–25

Ecology, 6
Economic assistance, 347–348. See also 

Poverty
to families, 353–356

Economic circumstance indicators, 29
Economic Opportunity Act, 161, 196
Economics, 6

divorce and, 82
family and, 80, 108
school and, 188
support of the family, 95

Education. See also Montessori curriculum 
(learner-directed); Schools

developmental skills and, 41–42
divorce and, 82
family and, 80
guided learning, 11, 12
indicators, 29
learning by doing, 57–58, 58
moral development and, 425
policy, 188–189
sex, 266–267
socioeconomic status and, 228
standards-based, 240
teaching social roles, 41

Educational Excellence for All Children 
Act, 196–197

Educational Television (ETV), 313
Education Amendment Act, 190
Education for All Handicapped Children 

Act, 194
Egalitarian family, 79
Egocentrism, 48
EIM. See Extended investment model
Einstein, Albert, 34
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Elder, Glen, 26
Electra complex, 428
Elementary and Secondary Education Act 

of 1965 (ESEA), 192, 196, 240, 354
Elkind, David, 53, 257
E-mail, 313
Emergency preparedness, 203–204
Emile (Rousseau), 238
Emotional abuse, 146–147
Emotional regulation, 203
Emotions

displays of, 121–122, 124
moral development and, 425–426
psychological development and, 255

Empathy, 203, 265, 411
Th e Emperor’s New Clothes (Andersen), 48
Employment. See also Nonparental child care

government and business involvement in 
nonparental child care, 169–170

income, 227–228
maternal, and child well-being, 92, 92
of parents, 161

Empowerment, 109
Engelmann, Siegfried, 173
Environment. See also Classroom; 

 Community; Neighborhoods
hazards to health, 357
park in the city, 347
relationship to natural and social, 24–25

Equality of opportunity, 374
Equilibrium, 172
Equity, school and, 190–195
Erikson, Erik, 37

stages of psychosocial development, 38
ESEA. See Elementary and Secondary 

Education Act of 1965
Ethical mind, 176
Ethnicity, 22–23
ETV. See Educational Television
Exosystems, 21, 22

school, 202
Experience-dependent, 36
Experience-expectant, 36
Exploratory play, 269
Extended day care, 156
Extended family, 78, 78, 225
Extended investment model (EIM), 100
External locus of control, 385
Extinction, 55

F
Facebook, 279, 313, 324
Fairness, 225
Fairy tales, 318
Families, 18

of adopted children, 91
alcohol abuse, 235–236

basic functions, 80
basic structures, 77–79
behavior patterns in culturally diverse 

families, 45–47
bioecological model of human 

 development, 76
business support for families, 170
changing nature of, 345
characteristics, 132
child abuse and, 147–149
chronosystem infl uences on families, 

socialization, and children, 106–109
confi guration, 132–133
defi nition, 77
divorce and, 81–89
dual-earner, 91, 93
ecological model of risk and resilient 

factors in child maltreatment, 148
economic assistance to, 353–356
economic changes, 108
economic support, 95
empowerment, 109
extended investment model of resources 

and socialization, 101
family changes, 93–95
family dynamics and parenting, 

128–134
family stress model of economic hard-

ship and socialization, 101
family ties, 80–81
farm life, 80
federal assistance programs, 360
health care, 356–357
homeless, 355, 355
infl uences on attitude development, 377
infl uences on development of self-

esteem, 391–392
infl uences on gender-role development, 

430–431
interethnic (racial), 87, 87–88
interfaith (religious), 87, 87–88
involvement in learning, 243–244
involvement with school, 206
macrosystem infl uences on families, 

socialization, and children, 95–106
maltreatment and, 147–149
maternal employment and child well-

being, 92, 92
mealtime, 128
media linkages, 313–314
multigenerational, 132–133
nurturance/emotional support, 95
preservation of, 348–349, 364
responsibility for socialization, 44–47
role reversal, 149
same-sex parents, 77, 90–91
school linkages, 205–207, 206, 233

service delivery, 348
size, 132
social support for, 358–359
socioeconomic status and, 96–102, 228
sociopolitical changes and, 107–108
sources of family support, 79
stepfamilies, 88–89
structural changes, 80–93
substance abuse, 234–235
systems, 76–80
technological changes and, 108–109
therapy, 364
transitions, 80–95
unconventional, 89–91
of unmarried parents, 89–90
violence and children, 236–237

Family and Medical Leave Act 
(FMLA), 157

Family and social environment indicators, 29
Family day-care homes, 160, 171
Family of orientation, 77
Family of procreation, 77
Family Preservation and Support Services 

Program (FPSSP), 348
Family stress model (FSM), 100
Family Support Act, 349
Family Violence Prevention and Services 

Program, 360
Fantasy, 317–318
FAS. See Fetal alcohol syndrome
Fathers, 94, 109. See also Parenting

infl uence on gender-role 
development, 431

physical abuse to children by, 145
FCC. See Federal Communications 

 Commission
FDA. See U.S. Food and Drug 

 Administration
Fear, 237
Federal Communications Commission 

(FCC), 295, 298
Federal Interagency Forum on Child and 

Family Statistics (FIFCFS), 29, 81
Federal Trade Commission (FTC), 

298, 325
Feedback, 56–57
Feelings, mass media and, 317
Fetal alcohol syndrome (FAS), 235
Field-dependent learning, 229–230
FIFCFS. See Federal Interagency Forum on 

Child and Family Statistics
Fingerprints, 350
Fixation, 127
FMLA. See Family and Medical Leave Act
Foresman and Company, 318–319
Formal network, 79
Formal operations, 173
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Foster care, 350, 359–360, 364
FPSSP. See Family Preservation and 

 Support Services Program
Freud, Sigmund, 127, 175
Friendship, 380

development of, 273–275
FSM. See Family stress model
FTC. See Federal Trade Commission

G
“Th e Game of Life,” 66
Games, 66, 264, 411, 414, 414–415

computer and video game ratings, 326
computerized video/DVD for children, 

326–327
development and, 272–273
negative infl uences, 327
positive infl uences, 327
video, 325

Gangs, 281–282, 351
ecological forces in formation of, 282

Garbarino, James, 18
Gardner, Howard, 230, 230–231
Gardner’s multiple intelligences, 230
Gemeinschaft groups, 102–103, 343
Gender roles, 68, 266, 427–436

bias, 422–423
cognitive developmental theory and, 428
development of, 427–429
family dynamics and, 131
gender schema theory and, 428–429
infl uences on development, 429–436
psychoanalytic theory, 427–428
school and, 190
sex typing, 427
social cognitive theory and, 428
stereotyping and, 319, 428
teacher–student interaction and, 222
theories of development, 430

Gender schema theory, 428–429
Generativity, 40
Genes, 8–11

active genotype-environment 
 interaction, 9, 10

aggression and, 402–403
evocative genotype-environment 

 interaction, 9, 10
passive genotype-environment 

 interaction, 9
Genetic engineering, 27
Genotype, 8
Gesell, Arnold, 128
Gesellschaft, 103, 343
Giant Steps, 272
Gilkeson, Elizabeth, 175
Gilligan, Carol, 422
Girl Scouts of America, 347

Globalism, 28
Goals

classroom management, socialization, 
and, 240

competitive structure, 239
cooperative structure, 239
individualized structure, 239

Golding, William, 280
Goode, William, 96–97
Goodlad, John, 47, 187
Goodness-of-fi t, 130
Goodnight Moon (Brown), 315
“Good Start, Grow Smart” Initiative, 161
Government, involvement in nonparental 

child care, 169–170
Grandparents, 87

custody of children, 87
Great Depression, impact of, 26
Group ownership, 225
Group participation, 11, 12

acceptance by the group, 63
attraction to the group, 63
type of group, 63

Group pressure, 63, 63
Guidance, 143

from parents, 122–123
Guided learning, 11, 12, 226
Guilt, 38–39, 122, 237

H
Haley, Gail E., 315
Hall, Edward T., 23–24
Hall, Stanley, 127
Handicap, 193–194
Handicapism, 194
Hands-on activity, 159
Harry Potter (Rowling), 318
Harter, Susan, 37, 67
Harvard Preschool Project, 139
Havighurst, Robert, 42
Head Start, 79, 161, 166, 167, 345, 354, 

359, 360
Health and safety, 198–204
Health care, 356–357

indicators, 29
Helplessness (Seligman), 386
Heritage, behavior patterns, 45
Heteronomous morality, 264, 417
High-context macrosystem, 24, 24
Highly qualifi ed teachers (HQT), 240, 241
High/Scope Educational Research 

 Foundation, 171–173
High/Scope Perry Preschool Project, 170
Hip-hop music, 322
Historical trends, of parenting, 126–128

in the early twentieth century, 127
in the eighteenth century, 126–127

in the late twentieth century, 128
in the middle twentieth century, 127
in the nineteenth century, 127

HOME. See Home Observation for the 
Measurement of the Environment

Home, contrasts between home and class-
room to enable equitable teaching, 
226–227

Home-based school, 190
Homeless families, 355, 355
Home Observation for the Measurement of 

the Environment (HOME), 141
Home schooling, 344
Homosexuality, 90
HQT. See Highly qualifi ed teachers
Human development

bioecological models, 35, 76, 156, 186, 
217, 251, 294, 334, 373, 400

bioecological theory, 16–17
ecological model of, 115
signifi cance of peers to human develop-

ment, 250–255
Humanism, 126
Humility, 225
Hurricane Katrina, 335, 340, 353
Husbands, 94

I
Id, 410
IDEA. See Individuals with Disabilities 

Education Act
Identity

confusion, 258–259
versus identity diff usion, 39
religion and, 106

Ideology, 177
ideological background for socialization 

of individuals with a disability, 194
nonparental child-care and socialization 

practices, 177
religion and, 105–106
social class, ideology, and child care, 177

IEP. See Individualized education program
IFSP. See Individualized family service plan
IM. See Instant messaging
Imaginary audience, 258
Imagination, 316
Imitative play, 269
Immigrants, 47

foreign policies, 107–108
immigration policies, 107

Impairment, 193–194
INA. See International Nanny Association
Incest, 146
Inclusion, 195
Income, 227–228
Income tax, deductions, 359
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Individualism, 46, 103, 120
parenting and, 123–125

Individualized education program (IEP), 
195, 231

Individualized family service plan (IFSP), 
231–232

Individualized goal structure, 239
Individuals with Disabilities Education Act 

(IDEA), 194–195, 231, 381
least restricted environment (LRE), 195
nondiscriminatory evaluations, 195

Inductive reasoning, 62
Infant Care, 127
Infants

peer activities, 270
peer groups and, 253
prenatal substance exposure and, 235
sense of belonging, 251–252, 252

Information processing theory, 405, 405
Information technology (IT), 27–28, 28, 50
In-home care, 160, 171
Initiative, 38–39, 40
Inside Picture Books (Spitz), 315
Instant messaging (IM), 313
Institutionalization, 364
Instruction

altruism and, 412
infl uences on attitude development, 378

Integrity, versus despair, 40
Intelligence, moral development and, 425
Intentional socialization, 11–12
Interactive factors, 36
Interactive media, infl uence on gender-role 

development, 436
Interethnic (racial) families, 87, 87–88
Interfaith (religious) families, 87, 87–88
Internalization, 7
Internal locus of control, 385
International Nanny Association (INA), 160
Internet, 280

children and, 323–325
children “surfi ng,” 325

Internet service providers (ISPs), 280–281
Interpersonal relationships, 102, 103, 231
Interventions, domestic abuse model, 236
In the Night Kitchen (Sendak), 379
Intimacy, 39–40
Intrapersonal relationships, 231
IQ, 99, 141, 164, 166, 174, 177, 384
Isolation, 39–40
ISPs. See Internet service providers
IT. See Information technology

J
Th e Jackie Robinson Story, 379
Jacklin, Carol, 429
Jihan vs. McWorld (Barber), 28

Job Opportunities and Basic Skills Training 
(JOBS) Program, 349

JOBS. See Job Opportunities and Basic 
Skills Training Program

Johnson, President Lyndon, 161, 345
Joint custody, 86
Judaism, 106
Judgment, 423
Justice, 374
Justice moral perspective, 422

K
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Keeping Children and Families Safe Act of 

2003, 180
KFF. See Kaiser Family Foundation
Kidnapping, 350
Kids in Disasters Well-Being, 353
Kin custody, 87
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Th e King’s Speech, 379
Kinship care, 364
Knowledge, 374
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Kohlberg, Lawrence, 413, 418, 421
Kohn, Melvin, 118
Kozol, Jonathan, 234

L
Laissez-faire, 218, 219

adult leadership style, 285
Language, 7, 65

cognitive development and, 316
school and, 191–192

Language Acquisition State Formula Grant 
Program, 192

Lasker, Joe, 316
Latchkey children, 169
LEA. See Local educational agency
Leaders

adult styles, 285–286
socialization eff ects of styles, 286
teachers as, 218–220

Leaf, Munro, 380
Learn and Serve America, 362
Learned helplessness, 234, 337
Learned-helpless orientation, 386–387
Learned Optimism (Seligman), 386
Learner-directed curriculum, 171, 175, 

238, 239
versus teacher-directed curriculum, 172

Learning
child readiness, 207
collaboration, 241
community and, 344–345
diff erences in, 139
by doing, 57–58, 58, 412

family involvement in, 243–244
fi eld-dependent, 229–230
by observation and by being ptient, 225
philosophies of, 237–238
styles, 205, 228–229
teacher characteristics and student 

learning, 218
teacher-directed, 238
technology and, 197–198, 198
theory, 403–404
values for, 230–231

Learning theory, altruism and, 411–412
Least restricted environment (LRE), 195
Leave No Child Behind (Comer), 233
Legislation

Aid to Families of Dependent 
Children, 108

Americans with Disabilities Act, 194
Child Abuse Prevention and Treatment 

Act (CAPTA), 145, 179–180, 360
child labor laws, 14
Children’s Internet Protection Act 

(CIPA), 325
Children’s Online Pravacy Protection 

Act (COPPA), 325
Children’s Television Act of 1990, 298, 

301, 312
Civil Rights Act of 1964, 75, 95
Economic Opportunity Act, 161, 196
Educational Excellence for All Children 

Act, 196–197
Education Amendment Act, 190
Education for All Handicapped 

 Children Act, 194
Elementary and Secondary Education 

Act of 1965 (ESEA), 192, 196, 
240, 354

Family and Medical Leave Act 
(FMLA), 157

Family Support Act, 349
Fourteenth Amendment of the U.S. 

Constitution, 145
Individuals with Disabilities Education 

Act (IDEA), 194–195, 231, 381
Keeping Children and Families Safe Act 

of 2003, 180
National and Community Service Trust 

Act of 1993, 344
No Child Left Behind Act (NCLBA), 

13, 28, 161, 188, 190, 192, 195, 
240, 345

Personal Responsibility and Work 
 Reconciliation Act of 1996, 349

PL 99-457, 231
Safe and Drug-Free Schools and 

 Community Act (SDFSCA), 198
Safety and Health Act of 2007, 353
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Social Security Act of 1935, 349, 354
Temporary Assistance for Needy 

 Families (TANF), 99, 161
Uniform Parentage Act of 2002, 86
Voting Rights Act, 223

LEP. See Limited English profi ciency
Limited English profi ciency (LEP), 191–1921
Linguistic skills, 230
Literacy, 314
Little League, 273
Local educational agency (LEA), 240–241
Locke, John, 104, 126
Locus of control, 382, 385, 385–386

measuring, 386
Logical consequence, 56
Logical-mathematical skills, 230
Loneliness, 237
Lord of the Flies (Golding), 280. See also 

Peer groups
Love, 109, 374
Low-context macrosystem, 24, 24
LRE. See Least restricted environment
Lying, 417
Lyrics, 321

M
Ma, Yo-Yo, 154–155
Maccoby, Eleanor, 429
Macrosystems, 22–25, 23. See also Religion

adaptive behavior to survive, 25
diverse, 23–24
high-context, 24, 24
infl uences on mass media, 297–299
infl uences on nonparental child care, 

160–261
infl uences on school, 187–195, 204
infl uences on the peer group, 263–268
low-context, 24, 24
patterns of behavior, 24–25
teacher infl uences on, 237–242
worldviews, 24

Magazines, 314–320
socialization of children, 314–317

Magnet school, 189
Maltreatment

causes and consequences of, 147–150
of children, 144–145
ecological model of risk and resilient 

factors in child maltreatment, 148
Mann, Horace, 93–94
Marconi, Guglielmo, 20
Marriage

child’s role models and divorce eff ects, 85
defi nition of, 89
quality of, 134
remarriage, 81, 88–89
same-sex, 77

Mass media, 20, 49–50, 291–319. See also 
Communication

achievement and, 305–308
bioecological model of human 

 development, 294
children and audio media, 320–322
children and digital media, 322–327
children and print media, 314–320
children and screen media, 299–312
chronosystem infl uences on, 296–297
cognitive development and, 305–308
commercials, 306
community linkages, 312
defi nition of, 294
efect on academic achievement, 308
family linkages, 313–314
infl uence on gender-role development, 

435–436
infl uences on attitude development, 379
infl uences on development of self-

esteem, 393
macrosystem infl uences on, 297–299
marketing products to children, 306
mesosystem infl uences on screen media, 

312–314
moral development and values, 308–310
parents viewing television with their 

children, 311
peer group linkages, 313
psychosocial development and, 316–317
public interest groups, 312
school linkages, 313
sexual references and, 309
understanding, 294–296
violence and, 305, 318

Mastery motivation, 67, 382
Mastery-oriented attribution, 386
Matriarchal family, 78
Maturation, 8, 178
McClelland, David, 383
McLuhan, Marshall, 291, 295, 323
McNeal, James, 307
Mead, George Herbert, 7, 37
Meals on Wheels, 51
Media messages, 310
Media–school linkages, 208–209
Mediation, 203
Medicaid, 357
Melting pot, 191
Mental health clinics, 351
Mesosystems, 20, 21

infl uence of the community, 360–361
infl uences between parent and others, 

141–142
infl uences on nonparental child care, 

167–170
infl uences on peer groups, 283–287

infl uences on school, 204–211
infl uences on screen media, 312–314
infl uences on teaching, 243, 243–244
school, 202

Microsystems, 18–20, 19
community, 19, 19–20
family, 18
media, 20
peer group, 19
school, 19, 203

Middle childhood
development of friendship, 274
peer activities, 272–273
peer groups and, 253–254
signifi cance to peers to human 

 development, 252–253
Milgram, Stanley, 20
Mindset!: Reset Your Th inking and See the 

Future (Naisbit), 28
Minds for future curriculum, 176–177
Mintz, Steven, 14
Mischel, Walter, 429
Mister Rogers’ Neighborhood, 59, 412
Mistrust versus trust, 37–38
Model-building play, 269
Modeling, 58–60

bioecological, of human development, 18
infl uences on attitude development, 

377–378
peer groups and, 260, 260

Models
of aggression, 404
bioecological model of human 

 development, 156, 186
child’s role models, 85
Comer, 233–234
domestic abuse intervention model, 236
ecological model of human 

 development, 115
family model of economic hardship and 

socialization, 101
family model of resources and 

 socialization, 101
family stress model, 100
gender-role, 435
of human development, 35, 76
social causation theoretical model of 

socioeconomic status, 100–102
socialization outcomes of  nonparental 

child-care curriculum models, 
171–175

social selection theoretical model of 
socioeconomic status, 100

teachers, 218–220
Moderation, 123
Modern society, 96
Modesty, 123
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Momentary playmateship, 274
Montessori, Dr. Maria, 174–175
Montessori curriculum (learner-directed), 

174–175
Moral behavior, 421
Morality of constraint, 264
Morality of cooperation, 264
Moral reasoning, 413, 421
Morals, 68, 416–426

adolescents and, 254
developing, 263–265
development, 417–426
infl uences on moral development, 

423–426
Kohlberg’s theory, 418, 421
mass media and, 308–310
Piaget’s theory, 417–419
rules as a component, 264
stages of development, 419
types of, 264–265
types of moral judgments, 420
views on Kohlberg’s theory, 421–423

Mother–child interaction, 53
Mothers. See also Parenting; Women

child’s attachment to, 164
infl uence on gender-role development, 431
maternal employment, and child well-

being, 92, 92
parenting style diff erences of competent 

and incompetent children, 140–141
response to child, 143
separation from, 162

Mothers Can Do Anything (Lasker), 316
Motivation theory, 382–388

intrinsic and extrinsic, 383
screen media and, 302

Motives, 67
child’s achievement motivation, 166
for learning, 175
relationship of attributions and, 384

Movies, 299–312
infl uences on attitude development, 379
parental guidelines, 300

MP3 players, 296, 313, 320
MTV, 322
Multimedia, infl uence on gender-role devel-

opment, 436
Murdock, George, 77
Music, 194, 231, 320–322

hip-hop, 322
style, 321

MySpace, 279, 313

N
Nader, Ralph, 332–333
NAEH. See National Alliance to End 

Homelessness

NAEP. See National Assessment of 
 Educational Progress

NAEYC. See National Association for the 
Education of Young Children

NAFCC. See National Association 
for  Family Day Care (National 
 Association for Family Child Care)

Naisbitt, John, 28
Nannies, 160
NASBE. See National Association of State 

Boards of Education
National Academy of Sciences, 200
National Alliance to End Homelessness 

(NAEH), 355
National and Community Service Trust 

Act of 1993, 344
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National Association for Family Day Care 

(National Association for Family 
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224, 242, 302

accreditation system, 159
conceptual framework of early 

 childhood program standards for 
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Education (NASBE), 200

National Center for Education Statistics 
(NCES), 192, 223
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Neglect, 359
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(NCC), 352
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(NCPT), 363

National Day-Care Study, 157
National Education Association 

(NEA), 202
National Education Television (NET), 313
National Gang Center (NGC), 281–282
National Institute of Child Health and 

 Development (NICHD) Study of 
Early Child Care, 92, 157

National Institute on Media and the 
 Family, 327

Nationalism, 28, 116
National Recreation Association, 347
National School Breakfast Program, 354
National School Goals 2000, 344
National School Lunch Program, 354
National Television Violence Study 

(NTVS), 304

A Nation at Risk: Th e Imperative for 
 Educational Reform, 196

Naturalistic ability, 231
NCC. See National Commission on 

 Children
NCES. See National Center for Education 

Statistics
NCLBA. See No Child Left Behind Act
NCPT. See National Congress of Parents 

and Teachers
NEA. See National Education Association
Negative reinforcement, 54
Neglect, 145
Neighborhoods, 51, 228, 284, 336. See also 

Community
examples of, 341–342
family center, 361, 361

NET. See National Education Television
Neuroscience, 403
Newbery Medal, 317
NGC. See National Gang Center
NICHD. See National Institute of Child 

Health and Development Study of 
Early Child Care

Nintendo, 326
Nobel Prize, in physics (1909), 20
No Child Left Behind Act (NCLBA), 

13, 28, 161, 188, 190, 192, 195, 
240, 345

Noise, 338
Nonparental child care, 153–181

advocacy, accreditation, and quality 
child care standards, 158–160

bioecological model of human 
 development, 156

chronosystem infl uences on, 162–166, 167
components of optimal quality care, 

157–158
curricula, 176–177
developmentally appropriate caregiving, 

178–180
dimensions of cultural frameworks 

for socialization in caregiving 
 settings, 179

educational credentials of caregivers, 158
government and business involvement 

in, 169–170
macrosystem infl uences on, 160–162
mesosystem infl uences on, 167–170
overview, 156–157
social class, ideology, and child care, 177
socialization and, 171–177
socialization outcomes of  nonparental 

child-care curriculum models, 
171–175

training, 158
types of quality of, 171–177
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variables infl uencing child-care 
 socialization outcomes, 167

Nonverbal behavior, 193
Norms, 103
NTVS. See National Television Violence 

Study
Nuclear family, 77, 78
Nursery school, 161
Nurturance/emotional support

divorce and, 82
family and, 80, 95

Nutrition, services for children, 354

O
Obesity, 199–200, 276

percentage of overweight U.S. children 
and adolescents, 199

Observational method, socialization 
and, 53

Observational socialization methods, 
58–60

Occupation
in bureaucratic jobs, 118
parental, 118

Oedipus complex, 428
Offi  ce of Community Services, 346
Offi  ce of Safe and Drug-Free Schools 

 (OSDFS), 202
One-way assistance, 274
Onlooker play, 268
Operant, 53
Operant method, socialization and, 53
Operant socialization methods, 53–58
Operational defi nition, 100
OSDFS. See Offi  ce of Safe and Drug-Free 

Schools

P
Parallel play, 269, 269
Parent–child relationship, 118, 120
Parenting, 113–151. See also Fathers; 

 Mothers
ability to cope with stress, 134
across diff erent cultures and religions, 

119–120
altruism and, 413–414
appropriate practices, 142–143, 144
attachment, 136–137
authoritarian parent, 136, 138
authoritative parent, 136, 138
authority role, 120, 123
bioecological infl uences on styles, 141
bioecological model of human 

 development, 115
child-centered approach, 128
a child with a disability, 131
chronosystem infl uences on, 126–134

coaches and, 142
collective versus individualistic 

 parenting orientations, 125
community and, 142
competitive/independent (individualist) 

orientation, 123–125
cooperative/interdependent (collective) 

orientation, 120–123
culture and religion, 118–125
developmental appropriateness, 143
dimensions of styles, 135
discipline/guidance, 122–123
family dynamics and, 128–134
guidance and discipline, 143, 144
historical trends, 126–128
inappropriate parenting practices, 

144–150
infl uence of culture on, 116–117
macrosystem infl uences on, 116–125
mesosystem infl uences between parent 

and others, 141–142
microsystem infl uences between parent 

and child, 135–141
overview, 115–116
parental occupation, 118
parent-centered approach, 128
permission parent, 136, 138
political ideology and, 116–117
practices for self-regulation, 401
relationship of styles to children’s 

 behavior, 138
relationships, 120–121, 123–124
school and, 142
socialization, 141
socioeconomic status and, 117–118
socioemotional and cognitive 

 competence, 139
styles, 135–136, 135–142
things not to do, 146
uninvolved, 138
viewing television with their children, 311

Parents. See also Adults
authoritarian, 255
authoritative, 62, 254
custody arrangement of children, 81
domains of socialization between parent 

and child, 12
education of, 364
employability, 161
guidelines for television and movies, 300
of high socioeconomic status, 117
infl uences on development of self-

esteem, 392
interfaith, 87
joint custody, 86
kin custody, 87
life stage of, 133

of low socioeconomic status, 117
marital quality, 134
motivating a child, 13
versus peer infl uence, 254–255
permissive, 255
role reversal, 149
single-parent custody, 85–86
substitute, 233
supervising children, 205
support groups for, 364
unmarried, 89–90

Parents Without Partners, 51
Park, Linda Sue, 317
Parks, 347
Patriarchal family, 78
PBS. See Public Broadcasting System
PBS Kids, 198
Peer groups, 19, 48–49, 247–289

acceptance/neglect/rejection by peers, 
275, 275–276

adult-structured, 284
age and, 256
aggression and, 406
bioecological model of human 

 development, 251
chronosystem infl uences on, 268–273
collaboration, 283
conformity, 265–266
developing morals and values, 263–265
dynamics and social hierarchies, 

278–283
gender roles, 266
getting along with others, 263
inclusion and exclusion, 278–279
infl uence on gender-role development, 

432, 432–433
infl uences on attitude development, 379
infl uences on development of 

 self-esteem, 392–393
interaction, 273–277
learning appropriate sociocultural roles, 

265–267
macrosystem infl uences on, 263–268
media linkages, 313
mesosystem infl uences on, 283–287
novice versus expert, 229
parents versus peer infl uence, 254–255
peer sociotherapy, 276–277
personal values and, 256–257
power, pecking order, and 

punishment, 262
prosocial behavior and, 283
relationships, 225
school linkages, 208
signifi cance of peers to human 

 development, 250–255
situation and, 256
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as a socializing agent, 49, 250–263
socializing mechanisms, 259–262
as a support group, 49
telling secrets, 267
tutoring, 231
validation, 267–268, 277

Peers, defi nition of, 250
Perception, 217
Performance, 384
Permissive, 62
Perry Preschool Project, 169
Personal agency, 388
Personal identity, 11
Personality, focus on individual, 225
Personal network, 79
Personal Responsibility and Work 

 Reconciliation Act of 1996, 349
Perspective-taking, 413
Pestalozzi, Johann, 127
Physical abuse, 145, 145, 180
Physical environment and safety  

indicators, 29
Piaget, Jean, 57–58, 128, 172, 196, 

417–419
PL 99-457, 231
Plato, 238
Play, 263, 264

associative, 269
cooperative, 269
exploratory, 269
imaginative, 303
imitative, 269
model-building, 269
onlooker, 268
parallel, 269, 269
in peril, 271
pretend, 270
rough-and-tumble, 270
signifi cance and development of, 

268–270
solitary, 268
superhero/heroine, 270
testing, 269

Playground, 339, 339
Playground and Recreation Association of 

America, 347
Pledge of Allegiance, 193
Political ideology, 116–117, 160

school and, 188
Pollock, Linda, 14
Population

density and composition, 
337–338

increasing, 345
Pornography, 325
Positive peer culture (PPC), 283

Positive reinforcement, 53–54, 54
Possessions, 227
Postconventional level, 421
Posttraumatic stress disorder (PTSD), 374
Poverty, 340. See also Economic assistance
Powerlessness, 237
PPC. See Positive peer culture
Practical Information on Crisis Planning: 

A Guide for Schools and  
Communities, 203

Preadolescent, peer activities, 272–273
Precious, 379
Preconventional level, 421
Pregnancy, alcohol consumption during, 

235
Prejudice, 376

development of, 378
Prenatal substance exposure, 234
Preoperational, 172
Preschool programs, nonparental child care 

and, 166
Present-time orientation, 226
Pretend play, 270
Preventive services, 346–347
Principles of right and wrong, 225
Print media

children and, 314–320
infl uence on gender-role 

development, 436
Prisoner’s Dilemma, 411
Prosocial behavior, 59–60, 135, 137–139, 

283, 401, 408–418
cooperation, 409
empathy, 203, 265, 411
fostering in young children, 415
variables contributing to, 416

Protection, 11, 12
Protective services, 349–350
Protestant ethic, 105
Psychological abuse, 146–147
Psychological development, emotions 

and, 25
eff ect of screen media on, 303
peer activities and, 272

Psychosocial development
with books and literature, 316–317
stages, 38

PTSD. See Posttraumatic stress disorder
Public agencies, 345–346
Public Broadcasting System (PBS), 208, 

312, 313
Public interest groups, 312
Punishment, 55–56

infl uences on attitude development, 
378–379

peer groups and, 261

Q
Queen Bees and Wannabes (Wiseman), 279

R
Th e Rabbit’s Wedding (Williams), 379
Rappers, 322
Rating scales, 232
Rationalism, 225
Reach Out and Read program, 315
Th e Read-Aloud Handbook (Trelease), 315
Reading

aloud to children, 316
cognitive development and, 316
comprehension, 315

Reality, 317–318
Reality testing, 258
Reasoning, 61–62, 418–419

as a socializing mechanism, 62
Reciprocity, 11, 12
Recording devices, 312
Red Cross, 335, 347
Referrals, 347
Rehabilitative services, 346, 350
Reinforcement, 53–54

behavioral consequences, 57
conditions, 54
infl uences on attitude development, 

378–379
peer groups and, 259

Rejection, by peers, 275, 275–276
Relationships

basic social, 343
intimate, mutually shared, 274
valued types of, 343

Religion, 104–106. See also Macrosystems
coping mechanisms, 106
death and, 106
divine ideology, 105–106
identity and, 106
major faith traditions in the United 

States, 105
parenting across diff erent cultures and 

religions, 119–120
parenting and, 116, 118–125
religious orientation and socialization 

diff erences, 104–106
school and, 188–189, 193

Reproduction, 80
family changes and, 93

Republic (Plato), 238
Resilience, 233–237
Respect, 226
Respectful mind, 176
Ride, Sally, 398–399
Risk, 233–237

poor children and, 234
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Rites of passage, 65
Rituals, 64
Rock concert, 321
Rogers, Carl, 196
Role models, 262

mass media and, 316
Role-playing, 165
Rotter, Julian, 385
Rough-and-tumble play, 270
Rousseau, Jean Jacques, 104, 126–127, 238
Routines, 64, 65
Rowling, J. K., 318
Royal family, 78
Rules, as a moral component, 264

S
Safe and Drug-Free Schools and 

 Community Act (SDFSCA), 198
Safety and Health Act of 2007, 353
Same-sex parents, 77, 90–91

infl uence on gender-role 
development, 431

Santana, Carlos, 184–185
Satellite dishes, 296, 312
Savage Inequalities (Kozol), 234
Schindler’s List, 379
Schooling

goals in the United States, 187
home, 344

Schools, 19, 183–211. See also Education
adaptations to societal change, 196–197
alternative, 344
basic building blocks of school readi-

ness, 242
bioecological model of human develop-

ment, 186
business and, 210
charter, 190
child linkages, 205
choice, 189–190
chronosystem infl uences on, 196–204
classroom management, 47–48
classroom size, 209–210
community linkages, 209–210
computers and, 197–198, 198, 209
culture and, 188, 191
diversity and equity, 190–195
educational philosophy, 47
exosystems, 202
family linkages, 205–207, 233
function as a socializing agent, 186–187
gender and, 190
health and safety, 198–204
home-based, 190
infl uence on gender-role development, 

433–434

infl uences on attitude development, 380
infl uences on development of 

 self-esteem, 392
involvement in nonparental child care, 

167–169
involvement with families, 206
language and, 191–192
macrosystem infl uences on, 187–195
magnet school, 189
media linkages, 208–209, 313
mesosystem infl uences on, 202, 

204–211
microsystem, 203
parenting and, 142
peer group linkages, 208
religion and, 188–189, 193
science/technology and, 189
size, 209
substance use/abuse, 198–199
technology and, 197–198, 198

School voucher, 189–190
Schorr, Lisbeth, 100–101
Science, school and, 189
Screen media

children and, 299–312
cultivation theory and, 301
displacement theory and, 302
eff ect on children’s physical 

 development and health, 302–303
eff ect on psychological development and 

behavior, 303
infl uence on gender-role 

development, 435
mesosystem infl uences on, 312–314
motivation theory and, 302
social cognitive theory and, 301
socialization outcomes and, 302–310
socioemotional development and, 302

SDFSCA. See Safe and Drug-Free Schools 
and Community Act

Secrets, 267
Selective attention, 311
Self-concept, 36–37

psychosocial infl uences on development 
of, 37

signifi cance to peers to human 
 development, 252–253

Self-control, moral development and, 424
Self-effi  cacy, 58, 388, 389
Self-esteem, 36, 67, 388–390, 390

infl uences on development of, 391–393
level of inventory, 391
moral development and, 424
socialization and, 388–393

Self-regulation, 40–41, 68, 137–139, 400
behavior and, 400–416

bioecological model, 400
parenting practices for, 401

Seligman, Martin, 386
Sendak, Maurice, 315, 317, 379
Senescence, integrity versus despair, 40
Senior citizens, 349
Senior Corps, 362
Sensitivity, teacher, 224
Sensorimotor, 172
SES. See Socioeconomic status
Sesame Street, 412
Seven Blind Mice (Young), 380
Seventeen, 319–320
Sex, 26
Sex discrimination, 190
Sex education, 266–267
Sex typing, 427
Sexual abuse, 145–146
Sexuality, from mass media, 310
Sexual references, mass media and, 309
Shame, 38, 122, 237
Shaping, 54
Sharing, 225
Sherif, Mustav, 15
Siblings, 45
Sibling sex constellation, 431
Simmons, Russell, 322
Simon Says, 272
Single parents, 85–86

community support, 85
A Single Shard (Park), 317
Skeel, Harold, 163–164
Skinner, B. F., 15, 173–174, 196
Smetana, Judith, 423–424
Social capital, 50
Social cognition, 257

cognitive development and, 257–259
in the concrete operational stage, 257
in the formal operational stage, 

257–258
in the preoperational stage, 257

Social cognitive theories
aggression and, 403–405
altruism and, 411
gender roles and, 428
information processing theory, 405, 405
learning theory, 403–404
screen media and, 301

Social competence, 255
Social conformity, 255–256
Social conventional rules, 418
Social development, nonparental child care 

and, 165
Social identity, 11
Social interactional theories, 413–416

moral development and, 425
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Socialization, 6
adaptation, 15–16
agents, 43–51, 44
aims, 36–43
in an ecological context, 17–25
attitudes, 376–381
bioecological model of human 

 development, 35
with books and magazines, 314–317
change and challenge, 12–16
child development and, 6–12
classroom contexts and outcomes, 

238–240
classroom management, goal structures, 

and, 240
contrasts between home and  classroom 

to enable equitable teaching, 
226–227

description, 6–12
dimensions of cultural frameworks in 

caregiving settings, 179
domains between parent and child, 12
eff ects of leadership styles, 286
emotional and cognitive outcomes, 

371–396
group participation, 11, 12
infl uence of community on, 335–343
infl uences, xv–xvi
intentional, 11–12, 15
methods, 52, 52–66
motives and attributions, 382–388
nonparental child care and, 171–177
nonparental child-care ideologies 

and, 177
outcomes, 48, 67–68
outcomes of nonparental child-care 

 curriculum models, 171–175
processes, 35–36
processes and outcomes, 43
as a reciprocal dynamic process, 7–8
school–child linkages, 205
school–family linkages, 205–207
school’s function as socializing agent, 

186–187
screen media and, 302–310
self-esteem and, 388–393
skills for life, 66
social and behavioral outcomes, 

397–438
social competence, 238–239
societal versus individual 

 responsibilities, 27
teacher’s role as a socializing agent, 

216–218
temperament and, 10
types of quality child care, 171
unintentional, 11–12

as a unique human process, 7
values, 373–376
variables, 16
variables infl uencing child-care 

 socialization outcomes, 167
Socialization sketches

Coppola, Francis Ford, 292–293
Einstein, Albert, 34
Kennedy, John Fitzgerald, 74–785
King, Martin Luther, Jr., 372
Ma, Yo-Yo, 154–155
Nader, Ralph, 332–333
Ride, Sally, 398–399
Santana, Carlos, 184–185
Spock, Dr. Benjamin, 114
Tan, Amy, 214–215
Winfrey, Oprah, 4–5
Wooden, John, 248–249

Social networking websites, 313, 324–325
Social relationships

basic, 343
valued types of, 343

Social roles, 41, 227
assignment, 94
divorce and, 82
family and, 80

Social Security, survivor or disability 
 benefi ts, 354

Social Security Act of 1935, 349, 354
Social selection perspective, 100
Social service, 160–161
Social support, 267, 358–359
Sociocentrism, 61–62
Sociocultural factors, 36

peer activities and, 272–273
Sociocultural method, socialization and, 53
Sociocultural roles, learning appropriate, 

265–267
Sociocultural socialization methods, 62–65

group pressure, 63, 63
rituals and routines, 64–65
symbols, 65
tradition, 64

Sociocultural theories
aggression and, 406
altruism and, 414–416

Socioeconomic status (SES), 96–102
in the community, 339–340
extended investment model of resources 

and socialization, 101
family stress model of economic 

 hardship and socialization, 101
gangs and, 282
higher class, 117
lower class, 98, 99, 117
middle class, 98, 98–99, 117
parenting and, 117–118

responsibilities and, 99
social causation theoretical model of, 

100–102
social class, ideology, and child care, 177
social class and diversity, 97
social class descriptions, 98
social class membership, 99
social class socialization theories, 100
social class structure in the United 

States, 97
social networking websites and, 

324–325
social selection theoretical model 

of, 100
teaching and, 227–228
underclass, 98, 99
upper class, 97–98, 98

Socioemotional development, screen media 
and, 302

Sociometry, 276
Sociotherapy, 277
Socrates, 237–238
Socratic method, 237–238
Solitary play, 268
Spatial ability, 231
Special needs, 351, 352

for children, 359–360
Special Supplemental Food Program for 

Women, Infants, and Children 
(WIC), 354

Spellings, Margaret, 203
Spitz, Ellen, 315
Spitz, Rene, 163
Spock, Dr. Benjamin, 114, 127, 128
Sports

girls’ access to, 273
team, 286–287

SSI. See Supplemental Security Income
Standard, 60–61
Standardized tests, 242
Standards-based education, 240
Stead, Rebecca, 317
Stepfamilies, 88–89
Stepfamily Association of America, 88
Stereotype, 307, 377

mass media and, 318–320
Stine, R. L., 317–318
Th e Story of Ferdinand (Leaf), 380, 380
Th e Story of Little Black Sambo, 379–380
Strange situation test, 137
Stress, 106–107

parental ability to cope with, 134
stressors and, 106

Students
characteristics and teacher interaction, 

222–237
gender, 222–223
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teacher characteristics and student 
learning, 218

teacher relationship, 217
teachers’ infl uence on, 219

Substance use/abuse, 198–199
families and, 234–235

Superheroe/heroine play, 270
Superman, 59
Supplemental Security Income (SSI), 354
Support groups

community as a support system, 
345–352, 352

formal, 51
neighborhood, 51
for parents, 364
peer groups, 49

Supportive services, 346, 347
Survivor benefi ts, 354
Symbols, 65
Synthesizing mind, 176

T
Talula rasa, 126
Tan, Amy, 214–215
TANF. See Temporary Assistance for Needy 

Families program
TAT. See Th ematic Apperception Test
Tattoos, 351
Teacher-directed curriculum, 171, 174, 238

versus learner-directed programs, 172
Teachers

characteristics and student learning, 218
child’s achievement motivation and, 166
classroom contexts, 239
expectations, 221–222
infl uence on students, 219
infl uences on development of 

 self-esteem, 392
as leaders, 218–220
leadership styles, 219
as managers, 220
observation form, 232
role as a socializing agent, 216–218
as role models, 218–220
sensitivity, 224
student characteristics and teacher 

 interaction, 222–237
–student relationship, 217
supportive strategies to use with children 

exposed to domestic violence, 237
“Teacher Source,” 208
Teaching, 213–246

bioecological model of human 
 development, 217

contrasts between home and classroom to 
enable equitable teaching, 226–227

macrosystem infl uences on, 237–242

mesosystem infl uences on, 243–244
philosophies of, 237–238
socioeconomic status and, 227–228
student characteristics and teacher 

 interaction, 222–237
teacher characteristics and student 

learning, 218
teacher’s role as a socializing agent, 216–218

Team Games Tournament (TGT), 285
Team sports, 286–287
Teasing, 279
Technology

families and, 108–109
mass media and, 306
school and, 189, 197–198
wireless, 296

Telecommunication, 28
Television, 59, 60, 299–312

infl uences on attitude development, 379
parental guidelines, 300

Temperament, 10–11, 401
of children and family dynamics, 

130–131
of diffi  cult children, 130, 131
of each children, 130
moral development and, 424
of slow-to-warm-up children, 130, 131
socialization and, 10

Temporary Assistance for Needy Families 
(TANF) program, 99, 161, 349, 354

Terror, 237
Terrorism, 107
Testing play, 269
Textbooks, biases and, 319
TGT. See Team Games Tournament
Th ematic Apperception Test (TAT), 383
Th eo ry, 16
Timeout, 55
Title I, 196, 354
Title IV, 354
Title IX, 190, 272, 433
Title XX, 354, 358, 359
TiVo, 296
Toddlers

peer activities, 270
peer groups and, 253
sense of belonging, 251–252, 252

Tools of the mind, 176
Tradition, 64
Traditional society, 96, 119
Transductive reasoning, 62
Trelease, Jim, 315
Trust versus mistrust, 37–38, 53
Truth, 374
Tutoring, 283

peer group, 231
Two-way, fair-weather cooperation, 274

U
Unemployment, 134

compensation, 354
Uniform Parentage Act of 2002, 86
Unintentional socialization, 11–12
Uninvolved, 135
U.S. Administration for Children and 

Families, 346
U.S. Children’s Bureau, 346
U.S. Constitution

First Amendment, 188–189
Fourteenth Amendment, 145

U.S. Declaration of Independence, 188–189
U.S. Department of Education, 193
U.S. Department of Health and Human 

Services, 346
U.S. Food and Drug Administration 

(FDA), 403
U.S. Religious Landscape Survey, 104

V
Values, 67, 373–376

bioecological model of human 
 development, 373

developing, 263–265
mass media and, 308–310, 317
personal, 374
societal, 374

Values clarifi cation, 376
VCR, 296
Th e Very Hungry Caterpillar (Carle), 316
VHS tapes, 312
Victimization, 48

of children, 146
Victims, 279–281

characteristics, 281
Video games, 325
Violence, 200–202, 203

children and, 236–237
defi nition, 200
incidence of hate-motivated, 202
in the mass media, 305, 318
prevention of, 203
risk factors, 201

Volunteerism, in the community, 361–365
Voting Rights Act, 223
Vygotsky, Lev, 196, 261

W
Walden Two (Skinner), 15
War, 107
Watson, John B., 127
Websites, 313
Weikart, David, 171–173
Welfare reform, 355
Welfare-to-work program, 353
Werner, Emmy, 233
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When You Reach Me (Stead), 317
Where the Wild Th in gs Are (Sendak), 

315, 317
White, Burton, 139
White, Leslie, 65
White, Robert, 382
White House Conference on Children, 162
White House Conference on the Care of 

Dependent Children, 346, 349
White House Offi  ce of Faith-Based and 

Community Initiatives, 353
Whitmire, Richard, 222–223
Why Boys Fail (Whitmire), 222–223
WIC. See Special Supplemental Food 

Program for Women, Infants, and 
Children; Women, Infants, and 
Children Program

Wii, 326
Williams, Garth, 379
Winfrey, Oprah, 4–5
Th e Witch Must Die, 318
Wives, 94
Women. See also Mothers; Parents

maternal and child health 
services, 357

Women, Infants, and Children Program 
(WIC), 357

Wooden, John, 248–249
Work ethic, 224

Y
YMCA. See Young Men’s Christian 

 Association
Young, Ed, 380

Young adulthood, intimacy versus isolation, 
39–40

Young Men’s Christian Association 
(YMCA), 168, 347

Young Women’s Christian Association 
(YWCA), 347

YouTube, 279, 313
YWCA. See Young Women’s Christian 

Association

Z
Zangwill, Israel, 191
Zero tolerance, 402
Zigler, Edward, 167. See also Head Start
Zone of proximal development (ZPD), 220, 

261, 283
ZPD. See Zone of proximal development
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Th e NAEYC Standards for Initial and Advanced Early Childhood Professional Preparation Programs provide the basis for accredi-
tation from the NAEYC Commission on Early Childhood Associate Degree Accreditation or NAEYC recognition of baccalaure-
ate and graduate programs as part of National Council for Accreditation of Teacher Education (NCATE) accreditation of schools, 
colleges, and departments of education. Th ese core standards are used across both NCATE and NAEYC accreditation systems and 
across associate, baccalaureate, and graduate degree levels. Th e Initial Standards are used in  programs preparing candidates for fi rst-
time early childhood licensure and for positions in early learning settings that do not currently require licensure. Note that Initial 
programs may be off ered at both undergraduate and graduate levels. Child, Family, School, Community has been used as a text at  
two- and four-year institutions, as well as at graduate levels by varying the scope and depth of knowledge required and implement-
ing assignments of varying degrees of diffi  culty. Th e Advanced Standards are used in graduate programs preparing candidates for 
leadership roles in the fi eld as accomplished teachers, administrators, state early childhood specialists, child and family adv ocates, 
professional development specialists, teacher educators, and researchers.

Standard Explanation Related Concepts

1. Promoting Child 
Development and 
Learning

Candidates prepared in early childhood degree programs are grounded in a child 
development knowledge base. They use their understanding of young children’s 
 characteristics and needs, and of multiple  interacting influences on children’s devel-
opment and learning, to create environments that are healthy, respectful, supportive, 
and  challenging for each child.

Chapters 1, 2, 5, 6, 7, 8, 9

2. Building Family 
and Community 
Relationships

Candidates prepared in early childhood degree programs understand that suc-
cessful early childhood education depends upon partnerships with children’s 
families and communities. They know about, understand, and value the impor-
tance and complex characteristics of children’s families and communities. They 
use this understanding to create respectful, reciprocal relationships that support 
and empower families, and to involve all families in their children’s development 
and learning.

Chapters 3, 4, 5, 10

3. Observing, 
Documenting, and 
Assessing to Sup-
port Children and 
Families

Candidates prepared in early childhood degree programs understand that child 
 observation, documentation, and other forms of assessment are central to the prac-
tice of all early childhood professionals. They know about and understand the goals, 
benefits, and uses of assessment. They know about and use systematic observations, 
documentation, and other effective assessment strategies in a responsible way, in 
partnership with families and other professionals, to positively influence the develop-
ment of every child.

Chapters 5, 7

4. Using Develop-
mentally Effective 
Approaches 

Candidates prepared in early childhood degree programs understand that teach-
ing and learning with young children is a complex enterprise, and its details 
vary depending on children’s ages, characteristics, and the settings within which 
teaching and learning occur. They understand and use positive relationships and 
supportive interactions as the foundation for their work with young children and 
families. Candidates know, understand, and use a wide array of developmentally 
appropriate approaches, instructional strategies, and tools to connect with chil-
dren and families and positively influence each child’s development and learning.

Chapters 1, 2, 5, 7

5. Using Content 
Knowledge to Pro-
vide Meaningful 
Curriculum

Candidates prepared in early childhood degree programs use their knowledge 
of academic disciplines to design, implement, and evaluate experiences that 
promote positive development and learning for each and every young child. Can-
didates understand the importance of developmental domains and academic (or 
content) disciplines in early childhood curriculum. They know the essential con-
cepts, inquiry tools, and structure of content areas, including academic subjects, 
and can identify resources to deepen their understanding. Candidates use their 
own knowledge and other resources to design, implement, and evaluate mean-
ingful, challenging curriculum that promotes comprehensive developmental and 
learning outcomes for every young child.

Chapters 5, 7, 11, 12

National Association for The Education 
of Young Children (NAEYC) Professional 
Preparation Standards
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Standard Explanation Related Concepts

6. Becoming a 
Professional

Candidates prepared in early childhood degree programs identify and conduct 
themselves as members of the early childhood profession. They know and use ethi-
cal guidelines and other professional standards related to early childhood practice. 
They are continuous, collaborative learners who demonstrate knowledgeable, 
reflective and critical perspectives on their work, making informed decisions that in-
tegrate knowledge from a variety of sources. They are informed advocates for sound 
educational practices and policies.

Chapters 5, 6, 7

7. Early Childhood 
Field Experiences

Field experiences and clinical practice are planned and sequenced so that can-
didates develop the knowledge, skills, and professional dispositions necessary 
to promote the development and learning of young children across the entire 
developmental period of early childhood in at least two of the three early child-
hood age groups (birth–age 3, 3 through 5, 5 through 8 years) and in the variety 
of settings that offer early education (early school grades, child care centers and 
homes, Head Start programs).

Chapters 5, 6, 10

Source: NAEYC Professional Preparation Standards, copyright © 2010 by the National Association for the Education of Young Children.

ADVANCED STANDARDS SUMMARY
Th e Advanced NAEYC Standards require depth, breadth, and specialization that  expand upon and exceed the expectations of 
Initial early childhood licensure programs.  Assessments and scoring guides for Advanced Programs should be diff erent from 
and expect more advanced work than Initial Programs.

Beyond a common core of courses and experiences, each candidate needs the oppor tunity to gain signifi cant depth and spe-
cialization in theory, research, and professional competence in an area relevant to the candidate’s current work and future goals.

Strong advanced programs also off er candidates intensive internships, fi eld experiences, research opportunities, or other con-
texts in which to apply theoretical and research-based knowledge in a systematic, scholarly way and to develop advanced skills.

Whatever the specialization or professional focus, advanced programs include a well-designed and well-assessed capstone 
experiences that promote synthesis and refl ection, such as a thesis or portfolio.

Th e features just described are appropriate and relevant for all advanced master’s and doctoral programs in professional 
education, including those that prepare early childhood candidates. But some special characteristics of the early childhood 
fi eld are also important standards:

 1.  Early childhood as a strongly interdisciplinary, collaborative, and systems-oriented profession
Early childhood leaders need to integrate knowledge of all aspects of child development, content knowledge in aca-
demic disciplines, early intervention programs and other language therapy, occupational therapy, special education, 
bilingual education, family dynamics, mental health, and multiple other approaches for the comprehensive well-being 
of young children and their families.

 2.  Highly dynamic, developmental, and policy-relevant nature of the early childhood fi eld
Whether leadership is exerted in a classroom role, at the program or agency level, or in two- or four-year institutions, ad-
vanced program candidates and advanced program faculty need a strong future orientation. While articulating the profes-
sion’s traditions and core values, advanced program candidates must also be taught how to analyze trends, how to critically 
assess the fi eld’s emerging knowledge base, and how to use a variety of tools to fi nd professional resources that will enable 
them to stay at the forefront of their fi eld as lifelong learners. Finally, the nature of the early childhood fi eld requires that 
all professionals, whatever their specifi c role, share a commitment to and skill in advocacy for young children, families, and 
their profession.

 3. Diversity and focus in early childhood professional settings and roles
Early childhood professionals work in a much greater variety of settings and professional roles than many other educa-
tion professionals. Public school programs from state-funded pre-K to third grade, community child care programs, Head 
Start,  resource-and-referral agencies, specialized infant/toddler programs, inclusive early childhood programs, state agen-
cies, nonprofi t organizations serving children and families, community colleges, university teacher education programs, 
and many other settings are typical of the diversity of the early childhood world. Within those settings, professionals hold-
ing advanced degrees may be master teachers, program directors, trainers, faculty, early education specialists, advocates, 
agency administrators—or other professionals. Th e NAEYC standards require programs to identify one or more areas of 
focus and to document how program candidates achieve depth while also gaining a broad understanding of the complexi-
ties of the early childhood fi eld.
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National Association of Social Workers (NASW) 
Standards for Social Work Practice in 
Child Welfare

Th e child welfare system serves some of our nation’s most vulnerable and troubled children and families. Th e goal of child 
welfare services is to provide an array of prevention and intervention services to children and families, particularly children 
who have been or are at risk of abuse or neglect; children with special medical or mental health needs; delinquent children; 
and children who do not have adult caregivers. Th e child welfare system is designed to support families and to protect chil-
dren from harm. 

Historically, social workers have played a key role in the child welfare system by protecting children at risk and supporting 
families in need. Th e National Association of Social Workers (NASW) led the fi eld in the development of best practices for 
social workers in child welfare. Th e NASW Standards for Social Work Practice in Child Welfare refl ect and promote sound 
social work practice. Th ey have been revised and expanded beyond child protection to refl ect changing practices and policies 
for social work practice in a variety of child welfare settings. Th ese standards can be regarded as a basic tool for social work 
practice in child welfare that might include family preservation and support, out-of-home care, family foster care, kinship 
care, residential group homes, adoption, independent living, child day car e, adolescent pregnancy and parenting services, 
hospitals, and nontraditional settings such as faith-based facilities.

Child, Family, School, Community provides theories and applications to understand ho w the contexts in which a child  
develops aff ect socialization outcomes. It gives students who may want to enter the fi eld of social work a research-oriented 
knowledge base, critical thinking skills, and opportunities to experience real life settings.

Standard Explanation Related Concepts

1.  Ethics and Values The NASW Code of Ethics establishes the ethical responsibilities of all social 
workers with respect to themselves, clients, colleagues, employees and em-
ploying organizations, the social work profession, and society. Acceptance 
of these responsibilities guides and fosters competent social work practice 
in all child welfare tasks and activities. As an integral component of the 
child welfare system, social workers have a responsibility to know and com-
ply with local, state, and federal legislation, regulations, and policies. Legal 
and regulatory guidelines as well as administrative practices may conflict 
with the best interests of the child and/or family. In the event that conflicts 
arise, social workers are directed to the NASW Code of Ethics (1999) as a 
tool in their decision making.

Chapters 1, 3, 10, 12

2. Qualifications All social workers practicing in child welfare should hold a BSW or MSW de-
gree from an accredited school of social work.

Chapters 1–12

3.  Continuing 
Education

Continuing education is an essential activity for ensuring quality social work 
services for consumers. By consistent participation in educational oppor-
tunities beyond the basic, entry-level professional degree, social workers 
empower children and their families in both urban and rural settings. System 
changes can be implemented by making changes in direct practice as well as 
by making changes in laws or policies.

Chapters 3, 4

4. Advocacy The professional social worker in child welfare practice is expected to advo-
cate for resources and system reforms that will improve services for children 
and their families, as appropriate, within the context of their job. Emphasis on 
system reforms should seek to make child welfare services more responsive to 
children and their families, communities, and diverse cultures. Such advocacy 
should emphasize the strengths and assets approach.

Chapters 2, 3, 10

5.  Knowledge 
Requirements

Social workers in child welfare shall possess knowledge related to child de-
velopment, parenting issues, family dynamics, and the community/local sys-
tems where the client resides.

Chapters 2, 3, 4, 5, 10
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Standard Explanation Related Concepts

6.  Confidentiality of 
Client Information

Social workers in child welfare shall maintain the appropriate safeguards for 
the privacy and confidentiality of client information. 

Chapters 11, 12

7. Supervision Social workers who act as supervisors should ensure quality service delivery, 
provide for the in-service training needs of their staff, and assess the needs of 
the persons served. They must also possess knowledge of the political, legisla-
tive, and economic factors that affect service delivery in their community and 
be able to mentor staff in learning to negotiate those systems.

Chapter 10

8.  Cultural 
Competence

Social workers in child welfare should use social work methods and skills that in-
clude knowledge of the role of culture, race, and ethnicity in the helping process. 
Supervisors should develop training for social workers on culturally competent 
practice. When providing services, social workers may need to explore the role 
of spirituality, religion, sexual orientation, and age as factors affecting outcomes. 

Chapters 1, 2, 3, 4

9. Collaboration There is a collaborative relationship between child welfare professionals 
and other professionals whose mission includes child protection. The social 
worker should understand the roles and goals of other professionals in the 
field and work toward enhanced collaboration and understanding.

Chapters 5, 6, 7

10.  Focus on 
Prevention

Social workers recognize families’ and individuals’ growth potential and abil-
ity to improve their functioning to protect and nurture their children. Social 
workers also have knowledge of personal, familial, and social factors that 
decrease or tax a family’s resources to care for its members.

Chapters 1, 3, 4, 8

11. Engagement Engagement requires social workers in child welfare to be clear about the 
reasons for the family intervention, whether it is an investigation, or services 
following an investigation. The social worker shall seek to understand and 
incorporate, as appropriate, the family’s perspective and definition of the 
problem and potential solutions.

Chapters 3, 4, 10

12.  Comprehensive 
Service Plan

The goal of the service plan is to ensure that the child’s needs for safety and 
nurturance are met, with particular attention to child developmental stages 
and special needs. Implementation of the service plan needs to be flexible 
and adapted to the changing circumstances of the family, their response to 
the interventions, and the social worker’s increased understanding of the 
family, the child welfare system, and the larger community. Technology 
should be used to facilitate the casework process. 

Chapters 4, 7

13.  Child Protection The social worker must be able to assess imminent risk and ensure that ar-
rangements are made to protect the child in accordance with state and 
federal laws, agency policies, and administrative directives governing child 
protection. The assessment must take into account the child’s best interests.

Chapters 4, 5, 10

14.  Out-of-Home Care When a child’s safety is at risk, the social worker in child welfare is required 
to report and document the risk to protective authorities. If the social work-
er’s role involves child protection, the worker is required to use the legal pro-
cess available to protect the child and to document evidence and concerns 
to guide the child protective intervention.

Chapters 4, 5, 10

15. Permanency Permanence for children is achieved within a family relationship that offers 
safe, stable, and committed parenting,  unconditional love and lifelong sup-
port, and legal family membership status. Permanence can be the result of 
preservation of the family, reunification with the birth family, or legal guard-
ianship or adoption by kin or other caring and committed adults.

Chapters 4, 10

Source: National Association of Social Workers (2005). NASW standards for social work practice in child welfare (http://www.socialworkers.org).
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Undang-Undang Republik Indonesia Nomor 28 Tahun 2014 tentang Hak Cipta 
Fungsi dan sifat hak cipta Pasal 4 
Hak Cipta sebagaimana dimaksud dalam Pasal 3 huruf a merupakan hak eksklusif yang terdiri 
atas hak moral dan hak ekonomi. 
Fungsi dan sifat hak cipta Pasal 4 
Ketentuan sebagaimana dimaksud dalam Pasal 23, Pasal 24, dan Pasal 25 tidak berlaku 
terhadap: 
a. penggunaan kutipan singkat Ciptaan dan/atau produk Hak Terkait untuk pelaporan 

peristiwa aktual yang ditujukan hanya untuk keperluan penyediaan informasi aktual; 
b. Penggandaan Ciptaan dan/atau produk Hak Terkait hanya untuk kepentingan penelitian 

ilmu pengetahuan; 
c. Penggandaan Ciptaan dan/atau produk Hak Terkait hanya untuk keperluan pengajaran, 

kecuali pertunjukan dan Fonogram yang telah dilakukan Pengumuman sebagai bahan 
ajar; dan 

d. penggunaan untuk kepentingan pendidikan dan pengembangan ilmu pengetahuan yang 
memungkinkan suatu Ciptaan dan/atau produk Hak Terkait dapat digunakan tanpa izin 
Pelaku Pertunjukan, Produser Fonogram, atau Lembaga Penyiaran. 

Sanksi Pelanggaran Pasal 113 
1. Setiap Orang yang dengan tanpa hak melakukan pelanggaran hak ekonomi sebagaimana 

dimaksud dalam Pasal 9 ayat (1) huruf i untuk Penggunaan Secara Komersial dipidana 
dengan pidana penjara paling lama 1 (satu) tahun dan/atau pidana denda paling banyak 
Rp100.000.000 (seratus juta rupiah). 

2. Setiap Orang yang dengan tanpa hak dan/atau tanpa izin Pencipta atau pemegang Hak 
Cipta melakukan pelanggaran hak ekonomi Pencipta sebagaimana dimaksud dalam Pasal 
9 ayat (1) huruf c, huruf d, huruf f, dan/atau huruf h untuk Penggunaan Secara Komersial 
dipidana dengan pidana penjara paling lama 3 (tiga) tahun dan/atau pidana denda paling 
banyak Rp500.000.000,00 (lima ratus juta rupiah). 
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Alhamdulillahirabbil’alamiin, atas perkenan-Nya sehingga kami 

dapat menyusun buku Kajian Teori Sistem Ekologi. Shalawat dan salam 

tetap tercurah kepada Nabi Besar Muhammad SAW sebagai panutan kita 

dalam melaksanakan pendidikan bagi peserta didik.  

 

Penulisan buku ini didorong karena kebutuhan terhadap peningkatan 

mutu akademik yang menjadi kepedulian semua pihak terutama Fakultas 

Keguruan dan Ilmu Pendidikan UNUGHA Cilacap. Buku ini merupaka salah 

satu rujukan dalam matakuliah Psikologi Perkembangan, Psikologi 

Pendidikan di Fakultas Keguruan dan Ilmu Pendidikan baik Program Studi 

Bimbingan dan Konseling (BK) dan Program Studi Pendidikan Guru Sekolah 

Dasar (PGSD). Buku ini diharapkan membatu para mahasiswa dalam 

memperoleh wawasan yang komprehensif mengenai perkembangan anak 

dalam proses pendidikan. 

 

Tujuan buku ini tidak hanya memperkokoh pemahaman tentang 

teori sistem ekologi, tapi juga bagaimana pemahaman tentang pengaruh 

ekologi dalam proses pembelajaran. Materi yang ada dalam buku ini 
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perkembangan anak. Oleh sebab itu saran dan kritik sangat penulis 

harapkan yang bersifat konstruktif akan diterima sengan senang hati dan 

teangan terbuka.  

 

Dalam kesempatan ini kami mengucapkan terima kasih yang 

sebesar-besarnya kepada segenap sivitas akademika UNUGHA Cilacap 

khusunya kepada keluarga besar Fakultas Keguruan dan Ilmu Pendidikan 

UNUGHA Cilacap dan penghargaan setinggi-tingginya dalam penggunaan 

buku ini sebagai referensi dalam perkuliahan.  Tidak lupa diucapkan 

terima kasih kepada pihak yang telah membantu kami dalam 

menyelesaikan buku ini. Akhirnya segala bantuan, dorongan dan kerja 
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BAB I 
TEORI SISTEM EKOLOGI 

ROBERTA M. BERNS 

 

PENDAHULUAN 

Perkembangan antara satu anak dengan lainnya bisa berbeda-

beda. Karena karakteristik fisik motorik, intelektual, bahasa, emosi, sosial 

dan kesadaran beragama seorang anak berbeda-beda. Selain itu faktor 

yang mempengaruhi perkembangan yang akan menimbulkan masalah 

dalam perkembangan yaitu faktor genetika dan faktor lingkungan. Seperti 

halnya teori ekologi memandang bahwa perkembangan anak dipengaruhi 

oleh interaksi antara seorang anak dengan lingkungan, jika lingkungannya 

baik maka anak tersebut berpotensi besar untuk menjadi baik, dan begitu 

juga sebalikya jika lingkungannya buruk maka anak berpotensi besar 

untuk menjadi buruk. Sehingga teori ini memandang suatu perkembangan 

manusia merupakan sebuah hasil interaksi atau transaksi antara 

kekuatan internal (organisme dengan berbagai atributnya/dari diri 

sendiri) dan kekuatan eksternal (lingkungan maupun sosial). 

Konsep ekologi ada suatu ilmu yang berkaitan antara organisme 

dengan lingkungannya, secara tradisional menggambarkan lingkungan 

tumbuhan atau hewan, namun dapat diaplikasikan untuk manusia. Ekologi 

manusia melibatkan biologi, psikologis, sosial, dan konteks budaya di mana 

orang yang sedang berkembang berinteraksi dan proses konsekuen.  
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guru dapat memberi hadiah baris dengan ukuran berapa pun yang 

menyerupai surat itu. Kemudian guru mungkin hanya menghargai 

garis lurus, kemudian garis lurus dengan ukuran tertentu, dan 

seterusnya, hingga anak mencapai yang diinginkan tingkat kinerja. 

Membentuk adalah sosialisasi yang efektif mekanisme untuk 

mengajarkan berbagai keterampilan. 

 

Extinction 

Jika penguatan meningkatkan kemungkinan respons akan terjadi 

lagi, maka penghapusan penguatan harus berkurang dan akhirnya 

menghilangkan, atau memadamkan, kemungkinan tanggapan itu. 

extinction adalah lenyapnya perilaku yang dipelajari secara bertahap 

penghapusan penguatan. Pada dasarnya, ini melibatkan pengabaian 

tanggapan yang tidak diinginkan. Misalnya, untuk menghilangkan 

kebiasaan menggigit kuku, seorang ayah memutuskan untuk 

mengabaikan putrinya setiap kali dia menggigit kukunya alih-alih 

mengomelinya untuk berhenti, seperti yang biasa dia lakukan. Ini 

kami, dia menghilangkan penguatan perhatian sebelumnya. Ketika 

dia tidak menggigit kukunya peregangan 10 menit, bagaimanapun, 

dia memujinya. Secara bertahap interval antara menggigit kuku 

episode menjadi lebih lama dan lebih lama, dengan ayah memberikan 

pujian setiap setengah jam karena tidak menggigit kuku, tetapi masih 

mengabaikan putrinya ketika dia menggigit kukunya. Extinction 

harus digunakan dalam hubungannya dengan penguatan agar efektif 

sebagai sosialisasi metode. Perilaku yang mengganggu seperti 

tantrum, dawdling, dan tattling merespon dengan baik, tetapi 

perilaku yang lebih kompleks atau mendalam seperti agresi, mencuri, 

dan makan berlebihan tidak. Batas waktu adalah jenis kepunahan di 

mana semua penguatan dihilangkan. Biasanya, file anak menghabiskan 

sejumlah waktu tertentu di kamarnya, di sudut, atau di tempat mana 

pun di mana perilaku dapat diabaikan. Waktu istirahat dapat 

memberi anak waktu dan ruang untuk mengelola dengan lebih baik 

emosi dan perilaku. Alasan waktu istirahat harus diberikan, agar 

anak bisa menggunakan mereka untuk pengendalian diri di masa 

depan. 
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Punishment/hukuman 

Menurut David Ausubel (1957), tidak mungkin mengarahkan 

perilaku secara efektif menggunakan hanya penguatan positif; anak-anak 

tidak dapat mempelajari apa yang tidak disetujui atau ditoleransi hanya 

dengan membuat generalisasi terbalik dari persetujuan yang mereka 

terima untuk diterima tingkah laku. Anak-anak harus dimampukan 

untuk memproses apa yang tidak seharusnya mereka lakukan, serta 

apa adanya. Hukuman yang non-permusuhan atau tanggapan konstruktif 

dirancang untuk memperbaiki perilaku yang salah dapat memiliki efek 

informatif. Hukuman terdiri atas rangsangan yang menyakitkan secara 

fisik atau psikis atau sementara penarikan rangsangan yang menyenangkan 

ketika perilaku yang tidak diinginkan terjadi. Secara fisik stimulus yang 

menyakitkan mungkin berupa pukulan; stimulus yang secara 

psikologis menyakitkan mungkin omelan atau kritik kasar yang 

menyebabkan rasa malu; penarikan stimulus yang menyenangkan 

mungkin menghapus hak istimewa seperti TV. Hukuman digunakan 

sebagai teknik intervensi untuk mencegah perilaku yang tidak 

diinginkan. Ini mungkin paling berharga ketika perilaku seorang 

anak harus dihentikan dengan cepat demi alasan keamanan. Seorang 

anak berusia 2 tahun yang berlari ke jalan lebih kemungkinan akan 

berhenti melakukannya di masa depan dengan pukulan cepat di 

bagian belakang dari pada dengan hadiah karena tetap berada di 

trotoar. Seorang anak berusia 2 tahun juga tidak bisa benar-benar 

memahami alasan logis untuk tidak lari ke jalan.  

Penelitian telah menemukan bahwa kualitas hubungan keterikatan 

orangtua-anak sejak dini mengurangi pengaruh hukuman. Secara khusus, 

anak-anak yang terikat dengan aman lebih banyak memperhatikan upaya 

sosialisasi orang tua (penguatan dan hukuman) dari pada mereka yang 

tidak terpasang dengan aman (Laible & Thompson, 2007). Agar 

hukuman dapat bermanfaat sebagai teknik bersosialisasi yang 

efektif, ringkasan berikut ini berlaku (Scherman, A. Z, et. Al, 2010): 

Pengaturan waktu. Semakin dekat hukuman dengan perilaku, semakin 

efektif hukuman tersebut, Penalaran. Hukuman yang disertai penjelasan 

lebih efektif dari pada hukuman sendirian. “Kami tidak bermain di 

jalan karena mobil bisa melukai kami.” Konsistensi. Jika anak-anak 

secara konsisten dihukum karena mengulangi suatu perilaku, memang 
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demikian lebih mungkin untuk menghentikannya dari pada jika 

mereka terkadang dihukum, terkadang diabaikan, dan terkadang 

dihargai.  

Agresi adalah contoh perilaku yang terkadang ditangani secara 

tidak konsisten. Mungkin akan dihukum di rumah atau di sekolah 

saat anak itu ditangkap mungkin dihargai di kelompok sebaya. 

Keterikatan pada orang yang melakukan hukuman. Semakin jaga 

hubungan antara yang menghukum dan yang di hukum, semakin 

efektif hukumannya menjadi. Seorang anak yang orang tuanya 

menyangkal hak istimewa untuk perilaku yang tidak diinginkan, 

seperti datang pulang terlambat, kecil kemungkinannya untuk 

mengulangi perilaku itu dibandingkan jika seorang kenalan, seperti 

seorang baby sitter, mengatur hukumannya. Penggunaan hukuman 

sebagai teknik yang efektif dalam mengubah perilaku telah dikritik 

untuk alasan berikut (Scherman, A. Z, et. Al, 2010): 

Hukuman dapat menghentikan perilaku yang tidak diinginkan 

dengan segera, tetapi dengan sendirinya tidak menunjukkan perilaku 

yang sesuai atau diinginkan. Hukuman mungkin hanya memperlambat 

laju terjadinya perilaku yang tidak diinginkan, dari pada menghilangkannya 

seluruhnya. Atau mungkin mengubah bentuk yang tidak diinginkan 

perilaku terjadi. Orang yang berhenti merokok sering kali melaporkan 

bahwa mereka mulai makan lebih banyak. Anak-anak yang dihukum 

karena agresi fisik mungkin melakukan agresi verbal ("Aku membencimu," 

"Kamu kepala besar dan bodoh"). Hukuman oleh orang dewasa 

mungkin memiliki efek model yang tidak diinginkan pada anak. 

Orang tua yang melecehkan anak-anak mereka kemungkinan besar 

telah dilecehkan oleh orang tua mereka. Efek samping emosional dari 

hukuman (rasa takut, malu, malu, harga diri rendah, dan ketegangan) 

mungkin secara psikologis lebih merusak dari pada aslinya tingkah 

laku. Singkatnya, hukuman dapat berfungsi sebagai teknik bersosialisasi 

jika digunakan dengan tepat (Scherman, A. Z, et. Al, 2010). Hal 

tersebut dapat memberikan kesempatan untuk membangun kembali 

keterikatan atau kasih saying mengikuti pelepasan emosional; ia dapat 

memberikan pembelajaran perwakilan dengan observasi yang lainnya 

dihukum; hal itu dapat mengurangi rasa bersalah karena dapat 

memberikan kesempatan untuk mengoreksi perilaku buruk; dan, jika 
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digabungkan dengan penalaran, hal itu dapat memungkinkan internalisasi 

standar moral. Saat menggunakan hukuman, waspadalah terhadap hal-hal 

negatif, serta positif, konsekuensi bagi anak. 

 

Umpan Balik 

Umpan balik adalah informasi evaluatif, baik positif maupun 

negatif, tentang perilaku seseorang. Saya adalah contoh dari hubungan 

dua arah yang dinamis antara guru dan pelajar di dalamnnya guru 

mengubah tanggapannya menurut pembelajar. Tanggapan umpan balik 

dapat mencakup anggukan setuju, pandangan bertanya, komentar, 

instruksi lebih lanjut, atau pengingat. Umpan balik memberikan 

pengetahuan tentang hasil dan cara melakukannya, memperbaikinya, 

faktor-faktor yang terbukti penting untuk pembelajaran (Bangert-

Drowns et al., 1991; Bransford, Brown, & Cocking, 2000). Contoh 

klasik eksperimen umpan balik melibatkan penilaian kinerja akurasi 

saat mempelajari keterampilan sederhana (Baker & Young, 1960). 

Ketika umpan balik dihentikan, akurasi kelompok pertama 

menurun tiba-tiba. Eksperimen ini menunjukkan bahwa untuk 

meningkatkan akurasi kinerja, individu harus mengubah tanggapan 

yang salah. Dalam hal ini, kecuali individu dibuat menyadari 

sepenuhnya perilaku salah mereka, perubahan tidak mungkin terjadi. 

Efek umpan balik terhadap kinerja dapat diringkas sebagai berikut 

(Good & Brophy, 1986): Umpan balik umumnya meningkatkan 

motivasi, umpan balik biasanya meningkatkan kinerja selanjutnya, 

umumnya, semakin spesifik pengetahuan tentang kinerja, semakin 

cepat kinerja membaik, umpan balik yang diberikan tepat waktu 

biasanya lebih efektif dari pada umpan balik yang diberikan lama 

setelah tugas telah selesai, penurunan umpan balik yang nyata sering 

kali mengakibatkan penurunan kinerja yang nyata, ketika pengetahuan 

tentang hasil tidak diberikan, individu cenderung mengembangkan 

pengganti. 
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Belajar dengan Melakukan (Learning by Doing) 

Terkadang sosialisasi terjadi melalui pengalaman dan berinteraksi. 

Sebagai pepatah Cina kuno mengatakan, "Saya mendengar dan saya lupa, 

saya melihat dan saya ingat, saya melakukan dan saya mengerti." Psikolog 

Jean Piaget (1952), yang dikenal karena teori perkembangannya tentang 

kognitif development, menyatakan bahwa anak-anak belajar melalui 

aktivitas mereka sendiri. Demikian juga psikolog Jerome Bruner 

(1981) percaya bahwa anak-anak belajar melalui penemuan. Pembelajaran 

adalah proses konstruksi dan transformasi pengalaman yang lambat 

menjadi makna. Belajar mengendarai sepeda adalah contoh belajar 

dengan melakukan. Ini melibatkan bereksperimen dan menemukan 

cara menggeser berat badan Anda sambil mengayuh dan bertahan 

pada saat bersamaan. Albert Bandura (2000) berkeyakinan bahwa 

seseorang dapat menguasai situasi dan menghasilkan efek positif. 

Misalnya, anak-anak yang didorong dan diberi kesempatan untuk 

menjadi kompeten (seperti dengan membantu memasak, menyatukan 

teka-teki, atau membuat karya seni) cenderung termotivasi pada tugas 

lain. 

Menawarkan pilihan yang sesuai dengan tahap perkembangan, 

kegiatan bermakna yang menciptakan peluang bagi anak-anak untuk 

berhasil, memungkinkan anak-anak untuk belajar dengan melakukan 

karena mereka dapat mengalami apa yang berhasil dan apa yang 

tidak (Schank, 2004). Bukti dari studi tentang anak-anak mendukung 

hubungan antara belajar dengan melakukan dan menyelesaikan 

masalah yang sukses. Misalnya, dalam satu studi (Smith & Dutton, 

1979), sekelompok anak-anak diberi kesempatan untuk bermain 

dengan materi yang terlibat dalam masalah. Kelompok lain menerima 

instruksi tentang cara menyelesaikan masalah, tetapi tidak diberi 

kesempatan untuk bermain dengan materi. Kelompok yang bermain 

dengan materi akhirnya memecahkan masalah semudah anak-anak 

yang telah menerima instruksi. Pada masalah yang lebih kompleks, 

membutuhkan pemikiran inovatif, kelompok yang memiliki kesempatan 

untuk bermain dengan materi melakukan lebih baik dalam memecahkan 

masalah dari pada kelompok yang telah menerima instruksi. Bagi kami, 

seperti yang dikatakan Piaget dan Bruner, pengalaman, atau belajar 

dengan melakukan adalah kegiatan mengarah pada menemukan cara 
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untuk mengatasi masalah. 

Berinteraksi dengan komputer adalah contoh bagaimana belajar 

dengan melakukan yang efektif. Komputer dan berbagai program 

perangkat lunak memberikan peluang untuk pembelajaran berbasis 

pengalaman pemecahan masalah, kreativitas, simulasi, dan bimbingan 

belajar pribadi (Schank, 2004). Setiap kali saya mendapatkan perangkat 

lunak baru untuk komputer saya, saya belajar cara menggunakannya 

dengan melakukannya melihat apa yang berhasil dan apa yang tidak; Saya 

hanya merujuk pada instruksi manual ketika pengalaman saya tidak lagi 

melayani saya. Ketika anak-anak bermain, mereka belajar dengan 

melakukan (Savile, et.al, 2010).  

Mereka sedang disosialisasikan karena mereka mempraktikkan 

keterampilan fisik, intelektual, dan sosial keterampilan fisik seperti 

memanjat, melompat, menulis, dan memotong; keterampilan intelektual 

seperti remembering, penalaran, membuat keputusan, dan memecahkan 

masalah; keterampilan sosial seperti berkomunikasi, berbagi, bekerja 

sama, bersaing, dan memiliki empati. Misalnya, ketika anak-anak 

bereksperimen dengan perbedaan perilaku dan peran sosial, mereka 

mencari tahu bagaimana rasanya menjadi Ibu, atau bayi; mereka 

mengalami bagaimana rasanya mencuci mobil, atau bermain dokter; 

mereka merasakan sukacita persetujuan dan keputusasaan/ ketidaksetujuan. 

Mereka membangun pandangan dunia yang akan mempengaruhi pemikiran 

dan perilaku di masa depan. 

 

Metode Sosialisasi Observasional 

Pemodelan adalah bentuk pembelajaran imitatif yang terjadi 

dengan mengamati orang lain (model) melakukan perilaku dan 

mengalami konsekuensinya. Ini memungkinkan kita untuk belajar 

perilaku sosial, sikap, dan emosi yang tepat secara genting. Modelnya 

bisa orang tua, saudara kandung, kerabat, teman, guru, pelatih, atau 

karakter televisi. Perilaku Serena, sikapnya tentang berperahu, dan 

dia memiliki keterampilan dalam mengutak-atik perahu yang 

menggambarkan sosialisasi melalui pembelajaran observasional, atau 

pemodelan. Pemodelan adalah metode sosialisasi yang signifikan. Ketika 

anak-anak menjadi dewasa, mereka memperoleh berbagai pola 

perilaku yang kompleks melalui identifikasi dengan model yang 
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dikagumi dan pola-pola ini menjadi bagian dari mereka untuk 

interaksi di masa depan.  

Pemodelan (pembelajaran observasional) melibatkan kemampuan 

untuk mengabstraksi informasi dari apa yang diamati, menyimpannya 

dalam memori, membuat generalisasi dan aturan tentang perilaku, 

mengambil informasi yang sesuai, dan bertindak pada waktu yang 

tepat. Dengan demikian, pemodelan memungkinkan seseorang untuk 

mengembangkan cara-cara baru untuk berperilaku dalam situasi 

yang sebelumnya tidak dialami. Serena, misalnya, "tahu" cara 

mengikat perahu tanpa sebelumnya mencobanya atau diinstruksikan 

tentang cara melakukannya. Probabilitas bahwa anak-anak akan 

meniru model adalah fungsi dari (1) perhatian mereka, (2) tingkat 

perkembangan kognitif, (3) retensi, (4) jenis aktivitas yang diamati, 

(5) motivasi, (6) kemampuan untuk mereproduksi perilaku, dan (7) 

repertoar perilaku alternatif (Bandura, 1989, 2001). 

Pengamatan dan pemodelan ditekankan sebagai metode sosialisasi 

pada beberapa keluarga, terutama yang warisan budayanya berkonteks 

tinggi. Metode ini memungkinkan anak-anak untuk berpartisipasi 

dalam pekerjaan bersama orang dewasa atau saudara yang lebih tua 

sesuai dengan kemampuan perkembangan mereka. Misalnya, pada 

beberapa suku Afrika anak perempuan berusia 3 tahun diberikan 

selang mereka sendiri untuk bekerja di kebun bersama ibu dan kakak 

perempuan mereka (Whiting & Edwards, 1988). Di beberapa suku 

New Guinea, setelah mengamati ibu mereka dan membantu membalikkan 

keadaan di atas api dengan penjepit, gadis berusia 3 hingga 5 tahun 

diberi tanggung jawab mengumpulkan kayu bakar dan memulai api 

untuk memasak; anak laki-laki pada usia ini, setelah membantu laki-

laki yang lebih tua memotong ikan terbuka, diberi pisau saku kecil 

mereka sendiri (Rogoff, 2003). 

Berbagai faktor mempengaruhi sejauh mana anak-anak akan 

meniru perilaku yang dimodelkan. Kriteria dasar adalah hubungan 

yang baik antara pengasuh dan anak (Kochanska, 2005). Model yang 

dianggap mirip (secara fisik dan/atau psikologis) dengan pengamat 

cenderung diidentifikasi dan ditiru: "Saya memiliki rambut kuning, 

seperti Mommy." "Anda memiliki keinginan yang kuat seperti kakek 

Anda." Model yang dianggap sebagai pengasuh lebih cenderung 
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diidentifikasi dan ditiru: "Ayah saya selalu membawakan saya hadiah 

ketika dia kembali dari perjalanan." "Pelatih saya selalu punya waktu 

untuk mendengarkan saya." Model yang dianggap kuat atau bergengsi 

lebih cenderung diidentifikasi dan ditiru (Bandura, Ross, & Ross, 

1963) 

Perilaku anak-anak juga dipengaruhi oleh apakah model 

dengan siapa mereka mengidentifikasi dihukum atau diperkuat. 

Telah ditunjukkan bahwa anak-anak yang melihat model yang 

dihukum karena perilaku agresif lebih kecil kemungkinannya untuk 

meniru perilaku itu dari pada anak-anak yang melihat model yang 

dihargai atau tidak mengalami konsekuensi (Bandura, 1965). Televisi 

memberikan contoh yang sangat baik dari konteks di mana 

pembelajaran observasional dan pemodelan konsekuensial terjadi. 

Ada banyak bukti bahwa anak-anak belajar perilaku prososial dan 

antisosial dengan menonton TV (Comstock & Scharrer, 2007; Perse, 

2001; Roberts & Foehr, 2004). Misalnya, melakukan serangkaian 

studi tentang perilaku anak-anak prasekolah selama bermain gratis, 

Friedrich dan Stein (1973) menemukan bahwa kelompok yang 

menonton 12 episode Mister Rogers' Neighborhood (prososial) 

selama periode empat minggu bertahan lebih lama dalam tugas, lebih 

cenderung mematuhi aturan, dan lebih cenderung menunda 

gratifikasi tanpa protes dari pada kelompok yang menonton 12 

episode Batman dan Superman (antisosial) untuk periode yang sama 

atau kelompok yang menonton acara tentang peternakan dan hewan 

(netral).  

Sebagai contoh lain, studi tentang anak-anak prasekolah telah 

menunjukkan hubungan antara menonton televisi kekerasan dan 

perilaku agresif selama bermain gratis di prasekolah (Levin & 

Carlsson-Paige, 1995). Alasan bahwa perilaku yang disiarkan televisi, 

apakah prososial atau antisosial, kemungkinan akan dicontoh adalah 

bahwa anak-anak mengamati seseorang yang dihargai karena suatu 

tindakan. Perilaku prososial pada perilaku Antisosial umumnya 

diperkuat di TV oleh orang tersebut "lolos" atau mendapatkan objek 

yang diinginkan. 

 

Metode Sosialisasi Kognitif 
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datang ke dunia dengan karakteristik dan warisan kebutuhan dan 

kemampuan tertentu yang berubah saat mereka dewasa. Gen Biologi  

berperan  dalam  kontribusi anak terhadap hasil perkembangannya, 

dimulai dengan genotipe anak, total gabungan instruksi turun-

temurun dikodekan pada gen pada saat pembuahan. Menurut Plomin 

dan Asbury (2003) begitu juga Scarr dan McCartney (1983), orang 

tua tidak hanya meneruskan gen kepada anak-anak tapi juga 

menyediakan lingkungan, atau konteks pertumbuhan. Masih ada lagi 

jenis interaksi genotipe-lingkungan yang aktif, yang berarti kepribadian 

seseorang secara genotipe akan cenderung memotivasi orang tersebut 

untuk mencari lingkungan yang paling sesuai dengan genetiknya. 

Misalnya, anak pemalu mungkin lebih suka menyendiri dari pada 

kegiatan yang berkelompok, sehingga mempengaruhi jalan perkembangan 

anak itu.  

 Perangai/Watak (Temperamen) merupakan Aspek lain dari 

susunan biologis seseorang, selain gen, adalah temperamen atau 

watak karakteristik bawaan yang menentukan kepekaan individu 

terhadap berbagai pengalaman dan responsif terhadap interaksi 

sosial. Tempramen anak itu sangat variatif, ketegangan antara 

temperamen anak dan pengasuhnya miskin, sosialisasi cenderung 

kasar. Misalnya, jika anak sangat aktif, resposif pada orang dan hal 

tertentu, dan moody (anak "difficult"), dan petugas perawat memaksa dia 

untuk duduk diam, menghukum dia karena menangis atau takut, dan 

menuntut sebuah senyuman di setiap waktu, maka sosialisasi bisa 

menjadi medan perang dan menjadi pemaksaan kehendak. Bagaimana 

pengasuh menanggapi temperamen anak-anak mereka mempengaruhi 

proses sosialisasi. 

Bagaimana pengasuh menanggapi temperamen anak-anak mereka 

mempengaruhi proses sosialisasi. Jika ada "kebaikan jasmani" antara 

temperamen anak dan anak laki-laki pengasuh, maka sosialisasi 

cenderung berjalan lancar (Thomas, 1996). Misalnya, jika anak tidak 

mudah beradaptasi dengan situasi baru (adalah "slow-to-warm-up" 

anak), dan pengasuh memahami hal ini dan sabar (tidak mendorong 

anak, namun memberi semangat dia untuk membiasakan diri dengan 

hal-hal baru secara perlahan), maka sosialisasi mungkin terjadi 

halus. Dalam studi longitudinal (jangka panjang) tentang sosialisasi 
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hati nurani, atau internal monitor, Kochanska (2000) menemukan 

bahwa penggunaan teknik  pengasuhan yang lembut seperti persuasif 

("Mengapa tidak Anda karena"), bukan  penegasan  kekuatan  dengan  

kekerasan.  ("Apakah   atau  yang  lain"),  lebih  efektif dalam membuat 

anak-anak yang pemalu mematuhi, sedangkan anak-anak asertif 

menanggapi dengan lebih baik tuntutan keras. 

 

 

Sosialisasi yang Disengaja dan Tidak Disengaja  

Banyak sosialisasi yang disengaja, dilakukan dengan sengaja. 

Saat dewasa memberitahu anak berusia 6 tahun berbagi mainan 

dengan saudara kandung berusia 4 tahun, itu disengaja sosialisasi. 

Namun, sebagian besar sosialisasi terjadi secara spontan selama 

interaksi manusia,tanpa niat yang disengaja untuk menanamkan 

pengetahuan atau nilai. Sosialisasi yang tidak disengaja mungkin 

merupakan hasil keterlibatan dalam interaksi manusia atau 

pengamatan interaksi. "Ekologi" adalah ilmu keterkaitan antara 

organisme dan lingkungannya. Istilah "bioekologis" mengacu pada 

peran organisme dalam membentuknya lingkungan dari waktu ke 

waktu. Di sini kita fokus pada organisme manusia  karakteristik 

biologis, sosial, dan psikologis. 

Menurut teori bioekologi Bronfenbrenner, ada empat struktur 

dasar yaitu mikrosistem, mesosistem, eksosistem, dan makrosistem, 

di mana hubungan dan interaksi berlangsung untuk membentuk pola 

yang mempengaruhi perkembangan manusia. Kerangka konseptual 

semacam itu memungkinkan kita mempelajari anak dan keluarga, 

sekolah, dan masyarakat sebagai sistem dinamis dan berkembang 

yang dipengaruhi oleh perubahan sosial yang lebih luas (the 

Chronosystem), seperti di bidang ekonomi, politik, dan teknologi. 

 

Kembangkan Konsep Diri 

Konsep diri adalah persepsi individu tentang identitasnya yang 

berbeda dari orang lain. Itu muncul dari pengalaman terpisah dari 

orang lain. Secara bertahap, ketika orang memenuhi kebutuhan 

Anda, Anda menyadari bahwa mereka ada bahkan ketika Anda tidak 

dapat melihatnya. Ketika Anda mengembangkan bahasa, Anda belajar 
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bahwa objek memiliki nama dan begitu juga Anda, dan masing-masing 

memiliki keberadaan independen.  

Menurut Lord, R. G., & Brown, D. J. (2001) Konsep diri konsep 

diri individu dapat dipahami dalam hal: dua dimensi yang luas: fokus 

temporal dan tingkat identitas. Dalam hal fokus temporal diri dapat 

dianggap baik dalam istilah distal atau proksimal seseorang dapat 

fokus pada ``mungkin' distal diri'' atau pada ``pandangan diri' yang 

lebih mutakhir.'' Meskipun fokus temporal individu adalah pertimbangan 

penting untuk memahami perilaku, tidak jelas hubungan empiris 

tampaknya ada antara taksonomi nilai yang diusulkan oleh Schwartz dan 

pertimbangan temporal distal ± proksimal. Oleh karena itu, di sini 

hanya pekerjaan di masa depan adalah diperlukan untuk 

menetapkan apakah hubungan antara dimensi temporal diri dan 

perbedaan pola nilai yang ada. Dalam dunia pekerjaan seorang 

pemimpin akan dapat mempengaruhi konsep diri (dan akhirnya 

perilaku, afek, dan kognisi) bawahan mereka tergantung pada 

seberapa kuat seorang pemimpin mengaktifkan nilai-nilai yang 

relevan pada tempat awalnya, Menurut Markus dan Wurf (1987), 

manusia memiliki kapasitas atensi yang terbatas dan, sebagai 

hasilnya, hanya sebagian kecil dari pengetahuan diri atau skema diri 

individu yang dapat diaktifkan ada titik waktu tertentu. Bagian 

pengetahuan diri yang aktif saat ini disebut konsep diri. Aspek diri 

mana yang diaktifkan akan sangat bergantung pada keadaan 

lingkungan saat ini seperti kehadiran khalayak yang berbeda dan 

sosial kelompok (misalnya, Baldwin, 1992; Shoda dan Mischel, 

1998).  

Seseorang hanya perlu memikirkan perilakunya. Individu yang 

sama dalam situasi yang sangat beragam, seperti saat bermain, 

olahraga kompetitif atau berkencan, untuk melihat bahwa pengetahuan 

diri yang berbeda akan diakses. Jelasnya, jika konsep diri mengatur 

perilaku, kognisi, dan afeksi manusia, maka aspek yang berbeda dari 

diri perlu menonjol di bawah masing-masing keadaan ini untuk 

memungkinkan individu untuk berperilaku adaptif. Konsep diri 

adalah kunci struktur pengaturan diri. Ini berisi tujuan saat ini dan 

mengaktifkan mekanisme regulasi, menguraikan konstruk ini, 

mencatat bahwa konsep diri yang bekerja terdiri dari: pandangan 
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b. Sosialisasi. Keluarga menjadi tempat untuk melakukan transfer nilai-

nilai masyarakat, keyakinan, sikap, pengetahuan, keterampilan, dan 

sains yang akan diteruskan kepada generasi penerus. 

c. Penugasan peran sosial. Keluarga sebagai mediasi identitas 

keturunan (ras, etnis, agama, sosial ekonomi, dan peran 

gender) serta identitas perilaku dan kewajiban. Sebagai contoh, 

Misalnya, orang Yahudi mungkin tidak makan daging babi dan 

mungkin merasa wajib memberi untuk amal. Orang Tionghoa 

boleh makan dengan sumpit dan tunduk pada otoritas orang 

yang lebih tua. Seseorang yang terlahir dengan status sosial 

ekonomi tinggi mungkin diharuskan untuk memilih pasangan 

dari latar belakang keluarga yang sama. Di beberapa keluarga, 

anak perempuan disosialisasikan untuk melakukan pekerjaan 

rumah dan menjadi pengasuh dan anak laki-laki untuk menjadi 

pencari nafkah. 

d. Dukungan ekonomi.  Keluarga menyediakan tempat tinggal, 

makanan, dan perlindungan. Pada beberapa keluarga di 

negara-negara industri, semua anggota keluarga kecuali anak-

anak berkontribusi pada kesejahteraan ekonomi. Di keluarga 

lain, salah satu atau kedua orang tua mendapatkan uang untuk 

membayar barang-barang yang dikonsumsi seluruh keluarga 

e. Pengasuhan/dukungan emosional. Keluarga memberikan pengalaman 

pertama anak-anak dalam interaksi sosial. Interaksi sosial dapat 

berupa hubungan emosional, pengasuhan, jaminan keamanan bagi 

anak-anak. Keluarga juga memiliki kepedulian pada anggotanya 

ketika mereka sakit atau mengalami penuaan. 

Fungsi utama keluarga tetap merupakan dukungan ekonomi 

anggotanya, tetapi ruang lingkup tanggung jawab ini telah berubah, serta 

anggota keluarga mana yang berkontribusi. Fungsi pengasuhan dan 

dukungan emosional keluarga untuk kaum muda (dan kadang-kadang 

yang lama) tetap cukup stabil, tetapi kisaran pengasuhan telah berkurang. 

Meskipun keluarga selalu dalam proses transisi (pernikahan, persalinan, 

kematian), peristiwa tertentu mempengaruhi sosialisasi anak lebih dari 

yang lain. Contohnya adalah perceraian, pengasuhan tunggal, stepparenting, 

dan kohabitasi (hidup bersama sebagai suami istri). 
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Sepanjang sejarah, keluarga telah berubah dalam cara mereka 

menjalankan berbagai fungsi, termasuk reproduksi, sosialisasi atau 

pendidikan, penugasan peran sosial, dukungan ekonomi, dan pengasuhan 

atau dukungan emosional. Perubahan fungsi keluarga tersebut merupakan 

adaptasi terhadap pengaruh makrosistem, seperti ekonomi, ideologi politik, 

dan teknologi. 

 

Perceraian dan Keluarga 

Perceraian memiliki konsekuensi tertentu bagi fungsi keluarga 

dan sosialisasi anak. Menghalangi dukungan sosial eksternal, efek 

perceraian pada orang tua kustodian adalah bahwa tanggung jawab 

dua kali lipat. Orang tua tunggal bertanggung jawab atas dukungan 

keuangan, penitipan anak, dan pemeliharaan rumah. Karena orang 

tua biasanya berada di bawah tekanan besar, pengasuhan cenderung 

berkurang (Goodman, Emery, & Haugaard, 1998). 

Menurut Ding, W., Lin, X., Su, J., Jiang, Y., Wu, Q., & He, T. (2019). 

Tujuan Sering terpaparnya hubungan perkawinan yang buruk sangat 

erat kaitannya dengan masalah perilaku dan emosional dalam diri 

anak-anak, termasuk gejala Oppositional Defiant Disorder (ODD). Namun, 

hubungan longitudinal antara perkawinan orang tua kualitas dan 

gejala ODD anak, dan apakah kaitan ini bervariasi menurut jenis 

kelamin anak atau orang tua masih belum jelas. Pada saat ini studi, 

kami bertujuan untuk memeriksa hubungan dua arah antara kualitas 

perkawinan orang tua dan gejala ODD anak dan apakah asosiasi 

berbeda antara orang tua dan jenis kelamin anak. Kualitas perkawinan 

dan gejala ODD anak secara terpisah ayah dan ibu.  

Hasil penelitian menunjukkan bahwa kualitas orang tua 

menikah itu berkorelasi dengan berkurangnya gejala ODD pada anak 

secara bersamaan dan prospektif untuk ayah. Kualitas pernikahan 

tidak berhubungan dengan gejala ODD anak pada ibu. Ditemukan 

bahwa hubungan timbal balik antara kualtias perkawinan orang tua 

dan gejala ODD anak dalam keluarga Cina dan meneliti sejauh mana 

hubungan ini mungkin berbeda. Temuan menunjukkan tingkat 

kualitas perkawinan orang tua yang lebih rendah diperkirakan lebih 

banyak akan menimbulkan gejala ODD anak. Hasil menunjukkan 

bahwa hubungan antara Kualitas perkawinan dan gejala ODD pada 
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anak adalah merupakan hubungan timbal balik. Temuan ini memperluas 

literatur sebelumnya terutama berdasarkan pada studi cross-sectional 

untuk menyajikan yang lebih komprehensif gambaran tentang hubungan 

antara hubungan perkawinan dan anak Kualitas perkawinan yang baik 

mengakibatkan anak-anak semakin mengganggu perilaku seperti gejala 

ODD. 

Untuk menilai efek perceraian, seseorang harus memeriksa 

bagaimana semua anggota keluarga berurusan dengan transisi, 

membangun kembali kewajiban peran mereka satu sama lain, dan 

melakukan fungsi-fungsi seperti berikut (Hetherington & Clingempeel, 

1992): 
a. Sosialisasi/edukasi. Membesarkan anak harus dilanjutkan; 

harus dipantau, nilai- nilai dan moral yang diberikan. 

b. Penugasan peran/wewenang sosial. Kekuasaan untuk pengambilan 

keputusan dalam keluarga harus dialokasikan dan tanggung jawab 

untuk tugas yang ditetapkan. 

c. Dukungan ekonomi/tanggung jawab domestik.  Keluarga 

harus mendapatkan cukup uang untuk memberikan dukungan 

embernya. Kesejahteraan fisik anak- anak harus disediakan, 

dan tempat tinggal harus dijaga dengan aman dan sehat. 

d. Dukungan nurturance/emosional.  Peduli dan keterlibatan 

satu sama lain diperlukan untuk menyediakan kesejahteraan 

emosional anggota keluarga. 

 

Distribusi Otoritas 

Perceraian mempengaruhi distribusi wewenang dalam keluarga. 

Sebelum perceraian, ayah mungkin memiliki lebih banyak wewenang 

karena secara tradisional ia telah dianggap sebagai pencari nafkah utama, 

atau otoritas mungkin telah dibagikan oleh kedua orang tuanya. Namun, 

setelah perceraian, the residential parent mengasumsikan otoritas sehari-

hari atas anak-anak, dan the nonresidential parent (orang tua yang tidak 

bertanggung jawab) menjadi terbatas pada area yang dieja dalam 

perjanjian perceraian.  

Hetherington dan Kelly (2002) menemukan bahwa wewenang 

ayah dan ibu atas anak-anak, seperti yang ditunjukkan oleh praktik 

pengasuhan mereka, cenderung memburuk dalam dua tahun pertama 
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setelah perceraian. Ada lebih sedikit konsistensi, kontrol, dan kasih 

sayang. 

 

Perubahan Ekonomi 

Perubahan ekonomi yang mempengaruhi fungsi keluarga 

mungkin melibatkan ketidakpastian pekerjaan karena pembelian 

perusahaan, perampingan, dan PHK; biaya hidup, mengharuskan 

kedua orang tua untuk bekerja; dan erosi manfaat karyawan, seperti 

asuransi kesehatan (Gallay & Flanagan, 2000). 

Penurunan tingkat kesejahteraan ekonomi telah ditemukan 

meningkatkan stres orang tua, mengakibatkan kurangnya kasih 

sayang terhadap anak-anak dan interaksi disipliner yang kurang 

efektif (Conger & Dogan, 2007). Anak-anak dalam keluarga seperti 

itu lebih mungkin dilaporkan oleh guru sebagai memiliki masalah 

perilaku dan hubungan sosial yang negatif dengan teman sebaya 

(Mistry et al., 2002). 

Jika kedua orang tua bekerja, kehidupan keluarga mereka 

mungkin berisiko mengalami fragmentasi. Ayah bekerja, ibu bekerja, 

dan anak-anak pergi ke penitipan anak atau sekolah, semuanya 

membutuhkan koordinasi. Jika jam kerja diubah-ubah, keluarga 

mungkin tidak makan bersama. Tugas rumah tangga harus 

dilakukan setelah bekerja. Jika anak-anak memiliki kegiatan setelah 

sekolah, mereka harus dikoordinasikan dengan jadwal orang tua 

yang sudah padat. Lalu ada pertemuan-pertemuan sekolah, kantor, 

dan komunitas. Hampir tidak ada waktu tersisa untuk komunikasi 

keluarga atau rekreasi bersama. 

 

Dukungan Emosional 

Isolasi nuclear family dari kerabat menambah beban dilema 

yang menimpa pada keluarga yang bercerai kerabat tidak dapat 

dipanggil untuk membantu perawatan anak, tugas rumah tangga, 

atau dukungan emosional. Karena dukungan emosional adalah salah 

satu fungsi keluarga, dan perceraian menghilangkan satu orang 

dewasa dari konteks, orang dewasa yang tersisa tidak lagi memiliki 

seseorang dengan siapa berbagi beban dan sukacita membesarkan 
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anak. Juga tidak ada seseorang dengan siapa untuk berbagi pengambilan 

keputusan harian dan untuk menyediakan kebutuhan dukungan psikologis. 

 

Perubahan Teknologi 

Perkembangan teknologi di bidang sains, kedokteran, industri, 

pertanian, transportasi, komunikasi, media, elektronik, dan sebagainya 

telah berkontribusi pada peningkatan standar hidup masyarakat 

meningkatkan kesehatan, memperluas kesempatan kerja dan pendidikan, 

meningkatkan keselamatan, menumbuhkan efisiensi, memperluas akses 

masyarakat informasi, dan menyediakan berbagai pilihan produk.  

Teknologi saat ini adalah mesin yang mengabadikan diri yang 

dijalankan dengan peningkatan, add-ons, dan isi ulang” (Naisbitt, 2001). 

Teknologi digital menciptakan gaya komunikasi dan interaksi baru 

(Buckingham, 2006). Keluarga terpengaruh karena teknologi semacam 

itu memberikan peluang tanpa akhir untuk penggunaan multidimensi, 

untuk mengakses informasi secara instan, dan untuk terus terhubung 

(Montgomery, 2000), sambil menciptakan kebutuhan yang lebih besar 

bagi orang tua untuk mengawasi aktivitas anak-anak.  

Teknologi media juga telah menciptakan cara baru untuk memasarkan 

kepada anak-anak. Situs web yang dirancang untuk anak-anak berisi grafik 

berwarna cerah, efek suara, musik, dan permainan interaktif, yang mengajak 

anak-anak untuk membeli produk yang mendukung mereka melalui iklan 

pop-up dan/atau iklan suara (Montgomery, 2001). Jejaring sosial, ponsel, dan 

permainan komputer semuanya bersaing dengan waktu keluarga, serta 

memengaruhi pembelajaran anak-anak (Clay, 2009). 

 

Efek Perceraian pada Anak 

The National Center for Health Statistics berhenti menerbitkan 

jumlah perceraian dan menikah lagi pada tahun 2000 karena beberapa 

negara bagian tidak lagi menghitungnya. Namun, berdasarkan data masa 

lalu, hampir satu dari dua pernikahan berakhir dengan perceraian. 

Sebagian besar perceraian terjadi dalam sepuluh tahun pertama untuk 

pernikahan pertama dan pernikahan ulang pertama. Anak-anak 

mengalami rasa kehilangan yang mendalam, mengembangkan loyalitas 

yang terbagi, dan sering merasa tidak berdaya melawan kekuatan di luar 

kontrol mereka. Hetherington dan Kelly (2002). 
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Penugasan Peran Sosial 

Peran sosial dalam keluarga ditentukan oleh anggota mana 

yang melakukan pekerjaan apa, dan wewenang apa. Perubahan peran 

keluarga dari waktu ke waktu, seperti yang dibahas di sini, 

menggambarkan pengaruh Chronosystem. 

 

Usia Anak dan Efek Perceraian 

Konsep diri anak-anak usia prasekolah ditemukan terpengaruh 

oleh perceraian (Wallerstein & Kelly, 1996). Secara khusus, pandangan 

anak tentang keandalan dan prediksi hubungan terganggu. Beberapa 

anak menyalahkan diri mereka sendiri atas perpisahan itu.  Misalnya, 

seorang anak berusia 5 tahun berkata, "Jika saja saya tidak merengek 

seperti yang ayah katakan, dia tidak akan meninggalkan saya." Bahkan 

setahun kemudian, dalam studi lanjutan, hampir setengah anak-anak 

dalam sampel masih menunjukkan kecemasan dan agresi yang 

meningkat. Penulis ini juga menemukan bahwa anak-anak usia sekolah 

menanggapi perceraian dengan kesedihan, ketakutan, perasaan perampasan, 

dan beberapa kemarahan (Wallerstein & Kelly, 1996). Mereka, seperti 

anak-anak prasekolah, masih berjuang setelah setahun dengan perubahan 

dalam hidup mereka. Anak-anak usia sekolah kesulitan memfokuskan 

perhatian mereka pada tugas-tugas terkait sekolah. 

Anak-anak muda perceraian ditemukan lebih tergantung, 

agresif, cengeng, menuntut, tidak bijaksana, dan tidak patuh dari 

pada anak-anak dari keluarga yang sudah menikah. Mereka takut 

ditinggalkan, kehilangan cinta, dan membahayakan tubuh. Perilaku 

dan ketakutan yang diungkapkan disebabkan oleh, sebagian, 

keasyikan orang tua dengan kebutuhan mereka sendiri, serta konflik 

peran berikutnya. Jika dibandingkan dengan orang tua dari keluarga 

yang sudah menikah, orang tua prasekolah yang bercerai kurang 

konsisten dalam disiplin mereka dan kurang mengasuh. Juga, 

komunikasi tidak efektif, dan mereka membuat lebih sedikit 

tuntutan untuk perilaku dewasa dari anak-anak mereka. Remaja, 

tidak seperti anak-anak yang lebih muda, merasa sedikit rasa 

disalahkan atas pemisahan orang tua mereka, tetapi mereka merasa 

kebencian. 
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Jenis Kelamin Anak dan Efek Perceraian 

Gender memengaruhi dampak perceraian, dengan penelitian 

menunjukkan bahwa anak laki-laki lebih sulit dipukul. Dua tahun 

setelah perceraian, banyak anak laki-laki mengalami kesulitan 

berkonsentrasi, melakukan buruk pada tes intelijen, dan memiliki 

kesulitan dengan matematika. Juga, mereka berinteraksi secara 

agresif dengan ibu mereka, guru mereka, dan anak laki-laki seusia 

mereka sendiri. Pemantauan anak laki-laki lebih rendah dalam 

rumah tangga yang tidak menikah lagi, dan anak laki-laki terlibat 

dalam perilaku yang lebih antisosial (Hetherington & Clingempeel, 

1992).  

Anak perempuan cenderung menangis dan merengek untuk 

melampiaskan kesedihan mereka dan ini memberi mereka dukungan. 

Meskipun gadis-gadis preadolescent tampaknya menyesuaikan diri 

dengan perceraian dalam waktu dua hingga tiga tahun, bukti telah 

terakumulasi menunjukkan masalah yang terkait dengan perkembangan 

peran gender feminin yang muncul pada masa remaja. 

 

Pengaturan Hak Asuh Anak dan Efek Perceraian 

Anak-anak yang terlibat dalam pertempuran hak asuh adalah  yang  

paling terkoyak oleh perceraian (Kelly, 2000). Untuk menghindari situasi 

menang/kalah ini, beberapa hakim mengamanatkan hak asuh bersama, 

berbagi tanggung jawab untuk anak-anak; yang lain memerintah 

berdasarkan "kepentingan terbaik" anak. Efek dari berbagai pengaturan 

hak asuh dibahas kemudian. 

 

Dukungan Emosional Anak dan Efek Perceraian 

Meskipun perceraian menjengkelkan bagi semua orang yang 

terlibat, mungkin lebih buruk bagi seorang anak untuk tinggal di an 

embattled household. Bagi orang tua, perceraian adalah waktu yang 

sangat menegangkan, dan perasaan depresi, kehilangan harga diri, 

dan tidak berdaya mengganggu kemampuan mengasuh anak. Orang 

tua harus menemukan dukungan di luar keluarga untuk meningkatkan 

kepercayaan diri mereka pada diri mereka sendiri dan kemampuan 

mereka untuk orang tua. Mereka harus memberi tahu anak itu bahwa 

meskipun mereka saling menceraikan satu sama lain, mereka tidak 
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ketakutan bahwa perpisahan dari ibu, terutama pada masa 

bayi, akan mengganggu ikatan kasih saying keterikatan ibu-

anak dan akan mengakibatkan masalah psikologis dan sosial. 

Dengan demikian, sebagian besar studi penelitian asli meneliti 

efek pemisahan pada anak. Perlu dicatat bahwa studi pemisahan 

bayi dilakukan di institusi perumahan, bukan di pusat penitipan 

anak seperti yang kita kenal sekarang. 

2. Tempat penitipan anak. Kekhawatiran tentang pengaturan   

penitipan anak yang berkualitas (lingkungan fisik, hubungan 

sosial-emosional, dan stimulasi intelektual) telah mendorong 

studi yang lebih baru untuk menguji efek keseluruhan dari 

pengaturan penitipan anak yang berbeda (rumah versus 

alternatif) pada hubungan sosial anak-anak dengan anak-anak 

lain, mereka hubungan dengan ibu mereka, dan perkembangan 

intelektual mereka. 

3. Sistem ekologis. Saat ini, keprihatinan dalam komunitasilmiah  

fokus  pada  ekologi penitipan anak. Studi meneliti faktor 

keluarga, faktor penitipan anak (Clarke-Stewart & Allhusen, 

2002; NICHD, 2005, 2010), dan faktor budaya (Lamb, 2000) 

yang bekerja bersama (mesosystems) untuk mempengaruhi 

perkembangan anak. Sekarang diterima dengan baik bahwa 

“membesarkan anak telah menjadi upaya kolaboratif dengan 

anak-anak bergerak bolak-balik. antara rumah dan penitipan 

anak mereka” (Phillips & Howes, 1987). Tautan mesosystem 

mungkin mendukung, kompetitif, atau netral. Bagian 

selanjutnya membahas studi klasik dan modern yang berasal 

dari keprihatinan Chronosystems. 
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ECOLOGY OF SCHOOL 

Sekolah merupakan lembaga formal masyarakat tempat berlangsungnya 

pembelajaran. Sekolah bertindak sebagai agen masyarakat yang diorganisir 

untuk melestarikan masyarakat itu pengetahuan, keterampilan, adat istiadat, 

dan kepercayaan. Namun semua pendidikan muncul dari beberapa 

gambaran tentang masa depan. Karenanya, transmisi budaya, selain 

memperluas pengetahuan dan basis teknologi, membuat pilihan-pilihan 

yang sulit dalam kurikulum mengenai informasi apa paling penting. John 

Goodlad (2004) mempelajari dokumen yang berkaitan dengan tujuan 

tersebut sekolah yang mencakup 300 tahun sejarah AS. Dia menemukan 

empat kategori besar tujuan: akademik (membaca, menulis, berhitung); 

vokasional (persiapan dunia kerja); sosial dan kemasyarakatan (persiapan 

untuk berpartisipasi dalam demokrasi); dan pribadi (pengembangan bakat 

individu dan ekspresi diri). 

Fungsi sekolah sebagai agen sosialisasi adalah memberikan pengalaman 

intelektual dan sosial, anak-anak mengembangkan keterampilan, pengetahuan, 

minat, dan sikap yang menjadi ciri mereka sebagai individu dan membentuk 

kemampuan mereka untuk melakukan peran orang dewasa. Sekolah 

memberikan pengaruh pada anak-anak dengan: 
1. Program pendidikan mereka yang mengarah ke prestasi; 

2. Organisasi formal mereka, memperkenalkan siswa pada 

otoritas; dan 

3. Hubungan 54ocial yang berkembang di kelas. 

Tujuan utama pendidikan, dari perspektif masyarakat, adalah 

transmisi warisan budaya: pengetahuan, nilai, kepercayaan, dan adat 

istiadat masyarakat yang terakumulasi. Untuk menyebarkan budaya 

dan memeliharanya, masyarakat membutuhkan orang-orang terlatih 

yang dapat mengambil peran khusus serta mengembangkan pengetahuan 

dan teknologi baru. Tujuan pendidikan dari perspektif individu adalah 

memperoleh keterampilan dan pengetahuan yang diperlukan untuk 

menjadi mandiri dan berpartisipasi secara efektif dalam masyarakat. 

Tujuan Sekolah antara lain:  

Tujuan Akademik 

1. Penguasaan keterampilan dasar (membaca, menulis, berhitung) 

dan proses fundamental (mengkomunikasikan ide, menggunakan 

sumber informasi). 
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2. Perkembangan intelektual (mengakumulasi pengetahuan umum; 

berpikir rasional, mandiri, dan kritis; memecahkan masalah; ingin 

tahu). 

Tujuan Kejuruan 

Pendidikan karir/kejuruan (pilih pekerjaan yang sesuai berdasarkan 

minat dan kemampuan, mengembangkan sikap dan kebiasaan kerja 

yang sesuai, menjadi mandiri secara ekonomi dan produktif). 

Tujuan Sosial, Kewarganegaraan, dan Budaya 

1. Pemahaman interpersonal (berbagai nilai, hubungan, budaya) 

2. Partisipasi kewarganegaraan (memahami sejarah dan pemerintahan 

yang representasi, membuat pilihan berdasarkan informasi, 

berkontribusi pada kesejahteraan orang lain dan lingkungan). 

3. Enkulturasi (kesadaran akan nilai, norma perilaku, tradisi, 

prestasi seseorang budaya dan budaya lain) 

4. Karakter moral dan etis (mengevaluasi pilihan, perilaku, 

mengembangkan integritas) 

Tujuan Pribadi 

1. Kesejahteraan emosional dan fisik (mengembangkan kesadaran 

diri, keterampilan mengatasi, keterampilan manajemen waktu, 

kebiasaan sehat, kebugaran fisik) 

2. Kreativitas dan ekspresi estetika (mengembangkan orisinalitas 

dalam pemecahan masalah, toleransi terhadap ide-ide baru, 

menghargai berbagai bentuk kreativitas) 

3. Realisasi diri (mengevaluasi kemampuan dan keterbatasan, 

menetapkan tujuan, menerima tanggung jawab atas keputusan 

dibuat) 

Tujuan utama pendidikan, dari perspektif masyarakat, adalah 

transmisi warisan budaya: pengetahuan, nilai, kepercayaan, dan adat 

istiadat masyarakat yang terakumulasi. Untuk menyebarkan budaya 

dan memeliharanya, masyarakat membutuhkan orang-orang terlatih 

yang dapat mengambil peran khusus serta mengembangkan pengetahuan 

dan teknologi baru. Tujuan pendidikan dari perspektif individu 

adalah memperoleh keterampilan dan pengetahuan yang diperlukan 

untuk menjadi mandiri dan berpartisipasi secara efektif dalam 

masyarakat. 

 



56 | KAJIAN TEORI SISTEM EKOLOGI ROBERTA M. BERN 

Sekolah mencerminkan pengaruh makrosistem masyarakat khususnya, 

nilai tradisional dan tujuan masa depan. Warga masyarakat menerapkan 

nilai dan tujuan ini. Dalam masyarakat demokratis, peran sekolah terus 

diperdebatkan oleh warganya hingga kesepakatan mengenai pendanaan, 

standar, kurikulum, pendidikan guru, ukuran kelas, persyaratan kehadiran, 

penilaian, dan sebagainya. Konsensus ini diterjemahkan menjadi kebijakan 

pendidikan. 

Menurut Donnelly, J. E., & Lambourne, K. (2011). Melakukan 

studi yang meneliti hubungan antara aktivitas fisik, kebugaran, 

kegemukan, fungsi kognitif dan prestasi akademik dijelaskan. Hasil uji 

coba acak cluster berskala besar, longitudinal untuk memeriksa 

dampak aktivitas fisik kelas berdasarkan indeks massa tubuh dan 

prestasi akademik disajikan. Sekolah telah mengurangi waktu yang 

dialokasikan untuk pendidikan jasmani dan memberikan jumlah 

aktivitas fisik yang memadai dalam pendidikan jasmani kelas itu 

menantang. Ruang kelas adalah tempat siswa menghabiskan sebagian 

besar waktu mereka dan ini memberikan lokasi yang layak intervensi 

yang dirancang untuk meningkatkan aktivitas fisik. Peningkatan fisik 

aktivitas memiliki potensi untuk meningkatkan kebugaran dan 

kegemukan, keduanya berdampak pada prestasi akademik. Pelajaran 

akademis yang aktif secara fisik hemat biaya, tidak memerlukan waktu 

persiapan guru tambahan menyenangkan bagi guru dan murid, serta 

menghasilkan peningkatan akademik nilai prestasi. 

 

Chronosystem Influences on Schools 

Pengaruh Chronosystem di sekolah termasuk adaptasinya 

terhadap perubahan masyarakat secara umum dan perkembangan 

tertentu seperti teknologi baru (komputer dan perangkat lunak) 

kesehatan (penggunaan/penyalahgunaan zat, obesitas), dan keamanan 

(kekerasan dan kesiapsiagaan darurat). Sekolah untuk masa depan 

termasuk mempersiapkan diri untuk dunia kerja dan perubahan 

teknologi. Belajar menggunakan komputer saat ini penting untuk 

berhasil dalam masyarakat. Ini adalah contoh yang baik tentang 

dampak dari macrosystem (teknologi) dan Chronosystem (perubahan) 

pada microsystem. 
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Pengaruh chronosystem di sekolah termasuk adaptasinya 

terhadap perubahan masyarakat secara umum dan perkembangan 

tertentu seperti teknologi baru (komputer dan perangkat lunak) 

kesehatan (penggunaan/penyalahgunaan zat, obesitas), dan keamanan 

(kekerasan dan kesiapsiagaan darurat). 

Aspek apa dari pengetahuan masa lalu yang harus diajarkan untuk 

bertahan hidup di masa sekarang, dan apa saja keterampilan mengentaskan 

masalah harus diajarkan untuk bertahan hidup di masa depan? Sejak 

awal, sistem sekolah umum dimaksudkan sebagai wahana perubahan 

sosial. Namun, sekolah tidak menjalankan fungsinya dalam ruang hampa. 

Seperti yang telah kita bahas, mereka dipengaruhi oleh sistem makro 

seperti ideologi politik, ekonomi, budaya, agama, dan teknologi, dan 

terkait dengan sistem mikro lain seperti keluarga dan komunitas. Mereka 

harus mendidik anak-anak dari berbagai latar belakang dengan 

keterampilan yang beragam. Karena itu, dalam rangka pemerataan 

peluang, sekolah harus melaksanakan berbagai program, seperti melek 

komputer, resolusi konflik, dan pendidikan kesehatan, selain membaca 

dasar, menulis, dan berhitung. “Sekolah hampir menjadi tempat intervensi 

potensial setiap masalah sosial yang mempengaruhi anak-anak ”(Linney & 

Seidman, 1989). 

 

Macrosystem Influences on Schools 

Sekolah mencerminkan pengaruh makrosistem masyarakat 

khususnya, nilai tradisional dan tujuan masa depan. Warga masyarakat 

menerapkan nilai dan tujuan ini. Dalam masyarakat demokratis, peran 

sekolah terus diperdebatkan oleh warganya hingga kesepakatan 

mengenai pendanaan, standar, kurikulum, pendidikan guru, ukuran kelas, 

persyaratan kehadiran, penilaian, dan sebagainya. Konsensus ini 

diterjemahkan menjadi kebijakan pendidika. Sistem makro, atau 

pemerintah, dapat menerapkan undang-undang, seperti (No Child Left 

Behind (NCLB), yang mengamanatkan sekolah yang aman. Pencegahan 

kekerasan di sekolah mungkin melibatkan lebih banyak konselor yang 

tersedia bagi siswa dan melatih guru untuk campur tangan dengan anak-

anak yang terisolasi, penindas, atau korban. Pencegahan kekerasan dalam 

keluarga mungkin melibatkan pendidikan dan/atau konseling orang tua. 

Kebijakan Pendidikan 
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Faktor makrosistem yang berpengaruh dalam pengembangan kebijakan 

pendidikan adalah ideologi politik, ekonomi, budaya, agama, dan iptek. 
1. Ideologi politik 

Masyarakat demokratis mengandaikan kebebasan dari penindasan 

pemerintah. Warga negara dalam masyarakat demokratis, meskipun 

beragam, dianggap memiliki hak yang sama dan kesempatan yang sama. 

Agar demokrasi berfungsi, kebijakan pendidikannya harus melibatkan 

mendidik warga negara. 
a. Untuk mendiskusikan dan berkompromi tentang masalah yang 

berkaitan dengan mereka sebagai individu dan sebagai kelompok; 

b. Untuk memilih pemimpin yang kompeten untuk memerintah 

atas kehendak mayoritas; dan 

c. Untuk mengevaluasi ekuitas aturan serta penerapannya oleh 

para pemimpin. 

Menggunakan hak seseorang untuk memilih, dengan demikian 

berpartisipasi dalam pengambilan keputusan, adalah bagaimana hal 

ini terjadi. 
2. Ekonomi 

Seberapa besar kesediaan masyarakat untuk membiayai pendidikan 

warganya dipengaruhi oleh nilai-nilai kesetaraan kesempatan, konsep 

pengetahuan dan keterampilan yang dibutuhkan untuk masa depan, dan 

keterjangkauan program dan kurikulum yang didanai oleh pajak atau 

sumber daya publik atau swasta lainnya. 
3. Budaya 

Nilai-nilai nasional dari macroculture ditanamkan melalui kurikulum 

sekolah dan manajemen kelas (Ballantine & Spade, 2011). Tantangan 

yang dihadapi para pendidik adalah bagaimana untuk menyeimbangkan 

kesetaraan dengan keragaman, memungkinkan anak-anak untuk 

mengasimilasi budaya makro dengan mempertahankan warisan atau 

identitas budaya mikro mereka yang khas. 
4. Sains/Teknologi 

Kemajuan dalam sains dan teknologi tidak hanya mempengaruhi 

kurikulum sekolah tetapi juga metode pengajaran (Oppenheimer, 2003). 

Alat bantu teknologi untuk pengajaran mencakup televisi, perekam dan 

pemutar video, komputer, dan perangkat digital lainnya. Sebagian besar 

bersifat interaktif, memungkinkan anak- anak untuk meningkatkan 
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sebuah panduan, Informasi Praktis tentang Perencanaan Krisis: Panduan 

untuk Sekolah dan Komunitas (USDE, 2007). 

Definisi kamus tentang krisis adalah, "Waktu atau keadaan yang 

tidak stabil atau krusial di mana perubahan yang menentukan akan 

datang, terutama yang dengan kemungkinan berbeda dari hasil yang 

sangat tidak diinginkan. " Selain itu, kamus mencatat bahwa "krisis" 

berasal kata Yunani yang berarti "keputusan". Intinya, krisis adalah situasi 

di mana sekolah bisa dihadapkan dengan informasi yang tidak memadai, 

tidak cukup waktu, dan sumber daya yang tidak memadai, tetapi di mana 

para pemimpin harus membuat satu atau banyak keputusan penting. 

Rencana darurat perlu menangani berbagai kejadian dan bahaya yang 

disebabkan oleh keduanya alam dan oleh orang-orang, seperti: 
1. Bencana alam (gempa bumi, tornado, angin topan, banjir) 

2. Cuaca buruk 

3. Kebakaran 

4. Tumpahan bahan kimia atau bahan berbahaya 

5. Bus mogok 

6. Penembakan di Sekolah 

7. Ancaman bom 

8. Keadaan darurat medis 

9. Kematian siswa atau staf (bunuh diri, pembunuhan, tidak 

disengaja, atau wajar) 

10. Tindakan teror atau perang 

11. Wabah penyakit atau infeksi 

Tinjauan literatur krisis mengungkapkan bahwa para ahli 

mengidentifikasi empat fase manajemen krisis (USDE, 2007): 
1. Mitigasi/pencegahan membahas apa yang dapat dilakukan sekolah 

dan kabupaten untuk mereduksi atau menghilangkan risiko 

terhadap kehidupan dan harta benda. 

2. Kesiapsiagaan berfokus pada proses perencanaan untuk skenario 

terburuk. 

3. Tanggapan ditujukan pada langkah-langkah yang harus diambil 

selama krisis. 

4. Pemulihan berkaitan dengan bagaimana memulihkan lingkungan 

belajar dan mengajar setelah krisis. 
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Sekolah adalah agen sosialisasi. Ini adalah pengaturan untuk 

pengalaman intelektual dan sosial dari mana anak-anak mengembangkan 

keterampilan, pengetahuan, minat, dan sikap yang menjadi ciri mereka 

sebagai individu dan yang membentuk kemampuan mereka untuk 

melakukan peran orang dewasa. 

Sekolah mempengaruhi anak-anak melalui kebijakan pendidikan 

mereka, yang mengarah pada prestasi; melalui organisasi formal mereka, 

memperkenalkan siswa pada otoritas; dan melalui hubungan sosial yang 

berkembang di dalam kelas. Tujuan utama pendidikan dari perspektif 

masyarakat adalah transmisi warisan budaya akumulasi pengetahuan, 

nilai, kepercayaan, dan adat istiadat masyarakat. 

Fungsi pendidikan dari perspektif individu adalah untuk memperoleh 

keterampilan dan pengetahuan yang dibutuhkan untuk menjadi mandiri 

dan berpartisipasi secara efektif dalam masyarakat. Fungsi sekolah 

sebagai agen sosialisasi dipengaruhi oleh konteks sistem makro yang 

lebih besar ideologi politik, ekonomi, budaya, agama, dan teknologi. 

Pengaruh sistem makro juga ditunjukkan oleh kebijakan masyarakat 

tentang keragaman dan kesetaraan terkait dengan gender, budaya, 

agama, dan disabilitas. 

Pengaruh kronosistem pada sekolah termasuk adaptasinya 

terhadap perubahan masyarakat secara umum dan adaptasinya 

terhadap perkembangan spesifik seperti teknologi, kesehatan 

(penggunaan/penyalahgunaan dan obesitas), dan keselamatan 

(kekerasan dan kesiapsiagaan darurat). Sekolah untuk masa depan 

melibatkan persiapan untuk dunia kerja dan perubahan teknologi. 

Untuk menjaga lingkungan yang efektif untuk belajar, sekolah harus 

menyediakan kondisi yang sehat dan aman. Penggunaan/penyalahgunaan 

substansi merupakan masalah yang signifikan di sekolah, seperti halnya 

obesitas, karena keduanya mempengaruhi kesehatan dan kemampuan 

anak untuk belajar. Sekolah telah mengadopsi program untuk mengatasi 

kekerasan dan kesiapsiagaan darurat 

Pengaruh mesosystem di sekolah termasuk hubungannya dengan 

ekosistem lain: sekolah-anak, sekolah-keluarga, sekolah-kelompok sebaya, 

sekolah-media, dan sekolah-komunitas. Keterkaitan yang mendukung 

pendidikan akan memberikan hasil sosialisasi yang bermanfaat bagi anak. 

Keterlibatan keluarga di sekolah merupakan pengaruh terpenting bagi 
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keberhasilan pendidikan anak karena keluarga merupakan pemasyarakatan 

utama anak, dan keluarga mempengaruhi kesiapan anak untuk belajar di 

sekolah. Keterlibatan keluarga dapat terjadi dalam pengambilan keputusan, 

partisipasi, dan/atau kemitraan. Teman sebaya mempengaruhi motivasi 

siswa untuk berhasil. 

 

EKOLOGI PENGAJARAN 

Guru merupakan agen pembelajaran yang memiliki peran sebagai 

fasilitator agar siswa dapat belajar dengan nyaman dan mampu menguasai 

kompetensi yang sudah ditentukan. Sehingga dalam melakukan 

pembelajaran guru sebaiknya merancang kegiatan proses belajar mengajar 

dengan sebaik-baiknya untuk dapat mencapai tujuan yang diharapkan. 

Guru sebagai agen pembelajaran sebaiknya mampu bersosialisasi kepada 

peserta didik dengan baik. Kemampuan bersosialisasi dengan baik ini salah 

satunya dapat dilakukan dengan memahami karakteristik peserta didik 

agar apa yang disampaikan dapat sesuai dengan kebutuhan peserta didik. 

Selain kemampuan bersosialisasi gaya mengajar guru juga perlu 

diperhatikan guna menunjang keberhasilan dalam pembelajaran. Guru 

bertanggung jawab untuk memilih bahan yang relevan dengan peserta 

didik, untuk mengelola dinamika kelompok di kelas, dan untuk berinteraksi 

secara individual dengan setiap anak (Sadker & Zittleman, 2009). Lebih 

khusus lagi, guru yang efektif dapat mengatur lingkungan kelas untuk 

memberikan waktu dan kesempatan untuk belajar, dapat melibatkan siswa 

dalam merencanakan kegiatan pembelajaran yang memotivasi, 

mengkomunikasikan harapan yang tinggi untuk kesuksesan siswa, 

menyesuaikan kegiatan belajar dengan kebutuhan dan kemampuan siswa, 

memastikan kesuksesan bagi siswa dengan memberikan bimbingan dan 

dukungan saat mereka maju melalui kurikulum. 

Terdapat Hybridity dalam pendidikan, mengenai HTL (Hybrid 

Teacher Leader) telah ada minat pada jenis peran hybrid lainnya selama 

beberapa waktu. Hybrid dalam pendidikan adalah campuran dari 

pembelajaran online dan tatap muka Definisi ini, bagaimanapun, apa yang 

lebih dekat dengan garis penelitian mengenai HTL adalah program 

Teachers in Residence di University of Wisconsin–Milwaukee, yang 

merupakan upaya akademis-praktisi menggambar dari teori Hybridity 

(lihat Zeichner 2010). Program memfasilitasi guru perkotaan dari 
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Milwaukee Public Schools bekerja sebagai pendidik guru di University of 

Wisconsin Milwaukee dalam tugas dua tahun, berusaha untuk menciptakan 

'ketiga' ruang 'di mana pengetahuan akademis dan praktisi datang 

bersama-sama. Yang mendasari asumsinya adalah bahwa ada kekuatan 

dalam perspektif pendidikan yang menyatu melalui pendidik hybrid yang 

menggunakan berbagai cara berpikir untuk mendekati masalah 

pendidikan (Zeichner 2010). Sementara hibrida akademisi-praktisi 

menunjukkan beberapa harapan, yang mencakup sisa paruh waktu di kelas 

sambil juga memanfaatkan keterampilan pemimpin guru lebih sulit untuk 

dikonseptualisasikan dan diaktualisasikan (Post et al. 2006). 

Membaca artikel tersebut, maka peran guru dalam model pembelajaran 

apapun sangan mendominasi keterampilan dan kemampuan siswanya, dan 

hamper di segala aspek. Guru yang sukses atau efektif adalah mereka 

yang hangat, antusias, dan murah hati dengan pujian, dan memiliki status 

tinggi. Juga, guru yang sukses berkomunikasi dengan baik dan responsif 

terhadap siswa. Sebaliknya, guru yang gagal atau tidak efektif itu 

menyendiri, kritis, dan negatif. Mereka cenderung berkomunikasi dengan 

cara yang sulit bagi siswa untuk dipahami dan tidak responsif terhadap 

kebutuhan siswa. Guru yang hangat dan ramah dalam hubungan mereka 

dengan anak-anak cenderung mendorong perilaku yang menguntungkan 

dari pada agresif dan sikap konstruktif, hati nurani terhadap pekerjaan 

sekolah (Brophy, 1986). 
1. Peran guru sebagai agen sosialisasi. 

Survei informal tentang guru yang baik berhubungan dengan 

penelitian formal tentang panutan yang efektif. Menurut Albert 

(Bandura, 1989), model yang ditiru oleh anak-anak dianggap hangat 

dan memiliki prestise, kontrol atas sumber daya, dan potensi untuk 

memperkuat atau menghukum perilaku. Penelitian selanjutnya 

mengkonfirmasi hal ini. Siswa sekolah dasar melaporkan guru yang 

baik untuk peduli, responsif, dan merangsang (Daniels, Kalkman, & 

McCombs, 2001). 

Guru juga datang ke sekolah dengan kombinasi unik latar 

belakang keluarga dan budaya bersama dengan kemampuan dan 

karakteristik tertentu, seperti gaya mengajar, cara manajemen, dan 

harapan. Interaksi siswa-guru terjadi di lingkungan kelas yang dapat 

meningkatkan atau mengurangi pembelajaran. 
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2. Gaya kepemimpinan guru, gaya manajemen, dan ekspektasi 

guru  

Guru yang mencoba bekerja sama dengan setiap anak dan yang 

memahami dinamika kelompok lebih mungkin untuk menyediakan 

lingkungan belajar yang sukses dan bermanfaat. Penelitian telah 

menemukan bahwa guru yang sukses atau efektif adalah mereka 

yang hangat, antusias, dan murah hati dengan pujian, dan memiliki 

status tinggi. Juga, guru yang sukses berkomunikasi dengan baik dan 

responsif terhadap siswa. Sebaliknya, guru yang gagal atau tidak 

efektif itu menyendiri, kritis, dan negatif. Mereka cenderung 

berkomunikasi dengan cara yang sulit bagi siswa untuk dipahami 

dan tidak responsif terhadap kebutuhan siswa. Guru yang hangat dan 

ramah dalam hubungan mereka dengan anak-anak cenderung 

mendorong perilaku yang menguntungkan dari pada agresif dan 

sikap konstruktif, hati nurani terhadap pekerjaan sekolah (Good & 

Brophy, 1972; Daniels, Kalkman, & McCombs, 2001; Wayne & 

Youngs, 2003). 

Ketika guru berkomunikasi dengan anak-anak, pembelajaran 

dipengaruhi; ketika guru mengajukan pertanyaan, verbalisasi 

diperoleh  dari  anak  tersebut. Sebagai contoh, gaya verbal guru telah 

ditemukan berdampak pada pengembangan keterampilan bahasa 

pada anak-anak prasekolah (Smith, 2001). Guru yang menggunakan 

deskripsi verbal yang luas dan yang mendorong anak-anak untuk 

berkomunikasi satu sama lain, akan meningkatkan keterampilan 

verbal siswa mereka. Juga ditemukan bahwa guru yang menggunakan 

penguatan (pujian verbal, senyum, sentuhan) dapat menumbuhkan 

pembelajaran tugas-tugas tertentu. Hubungan guru-siswa adalah 

factor penting dalam keberhasilan sekolah. Sampel taman kanak-

kanak hingga anak-anak kelas delapan yang memiliki hubungan 

negatif dengan guru sejak awal, ditandai oleh konflik dan ketergantungan, 

memiliki hasil akademik dan perilaku yang buruk (Hamre & Pianta, 

2001). 

a. Guru sebagai pemimpin 

Guru adalah teladan untuk pembelajaran dan perilaku. Dampak 

guru pada sosialisasi dan keberhasilan dalam memotivasi belajar 
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siswa dijelaskan oleh penelitian klasik Bandura dan Walters (1963) 

pada pemodelan, yang disebutkan sebelumnya: "Model yang memberi 

penghargaan, gengsi atau kompeten, yang memiliki status tinggi, dan 

yang memiliki kendali atas sumber daya yang berharga lebih mudah 

ditiru dari pada model yang tidak memiliki kualitas tersebut.” Para 

siswa yang menjadi model bagi gurunya menangkap perilaku dan 

sikap halus tentang pembelajaran. Oleh karena itu, pengaruh yang 

paling penting pada prestasi siswa adalah guru yang kompeten. Lebih 

khusus lagi, guru yang kompeten adalah orang yang berkomitmen 

untuk bekerja, manajer kelas yang efektif, model peran positif yang 

dengannya siswa dapat mengidentifikasi, antusias dan hangat, upaya 

berkelanjutan untuk peningkatan diri dalam mengajar, memiliki 

keterampilan dalam hubungan manusia, dan dapat menyesuaikan 

keterampilannya dengan konteks tertentu   

b. Guru sebagai Manajer 

Kounin (1970) mempelajari teknik manajemen kelas dan 

konsekuensi belajar siswa. Penelitian klasiknya menunjukkan bahwa 

kunci keberhasilan manajemen terletak pada langkah-langkah 

pencegahan, bukan konsekuensial. Perbedaan antara manajer kelas 

yang berhasil dan yang tidak berhasil terletak pada perencanaan dan 

persiapan instruksi, sehingga kurangnya perhatian dan kebosanan 

dapat dicegah. 

Kounin menemukan bahwa ketidakpedulian siswa dan perilaku 

buruk sering dikaitkan dengan masalah diskontinuitas dalam pelajaran, 

yang pada gilirannya terkait dengan persiapan yang tidak memadai 

oleh guru. Misalnya, seorang guru yang memberikan instruksi 

tentang cara membuat laporan buku dan berhenti untuk menemukan 

beberapa buku yang sesuai di lemari cenderung telah kehilangan 

perhatian siswa pada saat buku-buku tersebut berada. Di sisi lain, 

jika seorang guru memiliki buku-buku teladan yang ditampilkan di 

atas meja saat instruksi laporan buku diberikan ini kemungkinan 

akan mencegah kurangnya perhatian. 

Kounin menyebut tipe perilaku guru ini sebagai "tanpa-

keinginan." Guru yang "bersama" merespons segera insiden dari 

pada menunggu, meredam masalah kecil sebelum berubah menjadi 

masalah besar, tidak bereaksi berlebihan terhadap insiden, dan fokus 
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secara akurat pada individu yang terlibat dalam insiden dari pada 

menyalahkan seseorang secara salah. Ketika siswa menyadari bahwa 

guru tahu apa yang sedang terjadi, mereka cenderung  terlibat  dalam 

perilaku yang tidak produktif. 

Ruang kelas yang dikelola dengan baik tampaknya dijalankan 

sendiri, dengan guru menghabiskan sebagian besar waktu mengajar 

dari pada menangani masalah perilaku. Selama tinjauan rekaman 

video kelas mereka, guru yang merupakan manajer yang efektif 

sering merujuk pada langkah-langkah pencegahan dan antisipatif 

yang telah mereka ambil untuk menghindari masalah kelas. Misalnya, 

mendorong pengaturan diri siswa (Emmer & Stough, 2001). 

Karakteristik lain dari manajer kelas yang sukses adalah 

kemampuan untuk "tumpang tindih" yaitu, untuk berurusan dengan 

lebih dari satu aktivitas pada saat yang sama (Good & Brophy, 2007). 

Misalnya, saat bekerja dengan sekelompok siswa di salah satu sudut 

ruangan, seorang guru memberikan pernyataan motivasi yang tepat 

untuk anak yang berkeliaran, tidak terlibat dalam suatu kegiatan 

("Nadia, saya ingin membaca paragraf yang Anda tulis sehingga kita 

dapat memikirkan yang lain”). Juga, transisi dari satu aktivitas ke 

aktivitas berikutnya lancar, tidak terganggu. 

c. Ekspektasi Guru 

Untuk mendokumentasikan pentingnya harapan, Rosenthal dan 

Jacobson, dalam buku mereka Pygmalion in the Classroom (1968), 

menggambarkan eksperimen klasik di mana mereka memiliki semua 

guru di sekolah dasar memberikan tes kepada siswa mereka yang 

dirancang untuk mengidentifikasi intelektual "kesalahan besar” (mereka 

yang akan menunjukkan lonjakan akademik selama tahun ini). 

Sebenarnya, tes itu adalah tes IQ non-verbal dan, tidak diketahui oleh para 

guru, tidak memprediksi dorongan intelektual di masa depan. Namun, 

setelah tes, para peneliti memberi para guru memiliki daftar kesalahan 

besar. Daftar kesalahan besar bukan berdasarkan tes; alih-alih, itu adalah 

daftar nama acak dari daftar guru. Delapan bulan kemudian, semua anak 

diuji ulang dengan tes IQ yang sama. "kesalahan" yang ditunjuk memang, 

pada kenyataannya, menunjukkan pertumbuhan intelektual yang 

signifikan; anak-anak di kelas satu dan dua memiliki pertumbuhan paling 

tinggi.   
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Penelitian Rosenthal dan Jacobson menghasilkan banyak kontroversi 

karena kelemahan metodologis dan ketidakmampuan orang lain untuk 

meniru hasil asli. Namun, penelitian mengamati perilaku guru yang 

sebenarnya di kelas telah menunjukkan efek dari harapan (Sadker & 

Zittleman, 2009). Misalnya, dalam sebuah studi longitudinal terhadap 

lebih dari 1.500 siswa sekolah menengah yang gurunya memprediksikan 

kinerja mereka dalam matematika, terdapat dampak yang lebih besar 

pada prestasi matematika di masa depan untuk siswa berprestasi rendah, 

yang kinerjanya di atas perkiraan, dari pada untuk siswa berprestasi 

tinggi, yang kinerjanya diremehkan (Madon, Jussim, & Eccles, 1997). 

Temuan ini menunjukkan kekuatan "memenuhi harapan." 

Brophy dan rekan (Good & Brophy, 2007; Brophy & Wentzel, 

2010) menjelaskan efek dunia nyata dari harapan guru sebagai 

berikut: Guru biasanya menerima data tentang siswa pada awal 

tahun sekolah (nilai ujian, nilai sebelumnya, nilai keluarga, dan 

informasi kesehatan, komentar oleh guru-guru sebelumnya), yang 

mempengaruhi harapan mereka terhadap prestasi dan perilaku 

siswa. Karena harapan ini, guru cenderung memperlakukan siswa 

secara berbeda. Siswa kemudian bereaksi terhadap guru secara 

berbeda. Perilaku dan prestasi siswa memperkuat harapan guru. 

Secara bertahap, konsep diri, motivasi, dan tingkat aspirasi siswa 

mencerminkan harapan ini. Jika dilanjutkan sepanjang tahun, 

penampilan siswa akan cocok atau memenuhi apa yang diharapkan 

atau diprediksi guru di awal tahun. Selain catatan prestasi dan 

perilaku siswa di masa lalu, harapan guru dapat dipengaruhi oleh 

karakteristik siswa tertentu, seperti kelas sosial ekonomi, latar 

belakang budaya, jenis kelamin, kepribadian, daya Tarik fisik, 

karakteristik bicara,dan tulisan tangan (Good & Brophy, 2007; 

Sadker & Zittleman, 2009). (Brophy & Wentzel, 2010; Good & 

Brophy,2007) 
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Pengaruh Mesosystem Dalam pembelajaran 

Mesosystem berpengaruh pada pengajaran termasuk dukungan masyarakat 

dan keterlibatan keluarga. Dukungan masyarakat dapat menjadi finansial, 

seperti dalam sumbangan dan hibah untuk program sekolah; dapat 

berorientasi pada layanan, seperti dalam membuat sumber daya 

profesional tersedia untuk guru; ini dapat menjadi perpanjangan dari 

lingkungan belajar, seperti dalam menyediakan pembicara tamu ke ruang 

kelas dan memungkinkan perjalanan lapangan kelas. Keterlibatan keluarga 

dan kolaborasi dengan guru penting di seluruh sekolah, tetapi sangat 

penting sebelum anak memasuki sekolah formal sehingga sikap yang 

tepat terhadap pembelajaran di masa depan dikembangkan.  Hubungan 

mesosystem antara guru, keluarga, dan masyarakat memainkan peran 

penting dalam menerapkan tujuan pendidikan nomor satu bangsa bahwa 

semua anak akan datang ke sekolah siap untuk belajar. 

 

ECOLOGY OF PEER GROUP 

Kelompok sebaya adalah sistem mikro dengan peran dan 

hubungan dinamis yang mempengaruhi pesertanya. Tidak seperti sistem 

mikro keluarga, sekolah, dan komunitas, kelompok teman sebaya 

umumnya tidak terbebani oleh bimbingan orang dewasa. Gaya pengasuhan 

dalam kelompok, telah terbukti mempengaruhi kompetensi anak dalam 

berinteraksi dengan teman sebaya. Pengasuhan otoritatif (demokratis) 

telah dikaitkan dengan kompetensi dan kepercayaan diri perilaku sosial 

anak. Gaya pengasuhan otoriter (diarahkan oleh orang tua), permisif 

(diarahkan anak), dan acuh tak acuh/tidak terlibat, sebaliknya, telah 

dikaitkan dengan kompetensi rendah dalam interaksi sosial.  

Jadi, anak-anak datang untuk melihat diri mereka sendiri dari sudut 

pandang kelompok. Rekan penghargaan kelompok, atau bergaul, dan 

menolak penyimpangan, seperti eksentrisitas, agresi, dan pamer 

(Kindermann & Gest, 2009). Anak belajar untuk mematuhi “aturan dalam 

game” dan cara menjalankan berbagai peran yang diperlukan dalam 

game, seperti adonan, pelempar, atau penangkap. Kelompok sebaya 

menggunakan kontrol dengan menolak menyertakan mereka yang tidak 

sesuai dengan nilai atau aturannya. Korban dan penindasan terhadap 

pelaku penyimpangan juga bisa terjadi. 
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Contoh kekuatan kelompok sebaya adalah cerita klasik anak-anak 

oleh Hans Christian Andersen, Pakaian Baru Kaisar. Kaisar, yang sangat 

sia-sia dengan pakaiannya, membeli beberapa kain yang menurut para 

pedagang yang menjualnya hanya bisa dilihat olehnya mereka yang tidak 

layak dengan posisi mereka dalam hidup. Ia bangga dengan pakaian 

barunya yang terbuat dari bahan unik ini kain dalam parade di depan 

seluruh kota. Tidak ada yang berani bersedia mengakui kepada orang lain 

bahwa kaisar benar-benar tidak takut pakaian apa pun, karena takut tidak 

layak. Itu membuat teriakan heran anak yang polos untuk membuat 

semua orang menyadari kebenaran. 

Kelompok sebaya berfungsi sebagai agen sosialisasi yang 

menyediakan informasi tentang dunia dan diri sendiri dari perspektif 

selain keluarga (Hartup, 1996; Rubin, Bukowski, & Parker, 2006). Ini 

adalah sumber perbandingan sosial. Dari kelompok sebaya, anak-anak 

menerima umpan balik tentang kemampuan mereka. Kasar dengan 

Sederajat, orang-orang melihat apakah mereka lebih baik dari, sama 

dengan, atau lebih buruk dari teman mereka dalam olahraga, kencan, 

kelas, dan bidang kehidupan lainnya. 

 

Pengaruh makrosistem pada kelompok sebaya  

Melibatkan penguatan nilai-nilai dan tradisi masyarakat. Kelompok 

teman sebaya, pada gilirannya, memberikan latar dan sarana bagi anak-

anak untuk mencapai beberapa bagian perkembangan yang diharapkan 

sejak dini dan usia anak menengah terutama pada kompetensi sosial. Ini 

berarti bahwa anak-anak harus belajar bergaul dengan orang lain, 

mengembangkan moral dan nilai-nilai, belajar peran sosial dan budaya 

yang tepat, dan mencapai kemandirian pribadi sambil merumuskan 

identitas (Rubin, Bukowski, & Parker, 2006). 
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Pengaruh Chronosystem pada kelompok sebaya:  

Bermain/Kegiatan 

Pengaruh Chronosystem pada kelompok sebaya merujuk untuk 

perubahan struktur, kegiatan, dan hubungan sebagai rekan-rekan tumbuh 

dan berkembang secara psikologis, sosial, dan kognitif. Karena bermain 

yang diprakarsai anak merupakan kegiatan utama yang terjadi pada 

kelompok sebaya yang dapat dilihat dari signifikansi dalam perkembangan 

bermain. 

Menurut Saarento, S., & Salmivalli, C. (2015). Anak-anak yang 

melakukan intimidasi dapat memiliki keterampilan sosial-kognitif yang 

baik dan apat dianggap populer oleh teman sebaya. Lalu apa yang 

mendorong perilaku intimidasi? Setidaknya sebagian dimotivasi oleh 

pencarian pelaku untuk kekuasaan dan status tinggi, dan intimidasi dapat 

membantu individu memperoleh tujuan tersebut, karena kelompok itu 

menugaskan status kepada anggotanya, tindakan bullying membutuhkan 

penonton. Memang, saksi hadir di sebagian besar insiden bullying. Oleh 

tanggapan anggotanya terhadap tindakan intimidasi yaitu, apakah 

perilaku intimidasi dihargai secara sosial, kelompok dapat mengaktifkan 

atau menghentikan bullying. Pandangan bullying ini sebagai perilaku 

yang diarahkan pada tujuan didorong oleh penguatan sosial dari teman 

sebaya juga membantu menjelaskan hubungan antara individu tertentu. 

karakteristik dan viktimisasi: Untuk memaksimalkan efektivitas perilaku 

strategis mereka, pelaku cenderung memilih target yang dipandang tidak 

mungkin untuk membela diri mereka sendiri atau menjadi dipertahankan 

oleh orang lain. Terlepas dari apakah intimidasi dipandang sebagai sarana 

untuk mencapai tujuan individu anggota kelompok, sebagai melayani 

fungsi untuk seluruh kelompok, atau keduanya, pandangan tentang fungsi 

intimidasi ini terkait dengan ekologi sosial di mana intimidasi terjadi 

tempat. Dan mereka menyerukan pemahaman yang lebih dalam tentang 

jenis-jenis konteks di mana intimidasi kemungkinan akan dihargai, serta 

meningkatkan pertimbangan untuk pencegahan dan intervensi. 

Pengaruh teman sebaya dapaat melingkupi kegiatan yang positif 

maupun negative, sepertihalnya pada artikel di atas, bahwa pengaruh 

teman sebanya untuk melakukan bulliying ternyata banyak terjadi di 

beberapa sekolah bahkan beberapa negara 
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ECOLOGY OF MASSA MEDIA 

Media mempengaruhi sosialisasi karena mempengaruhi nilai, 

kepercayaan, sikap, dan perilaku. Media massa adalah pembentuk, 

penyebar, dan transformator budaya. Media massa adalah pembentuk 

budaya dalam wujudnya dan konten memengaruhi kita dalam beberapa 

cara. Media dan pesan mereka dapat mengubah pengalaman, meningkatkan 

pengalaman, atau mengganggu dengan pengalaman. Buku atau televisi 

dapat, misalnya, mengubah pengalaman netral tidur menjadi yang 

menakutkan bagi seorang anak, dengan menunjukkan monster yang 

keluar dari bawah tempat tidur. Film dapat menggunakan grafik dan 

simulasi komputer untuk mengubah kenyataan. Televisi dapat 

meningkatkan pengalaman parade dengan menyediakan bidikan close-

up, memberikan komentar, dan meningkatkan kecepatan tindakan. 

Komputer dilengkapi denga ngrafis dan suara multimedia memungkinkan 

pengguna membuat kombinasi yang tak terbatas dan proyeksi dengan 

informasi yang tersedia, sehingga meningkatkan kemampuan pengguna 

komputer. Televisi dan film juga dapat mengganggu pengalaman 

berimajinasi seperti apa karakter buku cerita dengan memilih aktor 

dengan karakteristik tertentu untuk memainkan peran tersebut.  

Memperluas kapasitas manusia untuk memproses informasi 

mengubah cara kita memandang realitas. Melalui televisi dan Internet, 

kita dapat melihat dan mendengar hal-hal yang terjadi di mana-mana 

dunia. Komunikasi satelit telah mengubah dunia menjadi "desa 

global"mengompresi waktu dan jarak. Media massa adalah penyebar 

budaya dalam hal memperluas kapasitas kita sebagai manusia untuk 

memproses informasi dan, dengan demikian, mengubah kita dalam 

beberapa cara (misalnya, media meningkatkan kemampuan kita untuk 

melakukan banyak tugas). Media massa adalah transformator budaya 

bahwa media baru menciptakan lingkungan baru, serta cara baru 

memandang yang ada lingkungan. Media dan pesan mereka dapat 

mengubah pengalaman, meningkatkan pengalaman, atau mengganggu 

dengan pengalaman. 

Media massa meliputi surat kabar, majalah, buku, radio, televisi, 

video, film, komputer, konsol, dan alat komunikasi dan teknologi 

informasi lainnya yang menjangkau banyak sekali penonton melalui 

media impersonal antara pengirim dan penerima. Tidak seperti agen 
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sosialisasi lainnya, media massa biasanya tidak terlibat interaksi pribadi 

langsung; interaksi lebih bersifat teknis. Massa media harus dianggap 

sebagai agen sosialisasi, bukan hanya karena prevalensinya, tetapi karena 

mereka mengungkapkan banyak aspek masyarakat dan menimbulkan 

proses kognitif pada anak-anak yang menumbuhkan pemahaman mereka 

tentang dunia nyata (Comstock & Scharrer, 2007). Surat kabar 

melaporkan hal-hal seperti bisbol saat ini skor atau kebijakan 

pemerintah; majalah mengilustrasikan mode terbaru atau menyarankan 

hal-hal lakukan dengan waktu luang di musim panas; stasiun radio 

memutar lagu-lagu populer; buku membahas masalah seperti seks dan 

narkoba; televisi menampilkan sekilas rumah sakit, ruang sidang, dan 

keluarga situasi; komputer dan konsol menyediakan aktivitas interaktif, 

baik nyata maupun virtual. 

Anak-anak, karena ketidakdewasaan kognitif mereka, menjadi 

perhatian khusus terkait pengaruh media (Roberts & Foehr, 2004; 

Ferguson, 2004). Mereka memproses konten yang mereka lihat dan 

mendengar dan mengubahnya menjadi sesuatu yang berarti bagi mereka, 

yang mungkin atau mungkin tidak akurat atau diinginkan. Satu 

keprihatinan adalah bahwa anak-anak kecil mungkin memikirkan semua 

orang-orang dalam suatu kelompok memiliki karakteristik yang sama 

dengan orang-orang dalam kelompok itu seperti yang disajikan di TV atau 

di buku, dan ini mungkin memengaruhi sikap mereka. 

Gambar-gambar ini adalah sangat berpengaruh bagi anak-anak 

yang tidak memiliki pengalaman nyata untuk mengevaluasi sikap yang 

digambarkan (Hamilton, C; 2006). Kekhawatiran lainnya adalah 

kerentanan anak-anak terhadap iklan (Calvert, 2008; Huston & Wright, 

1998; Kunkel, 2001). Banyak anak menuntut orang tua membeli produk 

dan mainan terlihat di TV. Anak-anak sering meniru karakter media 

terkenal, terutama yang aktif dan berkuasa satu. Permainan peran ini, 

mereka membawa mainan ke sekolah, dan mereka mengenakan pakaian 

yang dihias dengan karakter media. Masalah dengan mainan, pakaian, dan 

yang berhubungan dengan media yang dipasarkan persediaan tidak 

hanya nilai materialistis dan kompetitif yang mereka dukung, tetapi juga 

agresif memerankan perilaku yang mereka inspirasi dalam permainan 

anak-anak (Levin, 1998). 
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Pengaruh Chronosystem pada Media Massa 

Lingkungan media yang mempengaruhi anak-anak saat ini ditandai 

dengan ketersediaan kemampuan, variasi pilihan, perkembangan perangkat 

portabel, fasilitas penggunaan, dan keterjangkauan anak-anak sudah 

akses ke beberapa saluran TV dan radio, DVD, CD, konsol game, pemutar 

MP3, dan aplikasi ponsel. Teknologi memungkinkan individu untuk 

memilih apa yang akan mereka tonton atau mendengarkan, dan kapan 

dan di mana mereka akan melakukannya. Dampak dari fleksibilitas 

tersebut adalah sementarakomunikasi dengan orang lain difasilitasi, 

penggunaan media untuk hiburan atau pembelajaran datang lebih pribadi 

dari pada sosial. 

Aktivasi pengaruh dan efek media massa bermain peran pelengkap 

dalam hal dampaknya terhadap pertumbuhan tipologi jaringan. Efek 

media massa sangat mungkin untuk membuat komponen baru terutama 

di awal dari evolusi jaringan, sedangkan virus aktivasi mengarah pada 

pertumbuhan komponen yang sudah ada. Interaksi antar prinsip-prinsip 

yang saling melengkapi ini adalah sidik jari dari evolusi sosial online 

jaringan, dan keseimbangan antara mekanisme ini mengatur penampilan 

transisi fase. Kami mengukur dan mendiskusikan keseimbangan ini di 

sini. Garis media massa virality diberikan oleh Persamaan. (1) 

mengkuantifikasi keseimbangan antara pentingnya efek virus dan efek 

media massa untuk evolusi jaringan. dari hasil ini, kami menyimpulkan 

bahwa efek virus adalah sekitar 4 kali lebih kuat dari efek media massa. 

Dengan kata lain, dalam kasus Pokec OSN tertentu, itu 4 kali lebih banyak 

cenderung berlangganan ke jaringan sebagai akibat dari undangan dari 

pada sebagai hasil dari informasi tentang jaringan yang tersedia melalui 

media massa. 

Teknologi media telah mengalami perubahan selama 100 tahun 

terakhir, dari buku ke radio ke film ke televisi ke komputer ke multimedia. 

Sekarang digunakan secara luas menggunakan satelit komunikasi dan 

teknologi digital telah diaktifkan hampir seketika penyampaian konten 

media dan telah mengubah komunikasi massa dari nasional menjadi 

sebuah perusahaan global (Perse, 2001). TV kabel, parabola, dan 

teknologi nirkabel memiliki menggandakan program yang tersedia. VCR, 

DVR, dan komputer telah  ditambahkan ke pilihan. Penurunan biaya 

teknologi tersebut telah memberi keluarga kesempatan untuk memiliki 
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beberapa set TV dan perangkat lain. Teknologi yang menggabungkan 

media memberi penonton kemampuan untuk memilih dan mengontrol 

program. Orang tua yang memiliki perangkat tersebut dapat memilih 

sebelumnya apa yang ditonton anak berdasarkan hal-hal yang dianggap 

pantas. 

Meskipun ada teknologi, media telah berubah, kekhawatiran 

tentang pengaruhnya terhadap anak-anak tetap sama. “Secara umum, 

para pendukung inovasi media berpendapat bahwa teknologi menguntungkan 

anak-anak dengan membuka dunia baru bagi mereka, sementara lawan 

berdebat bahwa media baru dapat digunakan untuk menggantikan 

kehidupan nyata dalam mempelajari prinsip-prinsip etika, merusak 

moralitas anak-anak” (Wartella & Jennings, 2000).  

Penelitian tentang anak-anak Dren dan media telah menjangkau 

bidang-bidang seperti kelompok demografis anak-anak mendapatkan 

akses ke teknologi baru, apa preferensi mereka untuk genre yang 

berbeda, bagaimana caranya banyak waktu yang dihabiskan dan kegiatan 

lain apa yang dipindahkan, dan bagaimana konten berbagai eksposur 

media dapat mempengaruhi anak-anak (Hofferth, 2010; Roberts &Foehr, 

2008). Media massa memiliki pengaruh untuk merubah dan menggerakan 

evolusi dari masyarakat digital. Oleh karena itu hal tersebut akan sangat 

berimplikasi terhadap pembelajaran. 

Media scene yang mendominasi saat ini adalah media interaktif 

seperti komputer, game konsol, dan ponsel. Sementara ini menawarkan 

potensi untuk pembelajaran yang diperluas dan sosialisasi anak-anak, 

mereka juga meningkatkan risiko paparan konten dan pengalaman yang 

mungkin tidak sesuai untuk anak-anak (Comstock & Scharrer, 2007; 

Wartella &Jennings, 2000). Pengaruh pada perkembangan anak-anak 

partisipasi aktif seperti itu media, dibandingkan dengan partisipasi pasif 

di radio dan televisi, menjadi perhatian khusus. Penelitian tentang media 

interaktif dibahas nanti. Pengaruh Chronosystem pada media tidak hanya 

melibatkan perubahan teknologi tetapi juga perubahan tenda juga. Daya 

tarik media untuk usia yang berbeda dan populasi yang beragam juga 

telah berubah. Untuk misalnya, lebih banyak acara televisi dan film yang 

ditujukan untuk anak-anak dan remaja. Pertunjukan tersedia dalam 

berbagai bahasa. Pertunjukan tersedia dengan teks tertutup untuk orang 

dengan gangguan pendengaran.  
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Pengaruh Macrosystem pada Media Massa 

Untuk memahami dampak media pada anak-anak, kita harus 

memeriksa sistem broadcast di mana radio dan televisi beroperasi dan 

sistem makro yang mempengaruhinya itu (politik, ekonomi, teknologi). 

Politik termasuk hukum tempat media beroperasi. Ekonomi termasuk 

sponsor perusahaan untuk pertunjukan. Teknologi termasuk jenisnya 

media serta isinya. Sistem komunikasi massa di Amerika Serikat 

umumnya dicirikan oleh kepemilikan dan didedikasikan untuk 

keuntungan perusahaan. 

TV dan radio mendapat untung dari iklan. Penyiar menjual 

pengiklan waktu. Pengiklan memilih kendaraan program yang akan 

mengekspos demografis penonton paling cocok untuk iklan mereka. 

Dalam sistem ini, kontrol atas konten Kembali sekutu beristirahat dengan 

penonton. Jika penonton tidak tertarik dengan konten program, program 

dihentikan. Dengan demikian, selera dan minat penonton dan pendengar 

berfungsi sebagai kontrol tidak langsung tetapi kuat. 

Namun, dengan ketersediaan teknologi baru seperti kabel, satelit, 

video, dan komputer, audiens menjadi lebih terpecah, sehingga pengiklan 

harus menargetkan produk mereka untuk kepentingan khusus. 

Fraksinasi penonton meningkat seiring pendapatan keluarga meningkat 

(Roberts & Foehr, 2004) karena lebih banyak TV dan teknologi lainnya 

tersedia bagi mereka dengan status sosial ekonomi yang lebih tinggi. 

Namun, selama media penyiaran dirancang untuk menarik untuk menjual 

produk, mereka akan menyampaikan pesan yang cenderung 

mempengaruhi sikap dan perilaku (Comstock & Scharrer, 2007). Maka, 

orang tua harus menyadari apa itu, dan tidak, cocok untuk dilihat, 

didengarkan, dan berinteraksi dengan anak-anak mereka. 
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ECOLOGY OF COMMUNITY 

Sebuah komunitas melayani individu dan kelompok. Jika anak-anak 

ingin tumbuh dewasa menjadi anggota masyarakat dewasa yang 

berkontribusi, mereka membutuhkan teladan positif, pembimbing, dan 

pemimpin. Mereka perlu mengalami demokrasi dalam tindakan keterlibatan, 

diskusi, kolaborasi, dan kompromi. Ekologi komunitas terdiri dari hubungan 

psikologis dan praktis antara orang dan lingkungan sosial, serta fisik mereka. 

Jadi, komponen penting dari komunitas adalah hubungan orang satu sama 

lain dan rasa memiliki dan kewajiban kepada kelompok. 

Kebutuhan komunitas bersifat psikologis dan praktis, atau ekonomi. 

Psikologis, manusia membutuhkan persahabatan dan keamanan emosional 

yang berasal dari kerinduan pada kelompok sosial yang anggotanya 

berbagi ide dan pola perilaku yang sama. Praktisnya, manusia perlu 

bekerja sama dengan orang lain agar bisa berbagi dalam keperluan 

kehidupannya, makanan, tempat tinggal, dan keamanan. Oleh karena itu, 

komunitas dibentuk untuk memiliki lima fungsi (Warren, 1988): 
1. Produksi, distribusi, konsumsi. Komunitas menyediakan anggota 

dengan sarana untuk mencari nafkah. Ini mungkin pertanian, 

industri, atau jasa.  

2. Sosialisasi. Komunitas memiliki sarana untuk menanamkan 

norma dan nilainya di anggotanya. Ini mungkin tradisi, model, 

dan/atau pendidikan formal.  

3. Kontrol sosial. Komunitas memiliki sarana untuk menegakkan 

kepatuhan terhadap komunitas. nilai ini mungkin tekanan 

kelompok untuk menyesuaikan diri dan/atau hukum formal.  

4. Partisipasi sosial. Komunitas memenuhi kebutuhan akan 

persahabatan. Ini dapat terjadi di lingkungan, gereja, bisnis, 

atau kelompok lain. 

5. Saling mendukung. Komunitas memungkinkan anggotanya 

untuk bekerja sama dalam mengakomodasi tugas yang terlalu 

besar atau terlalu mendesak untuk ditangani oleh satu orang.   

Komunitas, kecil atau besar, menjalankan fungsi-fungsi ini dengan 

berbagai cara. Caranya di mana komunitas tertentu menjalankan fungsi-

fungsi ini mempengaruhi sosialisasi anak-anak yang tumbuh di sana. 
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2. pengasuhan anak yang tidak memiliki rumah atau tidak dapat 

tinggal dengan keluarganya sendiri, dan 

3. pengasuhan institusional ketika anak-anak tidak dapat 

ditempatkan di panti asuhan atau tidak dapat tinggal dengan 

keluarga mereka sendiri (CWLA, 2002). 

Secara tradisional, anak-anak yang keluarganya tidak dapat merawat 

mereka karena kematian, penyakit, atau kemiskinan ditempatkan di 

institusi. Badan swasta dan organisasi amal mengambil tanggung jawab 

utama untuk kesejahteraan anak. Sekarang, bagaimanapun, anak-anak 

dimungkinkan untuk tetap tinggal dengan keluarga mereka; mereka 

dihapus hanya sebagai tindakan darurat. 

 

Protektif 

Ada kebutuhan akan layanan yang memberikan perlindungan bagi 

anak-anak dari pelecehan dan penelantaran. Layanan perlindungan 

biasanya diminta berdasarkan laporan dari guru, dokter, atau tetangga. 

Penyelidikan terhadap keluarga berlangsung dan, tergantung pada 

keadaan, anak tersebut dapat dikeluarkan dari rumah dan untuk 

sementara ditempatkan di asuh atau pengasuhan institusional sampai 

orang tua dapat membuktikan bahwa mereka dapat mengasuh anak 

dengan tepat. Seringkali orang tua harus menerima konseling dan 

mengambil kelas dalam perkembangan dan pengasuhan anak. 

 

Perawatan Anak 

Pusat penitipan anak melayani anak-anak prasekolah yang orang 

tuanya dipekerjakan. Sebagian besar perawatan ditujukan untuk anak-

anak usia 2 hingga 5 tahun, tetapi lebih dan lebih banyak lagi pusat 

kesehatan yang melayani bayi dan balita. Beberapa pusat ters termasuk 

layanan kesehatan dan pendidikan sebagai bagian dari mereka program. 

Program penitipan anak yang diperpanjang melayani anak-anak usia 

sekolah yang orang tuanya bekerja. Anak-anak datang ke pusat sebelum 

dan sesudah sekolah, seperti yang diharuskan oleh pekerjaan orang tua 

mereka jadwal.   Program penitipan anak yang diperpanjang kadang-

kadang dilakukan di sekolah dasar dan terkadang di pusat komunitas. 
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Perawatan Asuh 

Layanan pengasuhan disediakan untuk  anak-anak   yang   terlantar  

atau dilecehkan dan, oleh karena itu, membutuhkan perlindungan, serta 

untuk anak-anak yang orangtuanya untuk sementara tidak dapat 

mengasuh mereka. Panti asuhan dipilih dengan cermat oleh badan layanan 

sosial komunitas. Anak-anak Dren ditempatkan di rumah-rumah ini 

diawasi secara ketat oleh agen, yang menyediakan uang untuk kamar dan 

pondokan, pakaian, perawatan medis dan gigi, dan seringkali tunjangan 

untuk anak-anak. Layanan konseling disediakan untuk orang tua asuh.  

 

Adopsi 

Berbeda dengan pengasuhan, adopsi adalah proses sosial dan 

hukum di mana seorang anak menjadi anggota tetap dari keluarga angkat, 

dengan hak hukum yang sama dengan anak yang dilahirkan ke dalam 

keluarga. Proses sosial adopsi berupaya untuk menyediakan anak-anak 

yang tidak mampu atau orang tua kandung almarhum dengan lingkungan 

rumah yang sehat. Proses hukum berusaha memastikan bahwa 

pemisahan dari orang tua kandung dilakukan hanya jika benar-benar 

diperlukan dan hanya dengan persetujuan, jika orang tuanya masih 

hidup. Badan sosial mengatur adopsi melakukan investigasi untuk 

mencocokkan anak dan keluarga angkat. Karakter, motivasi status, usia, 

keuangan, dan terkadang latar belakang budaya dan agama keluarga 

diperiksa. 

Menurut Haskins dan Sawhill (2007), lima faktor utama berikut 

ini telah mendorong semakin banyak anak dan keluarga ke dalam 

kemiskinan, yang menjadi contoh efek dari ekosistem dan sistem makro: 
1. Tingkat pengangguran orang tua yang masih tinggi 

2. Ketidakmampuan orang tua untuk mendapatkan upah yang 

cukup tinggi untuk keluar dari kemiskinan 

3. Meningkatnya jumlah perempuan kepala keluarga akibat 

kelahiran di luar nikah dan kelahiran di luar nikah 

4. Pendidikan prasekolah, pendidikan umum, dan pelatihan kerja 

yang tidak memadai 

5. Anggaran yang tidak memadai dalam program pemerintah 
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Meskipun reformasi kesejahteraan telah berkontribusi pada 

penurunan angka kemiskinan, masalah terkait dukungan pemerintah 

untuk keluarga miskin dengan anak tetap ada. Di antara masalah yang 

sedang berlangsung adalah tingkat pendapatan di mana pemerintah 

menganggap keluarga cukup miskin untuk menerima bantuan, tingkat 

pendanaan untuk program kesejahteraan-untuk-bekerja, pelaksanaan 

pelatihan kerja, prospek pekerjaan, perawatan anak, perumahan, dan 

kesehatan yang memadai. 

 

Pengaruh Mesosistem: Menghubungkan Layanan Masyarakat 

Dengan Keluarga Dan Sekolah 

Agar efektif dalam mendukung perkembangan anak, layanan 

pengasuhan anak komunitas harus komprehensif karena terkait Bagaimana 

mesosystems berkolaborasi untuk mendukung perkembangan anak dengan 

kesehatan, gizi, layanan sosial, dan pendidikan untuk anak dan orang tua 

mereka (Decker & Decker, 2001). Kolaborasi semacam itu memperkuat 

lingkungan langsung anak-anak yang rentan, membuat mereka lebih 

tahan terhadap stres (Hurd, Lerner, & Barton,1999; Walsh, 2006). Contoh 

hubungan layanan antara anak-anak, keluarga, dan masyarakat adalah 

sumber daya penitipan anak dan lembaga rujukan yang memberikan 

informasi kepada orang tua tentang pengaturan penitipan anak; layanan 

kesehatan dan sosial; pendidikan orang tua; bisnis yang ramah keluarga; 

dan program universitas yang menyediakan sekolah model, pelatihan 

guru, dan kolaborasi dengan sekolah di masyarakat (Decker & Decker, 

2001; Hurd, Lerner, & Barton, 1999).    

 

 

 

 

 

 

 

 

 

 



 

KAJIAN TEORI SISTEM EKOLOGI ROBERTA M. BERN | 101 

BAB II 
PERKEMBANGAN SISWA KELAS RENDAH 

DAN KELAS TINGGI RANAH KOGNITIF, 
AFEKTIF, DAN SOSIAL 

 

PENDAHULUAN 

Perkembangan anak merupakan pembahasan yang tidak akan bisa 

dipisahkan dari peran keluarga, karena keluarga merupakan lingkungan 

pertama yang dikenal anak, maka sangat berperan dalam perkembangannya. 

Melelui keluarganya ini, seorang anak belajar menghadapi dan berinteraksi 

dengan orang lain, mengenal diri sendiri dan juga belajar mengelola 

emosinya. Pengelolaan emosi sangat tergantung dari pola komunikasi 

yang diterapkan dan dikenal juga digunakan dalam keluarga dalam 

kehidupan sehari-hari. Termasuk mempersiapkan anak untuk masuk 

sekolah merupakan dari keuarga anak dalam lingkungan terbuka. 

Setelah di lingkup keluarga, seorang anak kemudian akan 

memasuki usia sekolah, yang merupakan lingkungan yang cukup dekat 

dengan siswa setelah keluarga, melalui lingkungan sekolah, seorang anak 

mulai belajar hal-hal yang membekali pengetahuannya diluar pengetahuan 

umum bekal dari belajar dari rumah dan lingkungan sekitar rumahnya. Di 

sekolah, anak belajar lebih luas lebih dari sekedar pengelolaan emosinya. 

Setelah di lingkungan sekolah, tentu saja seorang anak akan melanjutkan 

dalam interaksinya di masyarakat. Dalam masyarakat ini seorang anak 

akan bertemu dan mengenal beragam permasalahan dan keadaan yang 

mungkin tidak dipelajarinya di lingkungan keluarga maupun sekolah, dan 

disekolah ini ada kelompok yang berbeda antara kelas rendah dan kelas 

tinggi yang mana akan membedakan permasalahan dalam hal interaksi 

maupun dalam hal perkembangan aspek kognitif, afektif dan sosialnya. 

Dari berbagai lingkungan yang ada, dalam ketiga lingkungan atau 

ruang tersebut pastinya ada masalah-masalah yang dirasakan beberapa 

anak, baik itu di lingkungan keluarga, sekolah maupun masyarakat. 

Berikut akan dibahas mengenai teori-teori yang melandasi alternatif 
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penanganan masalah yang ada pada permasalahan interaksi anak dengan 

keluaraga, anak dengan sekolah dan anak dengan masyarakat 

 

PEMBAHASAN 

Perkembangan anak adalah sebagai hasil interaksi anak dengan 

keluarga, sekolah, dan masyarakat. Dimulai dengan lingkungan keluarga, 

salah satu yang cukup penting untuk persiapan anak di lingkungan 

berikutnya adalah kesiapan sekolah. Kesiapan untuk sekolah adalah tugas 

perkembangan yang melibatkan adaptasi untuk kedua orang tua dan 

anak (tidak selalu dilakukan secara sadar). Keating dan Miller (1999) 

berpendapat bahwa pola koping dan kompetensi, yang dapat 

diidentifikasi saat masuk sekolah, berakar pada perkembangan awal 

pengalaman. Implikasinya adalah bahwa perhatian terhadap lingkungan 

prasekolah sangat penting bagi masyarakat keberhasilan di seluruh 

populasi, baik yang ditentukan di tingkat komunitas, negara bagian, atau 

negara. 

Keluarga memberikan dukungan sosial, budaya, dan emosional 

yang dibutuhkan anak untuk berfungsi berhasil di sekolah. Sekolah 

memberikan kesempatan kepada anak-anak untuk terlibat secara positif 

interaksi dengan orang dewasa dan anak-anak penting lainnya. Saat 

orangtua melakukan transisi dari pengaturan rumah ke sekolah, yang 

baru atau yang diperluas seperangkat keterampilan diperlukan untuk 

adaptasi yang berhasil (misalnya, kemampuan berhitung, melek huruf, 

dan keterampilan sosial yang baru muncul). Artinya, belajar anak 

berlangsung, tidak sendiri-sendiri, melainkan timbal balik (Bandura,1997) 

dan dalam konteks sosial (Rutter, 2001). Kerangka kerja untuk kesiapan 

sekolah ini mungkin dipahami dalam hal ide-ide Bronfenbrenner tentang 

ekologi sosial (Bronfenbrenner, 1979). 

Sebagai guru pertama dan terpenting bagi anak, orang tua 

memberikan pengalaman yang mempromosikan keterampilan hidup, 

kemampuan, dan sikap yang mendasari keberhasilan sekolah. Namun, 

orang tua mungkin merasa tidak nyaman dalam peran guru (Macleod, 

1996). Program yang mempromosikan orang tua sebagai guru memberi 

orang tua kesempatan untuk memperoleh keterampilan yang diperlukan 

untuk meningkatkan kesiapan anak-anak untuk sekolah. Orang tua 

dioptimalkan ketika orang tua diberikan bimbingan dan dukungan dalam 
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memahami perkembangan dan pembelajaran anak (Fitton & Gredler, 

1996). Membina hubungan rumah-sekolah yang kuat membantu dalam 

pengembangan keterampilan ini dan berkontribusi pada transisi yang 

mulus untuk semua anak, dan sangat penting untuk anak-anak dari 

keluarga berpenghasilan rendah dan minoritas, karena banyak sekolah di 

Amerika Utara beroperasi dalam kerangka kelas menengah tradisional 

(Olmstead, 1991). Artinya, sekolah mungkin mewakili keyakinan atau 

pemahaman yang berbeda dari yang dianut oleh keluarga tersebut. 

Dengan demikian, rumah-koneksi sekolah dapat memudahkan transisi 

untuk keluarga. 

Orang tua adalah kunci dalam proses pendidikan. Program yang 

mempromosikan orang tua sebagai guru model memberi orang tua 

berbagai peluang untuk memperoleh keterampilan yang meningkatkan 

keyakinan efikasi. Bandura (1986, 1997) berpendapat bahwa pengalaman 

penguasaan adalah yang paling berpengaruh dan merupakan sumber 

informasi yang paling ampuh. Ketika orang tua percaya bahwa mereka 

dapat secara efektif mempengaruhi pendidikan anak, mereka mungkin 

lebih mampu dan mau terlibat (Seefeldt et al.,1999). Kesiapan anak untuk 

sekolah dioptimalkan ketika orang tua dan guru terlibat dalam model 

kemitraan. Model kemitraan ini tertanam dalam konteks ekologi melibatkan 

orang tua, guru, anak-anak, dan komunitas sekolah yang beragam budaya 

(Bronfenbrenner, 1979).  

Keyakinan efikasi yang tinggi memediasi efek stresor yang mungkin 

terkait dengan kerugian ekonomi dan imigrasi, dan mempromosikan 

adaptasi yang memberikan kontribusi untuk pembangunan positif 

(Bandura, 1995; Jerusalem & Mittag, 1995). Setiap komponen dari model 

kemitraan mempengaruhi yang lain secara positif, saling terkaitcara, 

berkontribusi pada perkembangan anak yang sehat. Orang tua 

memberikan emosi dan dukungan sosial kepada anak di lingkungan 

sekolah sambil memperoleh keterampilan yang berharga untuk diperluas 

belajar ke dalam rumah. Guru dapat lebih memperhatikan pengaruh 

keragaman budaya (gaya pengasuhan, misalnya) ketika mereka mampu 

mengamati anak dalam konteks hubungan orang tua-anak. Anak-anak 

yang memiliki kesempatan untuk menyesuaikan diri dengan sekolah 

lingkungan yang dikombinasikan dengan dukungan rumah mungkin 
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