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The human ecology field brings together all the
following: (1) Multiple disciplines involved in the
study of the individual and groups (e.g. biology,
nutrition, psychology, sociology, epidemiology, de-
mography); (2) Multiple disciplines involved in
the study of environments as the settings or con-
texts of individual and group life and of environ-
ments as the sources of essential resources (e.g.,
family science, human environment and design,
geography, anthropology, environmental science,
urban planning, political science, environmental
health); (3) Multiple professions intended to en-
hance individual and family life (e.g., marriage
and family therapy, clinical and counseling psy-
chology, social work, policy studies, law, food sys-
tems, dietetics, public health, medicine and other
health professions, education); (4) Multiple profes-
sions concerned with preservation, conservation
design, and management of the natural and de-
signed environment and its resources (e.g., land
use planning, agriculture, soil conservation, water
quality, sustainable agricultural systems, environ-
mental justice, housing and architecture, urban
ecosystems, technology transfer, environmental
impact assessment, ecological economics); and (5)
Other disciplines and allied professions concerned
with human development, human values, sustain-
ability of the environment, and sustainable human
ecosystem interaction for future generations (e.g.,
philosophy, religion, art, literature, population
studies).

The intensity and range of research and inter-
vention activities included within the field of
human ecology represent a challenge to scholar-
ship. How may all the information about this field
be integrated in a manner accessible, meaningful,

and useful to the next generation of the leaders of
our nation and world? How may we best convey
the key knowledge necessary for them to under-
stand both the nature of their own development
and the ways they may contribute positively to
their own lives, to their families and communities,
and to the designed and natural environments of
which they will be stewards throughout their adult
years? 

Textbooks are not a sufficient answer, since they
are most often written by representatives of one, or
at most a few, of the several disciplines involved in
the study of human ecology. They are thus neces-
sarily limited in perspective.

Handbooks are not always the answer either;
although they may contain chapters by scholars of
a disciplinary array wider than that found in texts,
each chapter is often a quite long, highly technical
piece that may be of most use to other disciplinary
specialists. A viable option, and the one we have
elected to pursue, is an encyclopedia, one with en-
tries written by specialists from various human
ecological disciplines and professions, and de-
signed to be accessible to young people, as well as
to the key adult stakeholders in their healthy fu-
ture: Parents, teachers, counselors, and leaders of
youth-serving organizations.

Such an encyclopedia can represent an impor-
tant and timely contribution to the field of human
ecology. As a single authoritative source, it can en-
compass a range of concepts, topics, and issues in-
volved in the study of human ecology. Our goal has
been to have Encyclopedia of Human Ecology con-
stitute such a contribution and become a seminal
resource for many professions. We believe that the
Encyclopedia of Human Ecology (EHE) represents
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much of the breadth and depth of disciplinary and
professional expertise involved in the contempo-
rary study of human ecology. This contribution ex-
ists because scholars and practitioners represent-
ing a broad range of disciplines and professional
fields in human ecology have written entries for
the EHE. In addition, each EHE entry includes a
list of representative references, citations that
should aid the reader to gain more detailed infor-
mation about the substance of an entry.

Through the substance and features of the
EHE, we believe the volume will be of value to
young people ranging in age from middle school
through the beginning of college, and to their par-
ents, teachers, and program leaders. People in each
of these groups may have some knowledge of par-
ticular facets of human ecology but nevertheless
may profit from increasing their acquaintance
with the breadth of available information. This
breadth of disciplinary and professional informa-
tion spans theories and methods pertinent to the
individual, the family, the community, and the de-
signed and natural environment. In addition, soci-
ocultural, human-built, and physical-biological
environmental levels of organizations are in-
cluded. In particular, issues of racial, ethnic, gen-
der, age, cultural, life-style, and physical-handicap
diversity are emphasized throughout the EHE.

Our wish is to capture the vitality and diversity
of the field. We hope, then, that the EHE, with its
multidisciplinary and multiprofessional scope,
will do justice to the features of human ecology
that make it so attractive as a field of inquiry, as
well as so centrally important to society. If the EHE

is successful, it will serve as a vital resource to
young people as they seek to acquire the informa-
tion they need to understand and to enhance their
world and the lives of the people in it.

There are numerous colleagues to whom we are
indebted for helping us develop this encyclopedia.
Most important, we are grateful to the authors who
contributed their expertise to the encyclopedia, as
well as their vision for and passion about enhanc-
ing the lives of children, families, communities, and
the natural and designed ecologies within which we
live. We also greatly appreciate our colleagues at
Michigan State University and Tufts University.
They urged us to undertake this project and gave us
unflagging support and wise counsel at every stage
of our work. In addition, we are deeply grateful for
the professional and enthusiastic assistance
throughout the development of the encyclopedia
that was provided by the editorial office at the Ap-
plied Developmental Science Institute, Eliot-Pear-
son Department of Child Development, Tufts Uni-
versity, which is led by Karyn Lu as managing
editor.We also thank all the editors at ABC-CLIO for
their support, expert guidance, and collegial spirit.

Finally, we thank our families for their unwa-
vering good spirit. Their love and support nur-
tured us throughout our work. They are our most
important developmental assets, and with enor-
mous gratitude we dedicate this encyclopedia to
them.

Julia R. Miller
Richard M. Lerner

Lawrence B. Schiamberg
Pamela M. Anderson
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What knowledge, from what disciplines, is needed
in order to understand the interdependence of hu-
mans with their physical-biological, social-cul-
tural, and human-built environments? What infor-
mation is needed to frame human decisions and
actions that will enhance the quality of human life
and the quality of the environment? What profes-
sions need to be consulted in order to find means
to promote desirable behaviors and healthy devel-
opment, to ameliorate already existing problems,
and to optimize future life paths?

Once information about the ecology of human
life has been gained, how do we use it to foster re-
sponsible citizenship, the prudent stewardship of
the natural and the designed environment, social
justice, and the institutions of civil society? How
do we inform young people about these questions,
and how answers to them affect their lives and
those of their families and communities? How,
through the delivery of this information, may we
empower young people to contribute productively
to society and culture?

These questions point to the central issues in
the field of human ecology, but these issues are ob-
viously not limited to one field. In fact, contempo-
rary scholarship has undergone a substantial ex-
pansion of the range of disciplines and professions
seen as needed for addressing these questions
(Lerner 2002). Reflecting an increased under-
standing of the global interdependency of humans
and their environments, this scholarship has pro-
moted an integration of disciplines and profes-
sions (e.g., Lerner and Miller 1993; Miller and
Lerner 1994; Lerner, Miller, and Ostrom 1995). Ac-
cordingly, current emphases in both physical sci-
ence and human science stress the view that com-

plex phenomena and stubborn problems of con-
temporary society require collaborative efforts
from a human ecological perspective among sev-
eral disciplines and professions (Lerner 2002). One
of the basic premises of human ecology is the in-
teractive relationship between humans and their
environment. Basically, the environment is an
ecosystem comprised of air, soil, water, living or-
ganisms, physical structures, and built environ-
ments. Further, as G. G. Marten emphasized in his
recent book, Human Ecology: Basic Concepts for
Sustainable Development, the central core of
human ecology is the social system; the human ac-
tivity that impacts ecosystems is influenced, to a
great extent, by the society in which human beings
live. More importantly, Marten (2001) stressed that
values and knowledge influence the way people
process information and act in and on the world.In
human ecology, emphasis is given to the creation,
use, and management of resources (both material
and human) for survival, creative adaptation,
human growth and development, and fostering
sustainable growth that protects of the environ-
ment (Bubolz and Sontag 1993). The uniqueness of
human ecology lies in its focus on viewing humans
and their environments as integrated wholes, mu-
tually influencing each other (Bronfenbrenner
1979, 2001; Bronfenbrenner and Morris 1998).

In prior decades, cutting-edge science has
tended to be reductionist and mechanistic (Lerner
2002). In addition, this approach to science has
differentiated hierarchically between basic and ap-
plied research: Colleagues whose professional ac-
tivities were devoted to the design, delivery, and
evaluation of policies and programs (whose aim
was to enhance the course of human lives and/or

Human Ecology:
A View of the Issues
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to enhance the environment) were seen as engag-
ing in activities that were secondary in status and
importance to endeavors pursued by laboratory
scientists or theorists (Lerner et al. 1994).

However, the human ecological perspective
runs counter to this reductionist viewpoint, a per-
spective that mistakenly splits basic science and
application. The roots of the human ecological
perspective lie historically in the work of home
economists, primarily working within the land-
grant institutions.

The American Land-Grant University 
and the Genesis of Human Ecology
The contemporary mission of the American land-
grant university is typically stated to be teaching,
research, and service (with service often used in-
terchangeably with the terms extension or out-
reach). The three components of this mission and
the order in which they are enunciated have an im-
portant basis in the history of our nation (Enarson
1989), and it is useful to provide a brief recapitula-
tion of this history.

As explained by the National Association of
State Universities and Land-Grant Colleges (Enar-
son, 1989), the American land-grant university
system was created through the first land-grant
university act, the Morrill Act, which was signed
into federal law by President Abraham Lincoln on
July 2, 1862; this act provided 17.4 million acres of
land to the states in order that each might have at
least one college whose purpose was “to promote
the liberal and practical education of the indus-
trial classes in the several pursuits and professions
of life.”

A second Morrill Act was signed into law by
President Benjamin Harrison on August 30, 1890,
directing the states to provide a “just and equitable
division of the fund to be received under this act
between one college for white students and one in-
stitution for colored students.” The enactment of
this law was an impetus for the creation of seven-
teen “historically black land-grant colleges” in
Southern and Border States.

The Hatch Act was approved by Congress on
March 2, 1887; it mandated the creation of agricul-
tural experiment stations “to aid in acquiring and
diffusing among the people of the United States
useful and practical information on subjects con-
nected with agriculture and to promote scientific
investigation and experiment respecting the prin-

ciples and applications of agricultural science”
(National Association of the State Universities and
Land Grant Colleges 1989, 13).

The Smith-Lever Act was signed into law by
President Woodrow Wilson in 1914; this law was
intended to allow land-grant institutions to extend
instruction beyond the boundaries of campuses.
The purpose of this extension was to “aid in the
diffusing among the people of the United States
useful and practical information on subjects relat-
ing to agriculture and home economics, and to en-
courage the applications of the same” (National
Association of the State Universities and Land
Grant Colleges 1989, 15). The act further specified
that the cooperative extension work of land-grant
institutions “shall consist of the giving of instruc-
tion and practical demonstrations in agriculture
and home economics to persons not attending or
resident in said colleges in the several communi-
ties, and imparting to such persons information
on said subjects through field demonstrations,
publications, and otherwise” (15).

The federal acts that created the combined
teaching, research, and outreach mission of the
land-grant system worked together to create an in-
stitution that may be described as a university for
the people of a state. That is, the land-grant uni-
versity’s functions of knowledge generation (re-
search), knowledge transmission (teaching), and
knowledge utilization (outreach) exist to improve
the lives of the people of its state as they live in
their communities. This land-grant mission was
refined through the vision of scholarship articu-
lated in the field of home economics.

In 1892, Ellen Swallow Richards, the first
woman faculty member within any science pro-
gram in the United States (at the Massachusetts
Institute of Technology), proposed a science of
human ecology focused on the home and the fam-
ily, a science she labeled home oekology (Bubolz
and Sontag 1993). This German concept focused
on the interrelationship between organisms and
the environment and was based on the premise
that life and the environment should be viewed as
inseparable parts of a whole or system (Bubolz
2002). Since this time, the vision of the land-grant
university as the university for the people of its
state has been operationalized within the field of
home economics/human ecology as a university
for the children, families, and communities of its
state. Moreover, the human ecology vision of the
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tripartite land-grant mission means that research,
teaching, and outreach should be viewed as inte-
grated activities. Teaching about or research con-
ducted within the ecologically valid, that is, actual
or real world settings within which children and
families live their lives (i.e., within their homes
and within their communities) is predicated on an
understanding of the needs, values, and interests
of the specific people and the particular commu-
nity the land-grant institution is trying to serve.
Accordingly, when knowledge generation or trans-
mission occurs in a context that allows the com-
munity to value and see practical significance for
these facets of knowledge, the application of this
knowledge by the specific communities becomes
more likely.

This view is derived from the land-grant,
human ecology vision of the synthesis of the uni-
versity’s knowledge functions with the needs and
values of the community. The perspective of
human ecology provides both a theoretical foun-
dation for this synthesis and a means for strength-
ening the rationale for a conception of basic re-
search that focuses on the community-specified
problems of the community’s children and fami-
lies. At the same time, the emergence of the land-
grant university was not the only factor in the de-
velopment of human ecology as a field.

The Emergence of the Human Ecology Field
The attention to the integration of knowledge
within instruction, research, and outreach is not a
new phenomenon. Historically, the belief that valid
knowledge should make a difference to every as-
pect of human life can be traced to Plato. This idea
reached an important stage in late nineteenth-
century America with the work of John Dewey, a
strong advocate for both integration and applica-
tion of knowledge (Schiamberg 1988).

The field of home economics provided an impe-
tus as well. As formerly noted, Ellen Swallow
Richards saw the new field she was launching as
based on the reciprocal influence of humans and
their environments (Kilsdonk 1983). Initially, this
first woman of science was greatly impressed and
influenced in her thinking by the statement estab-
lishing the Massachusetts Board of Health: The
preamble of the statement stated that no Board of
Health can separate the physical nature of man
from his moral and intellectual parts. The three
qualities cannot be separated and act and react

upon one another. All three are acted upon by the
forces of nature that surround us and any influence
exerted to the injury of one may indirectly injure
others (Clarke 1973).This statement served as the
foundation upon which she built her work in envi-
ronmental science. For her, it was impossible to
separate the physical, moral, and intellectual as-
pects of human nature, and it was obvious that
there were forces in the natural world that influ-
enced the way people lived, affecting their physical,
social, and perceptual environments (Clarke 1973).

In essence, Richards focused on examining the
reciprocal relationships between the home and its
environment. Given its origins as a multidiscipli-
nary field of inquiry, human ecology built its body
of knowledge upon a foundation of integrative
thinking in order to address critical issues related
to a conjoint study of individuals and families.

The relevance of this orientation for contempo-
rary issues facing America is striking. These issues
include persistent and pervasive poverty, economic
development, health, environmental quality, and
others confronting children and families. Universi-
ties have been challenged to view their scholarship
from a perspective that is problem-focused rather
than discipline-based (Boyer 1990; Lynton and El-
man 1987). The above-noted problems facing the
nation do not fall neatly into disciplinary categories
and cannot be solved by isolated disciplines (Schi-
amberg 1985, 1988). Therefore, the challenge is to
bring integrative scholarship to bear on these prob-
lems (Brown 1987).

From the inception of the field, professionals in
home economics/human ecology have been com-
mitted to the integration of knowledge from di-
verse disciplines to address quality-of-life issues.
Indeed, this integrated multidisciplinary perspec-
tive has been critical to the evolution of the body of
knowledge in this field. Moreover, M. Suzanne Son-
tag and Margaret M. Bubolz (1991) recently noted
that integration (of concepts, theories, education,
and practice in several specializations within home
economics) has surfaced as a critical need in reso-
lution of practical problems of families. This need
can be addressed because the field integrates con-
ceptual frameworks, theoretical formulations, and
methodologies used in different specializations
and disciplines into new, distinct, and synthetic
paradigms. Further, as Bubolz and Sontag (1991)
noted, human ecology reflects a multidisciplinary
and systems philosophy and methodology.

Human Ecology: A View of the Issues xiii



As implied above, today, perhaps more than
ever before, human ecology is challenged to
strengthen its integrative orientation to the com-
plex problems facing individuals, families, and the
environment. The scholarly and societal issues in-
volving America’s children and families within the
context of their environments are indisputably
complex. For their resolution they require collabo-
ration between those professionals who do basic
scientific research and those who design, deliver,
and evaluate service. Likewise, professionals and
lay people must accept the responsibility of being
politically active and knowledgeable if they want
to have any meaningful impact on problem-solv-
ing and decision-making efforts related to their fu-
ture quality of life.

Our position is that human ecology—at least, in
theory, if not always completely in practice—is a
relational, multidisciplinary, and multiprofessional
field of scholarship. It involves the integration of
disciplines and professions in the service of en-
hancing both knowledge about, and services to, the
diverse people, families, and communities of our
nation and world. There are at least two other di-
mensions of integration involved in the multidisci-
plinarity and multiprofessionalism of the field: (a)
the generation and transmission of knowledge
(i.e., research and teaching) are combined with the
application of knowledge (service); and (b) the
generation, transmission, and application of
knowledge occur in concert with communities and
the needs in respect to individual and family life
that exist within them (Miller and Lerner 1994).

Although the field of home economics and
human ecology was influenced by the reductionism
and split thinking that dominated psychology and
the rest of the social sciences in the mid-twentieth
century, the last two decades of the century saw a
return to the tradition of integration with which the
field began (Overton 1998). In particular, the cur-
rent focus involves a linkage of science and service
in enhancing the development of individual lives, of
the family, and of the community, and in promoting
the kind of sustainable use of resources that will
preserve the quality of the environment (Fisher and
Lerner 1994). This focus constitutes, in effect, a new
paradigm for the sciences and the professions in-
volved with human behavior and the environment,
a critical science model in which theory, research,
and practice are seen as integral parts of a whole
(Bronfenbrenner 2001).

The Contemporary Dimensions 
of Human Ecology
In essence, the history of the field of human ecol-
ogy has produced a field marked by at least five
features:

1. Changes in the philosophy of science in-
volved in the study of human life as well the
study of the environment (Overton 1998, in
press). The disciplines and professions involved
in the study of human ecology have moved
from mechanistic or organismic frameworks
that emphasize unidirectional influences to
contextual or developmental systems perspec-
tives that emphasize reciprocity and a system
or pattern of relationships.
2. The development of theories that have been
derived from developmental systems perspec-
tives (Lerner 2002). In particular, the human
ecological view of human behavior develop-
ment, the life-span view of human develop-
ment, and the developmental contextual model
provide strong bases for understanding the
multiple influences on human behavior in con-
text (Lerner 1998). Indeed, these theories em-
phasize that the key “unit” of scientific analysis
is the temporally changing relation between
humans and their multilevel environments
(Lerner 1991).
3. The development of theories that are con-
cerned with the functioning of systems in their
social-cultural, human-built, technological,
and physical-biological environments and with
the linkages between micro and macro system
levels (Bronfenbrenner 2001; Bronfenbrenner
and Morris 1998). Systems theories emphasize
feedback and the lawful consequences for the
total system of often unforeseen actions within
component parts of the system (Thelen and
Smith 1998).
4. The development of appropriate methodolo-
gies to understand and test development and
behavior in context from a systemic perspective
(Lerner, Dowling, and Roth in press). The idea
of temporally changing person-environment
relations has led to the generation of method-
ological strategies such as longitudinal sequen-
tial designs, change-sensitive measurement,
multivariate-longitudinal statistical methods,
and techniques that are both quantitative (e.g.,
structural equation modeling or times series
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analyses) and qualitative (e.g., ethnographic
analyses or focus group methods) (Baltes,
Reese, and Nesselroade 1988; Nesselroade and
Baltes 1974; von Eye 2002).
5. An understanding of the mutually enrich-
ing relationship between intervention re-
search—or applied science—and basic schol-
arship (Fisher and Lerner, 1994). On one hand,
the ideas promoted by this new paradigm
stress that human behavior and development
occur in relation to the changing, real-world
settings of human life. On the other hand, this
paradigm points out that individual, social,
and political decisions and actions have long-
term consequences for the environment (Bron-
fenbrenner 2001). As a consequence, tests of
theoretically based ideas about how to alter the
relation between people and contexts involve
the introduction of policies and programs in-
tended to change these relations (Lerner et al.
1994; Miller and Lerner 1994). As such, the
evaluation of these policies and programs then
not only provides information about their effi-
cacy but also offers basic understanding of
means to enhance the course of human life or
the course of environmental change (Lerner
2002).

In the early twenty-first century, then, the
above five changes have emerged to characterize
the cutting edge of both scholarship and service in
the multiple disciplines and multiple professions
involved with research, policy, and programs di-
rected to humans in interaction with their envi-
ronments. This synthesis shapes both concepts
and scholarly activities within the field of human
ecology.

The Present Encyclopedia
Given the complexity of the field, an encyclopedia,
as discussed in the Preface, seems an especially
appropriate way to make the knowledge contained
in the field of human ecology available to the
broad audience to whom it is potentially useful.
Likewise, this resource is of critical importance to
those individuals (lay people, educators, profes-
sionals in human services fields, and political de-
cision makers) who must become more actively
involved in quality-of-life issues as our boundaries
are stretched in this global society.
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Abortion
See Adolescent Pregnancy and Prevention; Prena-
tal Decision Making by Adolescents

Abuse
See Child Abuse; Domestic Violence; Elder Abuse
in the Family; Sexual Abuse; Violence in Teen
Dating

Accidents: Environmental 
Causes and Preventions
Accidents are unintentional events that cause tis-
sue damage to an individual. They are the leading
cause of death in the United States for children and
adolescents ages 1–25. Every year, about 10,000
Americans under age 18 die from accidental in-
juries. An additional 10 million children and ado-
lescents visit emergency rooms after accidental in-
juries, and countless others experience pain or
withdraw from planned activities without seeking
professional medical care (National Safety Council
1999).

In many ways, accidents are misnamed: Acci-
dents are usually not purely accidental. Human be-
havior causes many accidents, and therefore many
accidents are preventable. For this reason, scien-
tists prefer the term “injuries” instead of “acci-
dents.” To fully understand the ecology of acciden-
tal injuries, we must consider both the factors that
lead to injury and the ways we can prevent injury.
Factors that cause injury will be addressed first.

Researchers identify a number of factors that

put children and adolescents at increased risk of
accidental injury. Some factors are social. For ex-
ample, children whose parents do not monitor the
children’s behavior, whose parents are frequently
absent, intoxicated, or ill, and whose parents fail to
supervise the children during dangerous activities
are at increased risk of injury (e.g., Peterson et al.
1995). Also of concern is the child’s own tempera-
ment, or personality. Children who are impulsive
and have poor self-control—that is, those children
who are unable to control their impulses when at-
tempting dangerous activities—tend to have more
accidental injuries (e.g., Schwebel and Plumert
1999). Other factors are understood less com-
pletely at this time, but also appear to be related to
increased risk of injury. These include cognitive
factors such as children’s tendency to overestimate
their ability to do physical tasks, emotional factors
such as children’s mental illness (in particular,
having oppositional or attention deficit hyperac-
tivity disorders), and peer factors such as pressure
to attempt potentially hazardous activities.

Demographic data also suggest some children
and adolescents are at increased risk of injury.
Boys consistently have a higher rate of injury than
girls (e.g., Morrongiello 1997). Finally, environ-
mental factors must be considered as risk factors
for accidents. For example, an adolescent who has
a summer job working on a farm and operating
heavy machinery on a daily basis is at greater risk
for arm and leg injuries than an adolescent who
works in a legal office for the summer. A child who
lives in an impoverished neighborhood where
lead-based paint was used in older homes is at

A

1



Scene of an accident (Skjold Photographs)



greater risk of lead poisoning then a child who
lives in a newly built suburban home.

In considering techniques to prevent accidents,
scientists consider two broad categories of inter-
ventions: those designed to alter people’s behavior
and those that alter people’s environments. Both
are effective ways to prevent injuries. Prevention
techniques that target people’s behavior tend to
focus on ways to change the way people act when
they engage in potentially dangerous activities.
One successful example of this type of interven-
tion is the use of bicycle helmets. Epidemiological
data suggests that the use of bicycle helmets
sharply decreases the severity of head injuries
children and adolescents experience after bicycle
accidents that result in a blow to the head.Another
example of a successful accident prevention cam-
paign targeted at individual’s behavior is the use of
seat belts in automobiles. Countless lives have
been saved as a result of interventions to increase
seat belt use.

Prevention campaigns targeted toward envi-
ronments are designed to change potentially dan-
gerous situations so that the environment is safer.
An example of this is the placement of mulch in
playgrounds to reduce the chance of injury when a
child falls off climbing toys. A second example of
an environmental intervention to prevent acci-
dents is the implementation of graduated driver’s
license laws. These laws, now in place in many U.S.
states, require adolescents to learn to drive in a se-
ries of steps. For example, initial regulations per-
mit driving only during the daytime while super-
vised by a parent or guardian. Over time, drivers
are allowed to drive during nighttime hours, with
other adolescents in the car, and without adult su-
pervision. Preliminary evidence suggests that
graduated driving laws are effective in reducing
the number of accidents involving adolescent driv-
ers (Foss and Evenson 1999).

Scientists and legislators agree that accidents
are among the most serious public health prob-
lems facing American children and adolescents.
Unlike other health problems, accidents are not
caused by something like a virus or bacteria; in
many cases, human decisions and human behav-
ior lead to accidental injury. Although tragic acci-
dents continue to occur on a daily basis, progress
is being made. The rate of accidental injury among
children and adolescents is slowly declining (Na-
tional Safety Council 1999). As researchers con-

tinue to cooperate with government officials, man-
ufacturers of commercial products for children
and adolescents, and with the general public, the
rate of accidental injury among society’s youth will
be reduced further.

David C. Schwebel

See also: Adolescents, Alcohol Use Among; Children of
Alcoholics
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Acculturation
Given the increasing diversity in our world today,
the concept of acculturation has become more and
more important. In brief, acculturation is defined
as the process of change and adaptation that re-
sults from continuous contact between people of
different cultures (Redfield, Linton, and Herskovits
1936). The concept of acculturation is important
because it helps us to understand how exposure to
new, different, and diverse sociocultural environ-
ments can influence (and be influenced by) psy-
chological changes within the person (Rogler,
Cortes, and Malgady 1991).Although the term “ac-
culturation” can be applied to all types of peo-
ple—from immigrants, to minorities, to everyday
people adjusting to a new environment—it is
most commonly used in studies of immigrants
and refugees and their children.

Currently, there are two main models of accul-
turation (Nguyen and von Eye 2002). One empha-
sizes assimilation (the bipolar approach), and the
other, cultural pluralism (the bidimensional ap-
proach). In the bipolar model, acculturation is de-
fined as an assimilative process through which mi-
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nority individuals acquire the behaviors and val-
ues of the host society (Franco 1983). It is often de-
scribed in terms of high vs. low acculturation (or
acculturated vs. not acculturated)—where high
acculturation indicates assimilation into the host
society (e.g., being Americanized) and low accul-
turation indicates maintenance of one’s ethnic cul-
ture (e.g., remaining Mexican) (Cuellar, Harris,
and Jasso 1980; Suinn, Ahuna, and Khoo 1992). In
this model, one’s original, ethnic culture is pitted
against the host culture, and the assumption is
that one can be, for example, either Mexican or
American, but not both (see Figure 1).

In contrast, the bidimensional (or two-dimen-
sional/2D) model suggests that cultural involve-
ments are not polar opposites and that one can be
involved in both the ethnic and host culture at the
same time (i.e., it is not an “either-or” situation—
one can be fluent in both Spanish and English, for
example). Most relevant in culturally plural soci-
eties, this model suggests that acculturation can
include involvements with both the host and the
ethnic culture and that such involvements can and
should be measured separately (Dona and Berry
1994). In contrast to the bipolar model, the 2D ap-
proach allows for several types of adaptation—
e.g., bicultural, marginal, assimilated, and tradi-
tional—rather than seeing only assimilation as
true adaptation (see Figure 2).

In this model, acculturation can be described in
terms of its two dimensions (involvement in the
host culture and involvement in ethnic culture)
and in terms of four styles, or modes, of adapta-
tion: bicultural, marginal, assimilated, and sepa-
rated. Bicultural adaptation means an involvement
with both the ethnic and host cultures, whereas
marginal adaptation means an involvement with
neither, so that one is alienated from both cultures.
If one is assimilated, one is involved only with the
host culture;, or traditional adaptation, refers to an
involvement only with the original, ethnic culture
(Berry 1992). Most experts today prefer the bidi-
mensional model, since they see the bipolar ap-
proach as conceptually problematic.

Acculturation and Adjustment
The form acculturation takes can have many con-
sequences for the functioning of the individuals
involved. Past research has revealed various im-
pacts on adjustment—ranging from clinical
symptomatology, to educational achievement, to

family harmony. Despite the research, however,
concepts of the nature of the links between accul-
turation and adjustment can conflict. This conflict
is partly due to the different models and measure-
ments of acculturation used and partly to the dif-
ferent factors that can affect acculturation-adjust-
ment links (e.g., gender, age, socioeconomic
status, geographical context, and the like). In gen-
eral, though, acculturation has been linked to ad-
justment in the following ways:

Assimilation and Adjustment
Research has linked high levels of acculturation
(or assimilation) with various clinical disorders,
including depression, phobia, suicide, and sub-
stance abuse/dependence (Burnham et al. 1987;
Caetano 1987; Klonoff and Landrine 1999; Soren-
son and Golding 1988). High levels of accultura-
tion have also been linked with higher rates of
delinquency and deviant behavior (Buriel, Cal-
zada, and Vasquez 1982; Vega et al. 1993), higher
rates of smoking and anorexia (Unger et al. 2000),
and higher rates of family conflicts and school dif-
ficulties (Portes and Rumbaut 2001 ). In one study
of Southeast Asian adolescents (Cambodian, Laot-
ian, and Vietnamese), for example, it was found
that youth who were becoming too assimilated
into American culture were less successful aca-
demically (Rumbaut 1991). In another study of
immigrant youth across the United States, it was
found that those who had high levels of accultura-
tion suffered poorer health outcomes and engaged
in more risk behaviors (Harris 1999). Compared to
less assimilated peers, these youth were more
likely to be obese, to have fair or poor health, to ex-
perience learning difficulties, and to have missed
school because of a health or emotional problem.
They were also more likely to use controlled sub-
stances, to engage in violent and delinquent be-
haviors, and to have had sex and to have had it at a
younger age.

A review of these findings suggests that in-
creases in acculturation (assimilation) alienate in-
dividuals from the support of their ethnic group
and give rise to self-hatred and hatred of their eth-
nic group. These increases can lead to damaging
behaviors and beliefs that are a part of the domi-
nant culture—to an acceptance of hurtful stereo-
types and prejudices about one’s ethnic group, and
to the practice of discrimination toward one’s eth-
nic group.In sum, it seems that a sense of belong-
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ing with those in one’s ethnic culture helps to facil-
itate a sense of support, identity, and mental
health, and a lack thereof leads to greater difficul-
ties (Rogler, Cortes, and Malgady 1991).

Separation and Adjustment
In the second group of findings, low levels of ac-
culturation (or separation) have also been linked
to greater difficulties.Whether measured by length
of residency, by loyalty to the culture, or by English
proficiency, low levels of acculturation have been
associated with various problems, including de-
pression, withdrawal, delinquency, somatic symp-
toms, and substance abuse/dependence (e.g., Lim,
Levenson, and Go 1999 ). Similarly, low levels of
acculturation have also been linked to a greater
number of negative life events (e.g., divorce, death,
hospitalizations) and a greater dissatisfaction with
life (e.g., boredom, dreariness, sadness) (Salgado
de Snyder 1987). Furthermore, low levels of accul-
turation (as measured by ethnic involvements)
have also been linked to higher distress, higher de-
pression, and lower self-esteem (Nguyen, Messé,
and Stollak 1999).

Researchers suggest that when acculturating

individuals have been uprooted from traditional
interpersonal relationships, they are more likely to
experience loneliness and isolation in their new
environment. Such challenges, coupled with a lack
of instrumental skills (e.g., knowledge of the host
language, access to various resources, familiarity
with cultural norms) may prevent the uprooted in-
dividual from becoming familiar, comfortable, and
competent in her new world. Consequently, these
predicaments may lower self-esteem and give rise
to dysfunctional behavior (Rogler, Cortes, and
Malgady 1991).

Biculturalism and Adjustment
Researchers who have found a link between bicul-
turalism and adjustment have suggested that diffi-
culties are worse at both acculturative extremes
(i.e., separation and assimilation), and that
healthy adjustment is achieved at an optimal bal-
ance point (i.e., at biculturalism). This balance re-
quires integration between the ethnic culture’s
supportive elements and the host culture’s instru-
mental skills. Support for this argument comes
from a study of Hispanic adults (Lang et al. 1982).
It found that bicultural Hispanics were better ad-
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justed in terms of life quality, depression, and psy-
chological adjustment than were those who were
either monoculturally Latino (separated) or
monoculturally U.S. mainstream (assimilated).

Similarly, José Szapocznik and his collaborators
found (as reported in a 1980 study) that in the
Cuban families studied drug abuse was a function
of monoculturality (belonging  to only one cul-
ture), seen in over-acculturated youths, as they
called those who had become pretty completely
Americanized, and under-acculturated mothers.
The youths were found to have high rates of drug
abuse and impulsive and antisocial behavior, while
the less acculturated mothers were found to use
more sedatives and tranquilizers and to exhibit
more neurotic behaviors. The researchers caution
that it is not the retention of the ethnic character-
istics or the assimilation into the host society that
is pathological per se. Rather, it is the lack of bicul-
tural involvement that is problematic, because it
renders members of ethnic minorities inappropri-
ately monocultural in a bicultural context. Hence,
it is the exaggerated assimilation with the host so-
ciety or the exaggerated maintenance of ethnic
culture (separation)—one to the exclusion of the
other—that is detrimental. Biculturalism appears
to be optimal for adjustment because it enables in-
dividuals to function in both of their daily cultural
contexts.

An Ecological Perspective on Acculturation
It is important to note, however, that the accultur-
ation-adjustment relationships depicted here are
not as simple and clear-cut as they appear. As sug-
gested earlier, many factors can shape these rela-
tionships (e.g., socioeconomic status, or SES, eth-
nic group, immigration policy); two general
factors are context and one’s interaction within
that context.

Although various factors in the context (e.g.,
availability of community resources, experiences
of discrimination, sense of fit in the context) can
have a profound impact on the adjustment of mi-
nority populations, they have often been over-
looked in past research. Few studies have de-
scribed, let alone measured, the potential influence
of context. Most seem to study ethnic groups in
isolation, as though they could be isolated from
their sociocultural and historical backgrounds.

Yet some studies suggest that contextual factors
are vital in shaping the acculturation and adjust-

ment of minority groups. Andres Gil and William
Vega (1996), for example, studied Cuban and
Nicaraguan families in Miami and found that the
Nicaraguans experienced more difficulties (i.e.,
more language and acculturation conflicts, more
perceptions of discrimination) than did their
Cuban counterparts. Furthermore, they made less
money than the Cubans, despite having similar
levels of education. Gil and Vega attributed these
findings to the different conditions in the groups’
context, explaining that the Cubans fared better
because they had more supportive enclaves and re-
sources than did their Nicaraguans neighbors—
who, in contrast, encountered greater barriers in
their resettlement to Miami (more exploitation by
police, more restrictions in obtaining job permits
and legal residence, and so on).

Huong Nguyen (2000) also demonstrated the
importance of context. Using a sample of Viet-
namese and Mexican adolescents, Nguyen tested
an ecological model of acculturation. The main
premise of this model is that to fully understand
the nature of acculturation-adjustment relation-
ships, it is essential to understand the context in
which such relationships evolve. The model holds
that acculturation is a process that connects the
individual with his context. Its levels of involve-
ments are links to one’s sense of competence and
belongingness. In conjunction with the demands
and resources of the context, competence and be-
longingnesspredict one’s behavior. Thus it is not
the culture itself, but rather the fit between the in-
dividual and the environment that facilitates or
impedes adjustment.

Nguyen’s findings demonstrated support for
this ecological model in several ways. First, she
found that the two ethnic groups differed in ad-
justment and cultural fit in expected ways. Com-
pared to their Vietnamese peers, Mexican youth
reported fewer experiences of discrimination and
a greater sense of fit within their context (i.e., in
Lansing, Michigan, where the study was con-
ducted). They also fared better in terms of per-
sonal adjustment (as seen in depression, sympto-
matology, self-esteem, and life-satisfaction) and
interpersonal adjustment (as seen in family and
peer relationships). These findings corresponded
with the community resources in Lansing. They
suggested that individuals who have more ethnic
resources in their context (as the Mexicans do in
Lansing) would have more support, and thus, a
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better sense of fit and adjustment than peers who
have fewer community resources (as the Viet-
namese do).

Second, Nguyen demonstrated that there were
differential acculturation-adjustment patterns
(for both ethnic groups), which corresponded to
the demands of the context. Compared to adoles-
cents who were less involved, those who were
more involved in the U.S. culture were more ad-
justed on the whole, taking into account the per-
sonal domain (i.e., self-esteem, life-satisfaction,
disposition to delinquency), the interpersonal
domain (i.e., family, peer, and teacher relations),
and the academic domain (i.e., school GPA, read-
ing scores, and academic aspirations). In con-
trast, youth who were more involved in the eth-
nic culture reported more mixed functioning
than peers who were less ethnically involved).
They fared better in terms of family relation-
ships and academic aspirations, but worse in
terms of depression, symptomatology, and math
and reading scores. Nguyen attributed these
findings to the dominant U.S. presses and re-
sources in the Lansing context. Given that Lans-
ing is 84 percent White (and only 8 percent Mex-
ican and 0.2 percent Vietnamese) (U.S. Census
1990), it is likely that adolescents who are more
involved in the U.S. culture are more likely to feel
a sense of fit in their environment. Their U.S.
skills and involvements may be more useful in
Lansing and thus more likely to facilitate adjust-
ment. Conversely, those with high ethnic involve-
ments may have a more difficult adjustment, be-
cause their ethnic involvements are rendered
useless in a context that has little support or util-
ity for such involvements.

Finally, Nguyen demonstrated that cultural fit
(one’s fit within the context) predicted better ad-
justment on the majority of indices measured—
across personal (i.e., depression, symptomatology,
self-esteem, life-satisfaction), interpersonal (i.e.,
family, peer, and teacher relations), and academic
domains (i.e., reading scores, academic aspira-
tions). Moreover, she demonstrated that cultural fit
mediated numerous links between acculturation
and adjustment. This set of findings is especially
compelling; it demonstrates that it is not so much
the cultural involvement that is adaptive or mal-
adaptive per se, but rather, what the involvements
mean in context—i.e., the cultural fit that they lead
to—that facilitates or impedes one’s functioning.

Taken together, the findings of Nguyen and Gil
and Vega demonstrate the utility of an ecological
perspective—i.e., of examining an individual’s
context (e.g., community resources) and his/her
interaction within that context (e.g., cultural fit)—
when studying acculturation-adjustment links. As
Dina Birman and her colleagues so aptly conclude
in an article soon to be published, “there is no
‘best’ acculturative style independent of context.”

Huong H. Nguyen
Alexander von Eye

See also: Adolescence in a Cultural Context; Children from
Immigrant Families; Ecodevelopmental Theory; Ethnic
and Racial Identity in Adolescence; Families, Southeast
Asian; Family Diversity; Hispanic Immigrant Experience;
Parent Education Programs for Immigrant Families
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Achievement Motivation
The study of achievement motivation is the study
of students’ learning beliefs and behavior in class-
rooms and other educational settings.Achievement
motivation consists of a constellation of beliefs, at-
titudes, and emotions that students come to hold as
a result of their educational experiences. From an
ecological perspective, achievement motivation is
viewed as influenced by parents, teachers, and
peers, as well as the larger culture in which children
grow. Educational researchers have learned that
students’ beliefs about learning influence both the
kinds of work they choose to do in the classroom,
as well as their persistence while they do their
work. This information has been very helpful to
teachers, as it suggests that students who have low
confidence or otherwise struggle with perceptions
of low ability can be helped by being oriented to
different ways of thinking about learning.

Students’ beliefs about the relationship between
effort and ability have been the focus of much
study. Bernard Weiner has found that, in their at-
tempts to understand the causes of their successes
or failures, students tend to attribute their grades
to four causes: effort, ability, luck, and other exter-
nal factors, such as the ease or difficulty of a test or
assignment (Weiner 1985; 1994). Weiner’s attribu-
tion theory proposes that students interpret these
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causes along three basic dimensions: location (in-
ternal or external), stability, and controllability.
Weiner has shown, for example, that most students
tend to view ability as something that is internal,
relatively stable, and uncontrollable. In contrast,
effort tends to be viewed as something that is in-
ternal, unstable, and controllable.

Further, Weiner has demonstrated that the
cause to which students attribute their perform-
ance is directly linked to how they come to feel
about their abilities, and that these emotions are
actually predictive of the next steps that students
will take in their learning. For example, students
who believe they did poorly on a test because they
waited until the last minute to study will most
likely feel guilty and make a concerted effort to
study in advance of the next test. In contrast, stu-
dents who believe that they did poorly because
they are not smart enough are likely to feel
ashamed and therefore will probably not try very
hard to prepare for the next test. Students are
much better off, then, if they can be helped to in-
terpret failure as resulting from lack of effort
rather than lack of ability, since effort is something
they can improve, while ability is something they
really cannot do anything about.

However, other researchers have shown that the
ways in which students interpret their grades is
very much influenced by the structure of learning
in their classroom. John Nicholls (1989) studied
students’ attributions for success and failure in co-
operative and competitive classrooms. He found
that when students learn in cooperative as com-
pared to competitively oriented classrooms, they
are less likely to view ability as something that is
limited and over which they have no control. Fur-
thermore, they do not report feeling ashamed if
they do poorly on a test or assignment—they tend
to focus instead on how they can improve their
grade in the future. Cooperative learning, then,
tends to minimize students’ concerns about their
abilities, and orients them to how, and not whether
they can master an assignment.

Not surprisingly, educational researchers who
have studied ability grouping and tracking—the
practice of selecting and placing students of simi-
lar ability in small groups or the same class-
rooms—have found that it too has the tendency to
raise students’ concerns about their abilities. The
greatest benefits seem to be reaped by higher level
students, who report greater enjoyment of their

learning in classrooms with enthusiastic teachers
who assign challenging work (Oakes 1985). In
contrast, students placed in lower groups or tracks
report learning in the company of peers who are
very disruptive, and from teachers who are puni-
tive and assign easy work.

The study of students’ beliefs about their abili-
ties grew naturally out of the research on attribu-
tions for success and failure. In an earlier study
Nicholls (1979) found that from preschool through
the first grade, most children believe that intelli-
gence grows with effort, and they tend to say such
things as “The harder I try, the smarter I get.” By
the second grade, however, many children aban-
don this belief for the view that effort itself is an
indication of low ability. They now express such
ideas as, “The harder I have the try, the dumber I
must be.” The notion that effort can be interpreted
as a sign of low ability means that, for some stu-
dents, it can become a double-edged sword (Cov-
ington 1979). That is, most students readily ac-
knowledge that they can probably do better if they
try harder, but for many the mere act of trying is
an admission of low ability.

The fact that some students do not interpret the
need to try hard as indicative of low ability has led
educational researchers to examine how students
may think differently about ability itself. John
Nicholls (1989) and Carol Dweck (1999) have
found that, in general, students tend to think about
ability or intelligence in two distinct ways. Some
students think of ability as a quality that is limited
and that limits what they will be able to accom-
plish. In experiments, these students are likely to
avoid learning a new skill if there is a chance that
they may make mistakes, thereby revealing their
lack of ability. Instead, they will choose to work on
a task they already know how to do. These students
also tend to be very concerned about how well they
are doing in the classroom relative to others. In
contrast, other students think of ability as a qual-
ity that grows with effort. They tend to enjoy chal-
lenging assignments, even if they know they will
make mistakes. Indeed, these students tend to
view mistakes as a natural part of learning, and are
focused more on their own progress rather than
their relative standing in the classroom. These very
different views about ability probably arise from
the different influences that parents and culture
bring to bear on their development.

Across the social sciences, researchers in edu-

Achievement Motivation 9



cation, psychology, anthropology, and sociology
agree that students’ beliefs about learning and
achievement do not evolve in a vacuum. Many in-
vestigators have sought to understand the roles
that family and culture play in the development of
students’ achievement-related beliefs. Scholars
concur that parents have a profound influence on
their children’s developing achievement beliefs,
both through the ways in which they talk about
schooling and the actions they take in the service
of their children’s education (Bempechat 1998;
Epstein 1987; Rogoff 1990; Sigel, McGillicuddy-
DeLisi, and Goodnow 1992; Stipek and Gralinski
1991). Indeed, parents’ own beliefs about learning
guide their educational socialization practices,
which in turn influence their children’s develop-
ing beliefs. This notion has been demonstrated
rather decisively in research on gender differences
in mathematics achievement. Interestingly, re-
searchers have found that mothers tend to hold
very different beliefs for boys versus girls with re-
spect to the causes of success and failure. Mothers
tend to attribute boys’ failure to lack of effort, but
girls’ failure to lack of ability (Holloway and Hess
1985). Mothers also tend to attribute boys’ success
to ability, but girls’ success to effort. The implicit
message to boys is that they are smart, and need
to try harder when they fail. In contrast, the mes-
sage to girls is that they are not smart, and when
they do well, it is because they tried hard. Some
have speculated that mothers’ differential beliefs
may account, in part, for the fact that more girls
than boys tend to opt out of higher level mathe-
matics and sciences courses in high school, leav-
ing many fewer young women than men who
major in mathematics-related studies in college
and choose careers in mathematics, science, or
engineering.

Cultural psychologists and psychological an-
thropologists have proposed that there exist “folk
theories” of learning that are embedded in culture
and serve as powerful guides for how individuals
understand, or make meaning of, their learning
experiences (Bruner 1996; Serpell and Hatano
1997). For example, scholars who study Japan have
argued that the cultural tendency toward collec-
tivism and interdependence lead to particular un-
derstandings of learning that emphasize self-
improvement in the service of maintaining
relationships with one’s social groups, including
family, school, and peers (Kitayama et al. 1997;

Kitayama 2000). Effort, then, has social as well as
academic meaning for students (Holloway 1988).
There is no shame in trying hard to overcome dif-
ficulties in learning—expending effort is both an
expected and necessary aspect of self-improve-
ment. In contrast, researchers have described
American culture as one that fosters independence
and encourages children to fulfill individual needs
in the service of establishing and maintaining self-
esteem (Kitayama et al. 1997). Students tend to
view effort as something they can invest in at will,
for their own, individual benefit (Holloway 1988).

These cultural differences, although very gen-
eral, have been used to explain the higher mathe-
matics achievement of Japanese and Chinese rela-
tive to American elementary and high school
students. In studies comparing achievement and
motivation in Japanese, Chinese (Taiwan), and
American students, Harold Stevenson and his col-
league found that, while all mothers and children
placed more emphasis on effort than ability,Amer-
ican mothers and their children were much more
likely than their Asian counterparts to focus on
ability as a potential cause of success or failure
(Stevenson and Stigler 1992). Indeed, Japanese
mothers do not tend to see ability as a factor that
could limit a student’s performance in school
(White and LeVine 1987). These findings suggest
that the Japanese cultural tendency toward self-
improvement may foster beliefs about ability that
are helpful for learning.

Critics have recently urged researchers to move
beyond the tendency to characterize an entire
population of people according to one, overall cul-
tural belief. They have argued that, within any
population, there exists a rich and varied contin-
uum of beliefs. Increasingly, researchers are seek-
ing to understand differences within, and not just
between cultural groups. Using qualitative meth-
ods of inquiry, including in-depth interviewing
and ethnographic research, scholars are uncover-
ing the different ways in which a particular cul-
tural belief is interpreted and even contested in a
given society. For example, in a series of inter-
views and observations with Japanese preschool
directors, Susan Holloway (2000) found that there
is indeed a consensus among these educators that
children need to learn how to get along with the
other children and adults in their lives, a goal that
has been described as particularly Japanese
(White and LeVine 1987). While the development
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of social skills was a primary concern, Holloway
found that all the preschool directors she inter-
viewed availed themselves of the ideas of both
Western and Japanese educational theorists. This
illustrates the extent to which it is problematic to
adhere to dichotomous characterizations of
Japanese society as collectivist and American so-
ciety as individualist. Further, these Japanese pre-
school directors used very different means to so-
cialize children into Japanese culture, which is
very rich and complex.

This example demonstrates that the major ad-
vantage stemming from the study of within-group
differences is that it allows educational researchers
to move beyond cultural stereotypes and toward a
greater understanding of the richness that exists in
the differing views that individuals hold about
child development. For the study of achievement
motivation, this implies that researchers need to
move beyond the tendency to characterize stu-
dents’ beliefs at one or the other end of a contin-
uum. In order to develop a deeper understanding
of how students’ achievement beliefs and behaviors
develop and evolve over time, researchers need to
conduct studies that embed a qualitative compo-
nent within a larger quantitative investigation. Re-
search that includes in-depth interviews, ethnogra-
phy, and case studies will advance knowledge. In so
doing, it will be better positioned to help teachers,
who work hard every day to motivate their stu-
dents and foster a love of learning.

Janine Bempechat

See also: Curiosity; Gender Roles and Society; Resiliency;
Self, Self-Concept, and Self-Esteem; Self-Efficacy
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Adherence
See Treatment Adherence

Adolescence in a Cultural Context
Adolescence is the stage of life when societies pre-
pare their children to take on adult roles and re-
sponsibilities. The way parents and other educators
work on this preparation is closely related to socie-
tal values and beliefs, the type of economy the soci-
ety is based upon, its social structures and organi-
zation, and how the family unit is composed and
regulated. Developmental tasks, rather than being
universal challenges, are cultural expressions of
normative age-specific goals and standards the
children have to deal with. Parental child-rearing
practices are not only a manifestation of the par-
ents’ own values and traditions, but a reflection of
the subsistence tasks and roles the adolescents are
expected to fulfill in their society as adults (Ogbu
1981). The competencies the individual will need
as an adult shape the map on which different de-
velopmental paths are delineated, whereas the
physiological and biological characteristics of the
individual determine the general potential that in-
dividual has for the growth of unique sociocultural
behaviors. Because an important goal of child rear-
ing is to socialize children to fulfill the cultural
tasks of a particular culture, there may be variation
between cultures in important domains of life-
span development. During adolescence the impact
of differing child-rearing traditions is evident, for
example, in association with the individuation
process, the development of self-concept and iden-
tity formation, and the nature of future orientation.

The dimensions of “individualism” and “collec-
tivism” have been used to conceptualize different
cultural values and characteristics on a societal
level. The modern Western societies of North
America, Australia, and northwestern Europe are
generally seen as more individualist, whereas
countries in Asia, Africa, Latin-America and East
Europe are seen as having stronger collectivist val-
ues. On an individual level these characteristics are

related among other things to the value placed on
individual autonomy and assertiveness as op-
posed to interdependence and compliance. Differ-
ences in sex-role expectations are generally seen
as following the same geographical pattern: More
individualist societies are more egalitarian in sex-
role expectations, whereas more traditional gender
roles are usually found in collectivist cultures.

During the last two decades of the twentieth
century and the beginning of the twenty-first, re-
searchers have focused on the way cultural and eco-
logical factors are integrated in, and affecting,
parental child-rearing practices. During this
process it has become increasingly apparent that
developmental content and outcomes that were
thought to be general are rather culture specific.
This is certainly true for what used to be considered
universal major developmental tasks during ado-
lescence, such as becoming more independent from
parents, initiating new and more mature relations
with peers, and forming a personal and distinct self
identity (Gardiner, Mutter, and Kosmitzki 1998).

The focus on individual autonomy and per-
sonal achievement as we know it from Western na-
tions influences the meanings and dynamics of
close relationships; when emphasis is put on inter-
dependence and harmonious social interaction,
the effect is different. Tension and conflict seem to
be a necessary part of the former relations, in
order to advance individuation and separation
from parents. During Western adolescence, as chil-
dren transfer intimacy and confidence from par-
ents to peers, become more self-assertive, and
challenge many of the parental values, there seems
to be an intensification of this strain. Overt state-
ments of disagreement with authority figures are
expected in the same way as conflicts between
adolescents and parents, and they are valued as
important in the development of self-expression
and autonomy (Rothbaum et al. 2000).

The strong emphasis on the need to be interre-
lated with significant group members within the
interdependent cultures sets the stage for more
harmonious interactions, in which attention is di-
rected toward the needs and well-being of others.
Cooperation is cherished, and disagreements and
conflicts avoided. Maturation is seen more as a
process of gaining control over inner attributes,
rather than as a process of learning to express
them. Since gaining independence from parents is
not an important issue for adolescents of these so-

12 Adherence



cieties, there is less intergenerational strain be-
tween adults and their young children.And in cases
where there are antagonistic feelings toward par-
ents, the young person will hesitate to express these
sentiments, out of respect for parental authority
and to maintain group harmony. Adolescents of
collectivist cultures tend to continue spending
much of their leisure time in the company of par-
ents and family, and the relations they have with
peers are not apt to conflict with those they prac-
tice with significant adults (Schlegel and Barry
1991).

In individualist cultures, close friends play an
important role in the process of gaining independ-
ence from parents. Young people prepare to leave
their families by spending most of their waking
hours away from home; either at school or in the
company of peers. Intimate relations with same-
age friends provide a safe haven while adolescents
are struggling to achieve confidence in their own
choices and decisions.

But even if Western adolescents tend to spend
more time with and confide more in their friends
as they grow older, and even if there are quite a few
controversies with parents over rules and regula-
tions, the relationship with parents remains close
and important. In most cases, the two network
groups seem to have complementary functions in
the lives of young people. Parents are trusted for
advice on future events like schooling and career
choices, while close friends are important sources
of consultation about everyday issues like styles
and social events and other recreational activities
(Shaffer 2000).

There is an important gender difference in peer
relations between collectivist and individualist so-
cieties that may reflect a variation in gender-role
expectations between the two cultures. While girls
in the Western countries tend to be more peer-
oriented and have stronger ties with their friends
than boys, the contrary situation is usually found
in non-Western societies. This is especially true in
more traditional cultures, where formal education
often ends during adolescence. Girls tend to spend
much of their time with their mothers and other
female adults, taking part in grown-up activities
that prepare them for the roles they will assume as
married women. Young girls’ relationships with
same-age peers often take place in this situation.
The intimate bonds between mothers and daugh-
ters are thus maintained, while adolescent interac-

tion is molded after the adult pattern. Boys, on the
other hand, may take part in subsistence tasks
with their fathers, but do not gain the same inti-
macy with them. Although they may participate in
adult work, they are often left to themselves in
company with other young boys, while the adult
males are dealing with political issues or getting
together for socializing purposes. Nevertheless, the
bonding with the peer group will not be strong un-
less there are initiation ceremonies that mark a
separation of the young boy from his family, so
that he will no longer sleep and eat in the house of
his parents. In this case the peer group will be of
more importance than other social groups to the
young boy (Schlegel and Barry 1991). Diverse pat-
terns of interpersonal relations also affect the po-
tential for social support, and it has been observed
that adolescents of interdependent cultures report
stronger supportive ties within their different net-
works than Anglo-Americans (DeRosier and Ku-
persmidt 1991, Triandis et al. 1985).

One of the cornerstones in the establishment of
a mature identity, a major developmental task for
adolescents, is the person’s self-concept. Even if the
process of differentiating the self from the envi-
ronment starts very early in life, the social and
cognitive development of adolescence contribute
to a refinement of the self-concept, which becomes
more psychological, abstract and coherent. There
seems to be an agreement that all humans recog-
nize themselves as physically distinct beings. But
there are important variations in the content and
structure of the self-concept and some of the psy-
chological processes related to it, implying that the
way people think about themselves reflect the cul-
tural context they are part of (Kagitcibasi 1996).
Differences in people’s beliefs about the relation-
ship they have with others, and specifically the de-
gree to which they see themselves as separated
from or connected with others, are associated with
differences in cognition, emotions, and motivation
(Markus and Kitayama 1991).

In modern Western societies people tend to see
themselves as separated from others, and they
think of the self as a self-contained, autonomous
unit with clear boundaries, defined by the physical
body. Each person comprises a unique configura-
tion of individual desires, preferences, attributes,
and abilities that remain stable across different sit-
uations. The expression of these inner qualities
motivates and regulates behavior. Individuals with
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an independent self tend to describe themselves
with reference to their inner characteristics, and to
see themselves as different from others. The inde-
pendent self is typically encountered in Western
societies, and has therefore been seen as an expres-
sion of underlying individualist values. In contrast
to the belief that people are separated from and in-
dependent of each other is the belief that people are
fundamentally connected with one another.
Among those who hold this belief, the emphasis is
on the fact that it is crucial for humans to be part of
various interpersonal relationships and to main-
tain interdependence among individuals. Since it is
the-self-in-relation-to-others that guides behavior,
a heightened awareness of the needs and desires of
others is necessary. Interdependent individuals
tend to see themselves as more like others, and to
think of themselves in terms of the relationship
they have with various in-group members. Conse-
quently their self-concept is less stable and changes
structure according to the situation. The interde-
pendent self is the more typical self-concept of col-
lectivist cultures.

Obviously these differences in how people
think about themselves have a substantial impact
on other processes of adolescents’ identity forma-
tion, both in relation to content areas like family
and peers, and in relation to what strategies are
preferred in dealing with identity issues (Marcia
1980).

But it is not only in the development of the self-
concept that there is variation between cultures
with importance to the identity formation of ado-
lescents. Many cultures have specific rites of pas-
sages that mark the transition into adolescence.
These rituals are expressions of how the young
person is expected to contribute to the society. As
such, they may ease the process of identity forma-
tion, making the exploration of and commitment
to career, sexuality, and ideology, issues of so much
importance in Western societies, less pertinent
(Schlegel and Barry 1991). Thinking about and
planning for the future is a universal aspect of life-
span development. This is of special importance
for adolescents, not only because of the long-term
consequences of the decisions made during this
stage of life, but also because exploring and com-
mitting to future interests is crucial in their iden-
tity formation. In an extensive review of the litera-
ture on the development of future orientation
during adolescence, Jari-Erik Nurmi (1991) illus-

trated the influence of normative developmental
tasks on this process. During adolescence there
seems to be a cross-cultural increase in worries
about and interests in normative developmental
tasks such as education, career, and starting a fam-
ily.

Nurmi further elucidates how this process is
embedded in the social and cultural context the
adolescents participate in, as well as the impor-
tance of historical and social factors in the con-
tents of adolescents’ future orientation. Whereas
there is a general tendency for girls to be more pre-
occupied by their future families, gender variation
in educational and career concerns is clearly asso-
ciated with differences in gender role expectations
in each society. Concerns about such issues as
parental divorce, pollution, nuclear war, entering
the army, and unemployment are reported in soci-
eties and periods of times where these issues have
played a significant role. Of interest here is the way
the dimensions of independence and interdepend-
ence are reflected in the future orientation of ado-
lescents. The focus on autonomy and independ-
ence in Western countries as opposed to the
interdependence in collectivist cultures is ex-
pressed in relation to the issue of future family:
Young people in the former group will mention
their personal future family, whereas youth in the
latter group tend to have the parental family as a
frame of reference in their future orientation.
Common goals and interests that Western adoles-
cents are inclined to report are closely related to
their own popularity, happiness, leisure activities,
and achievement. Even if they seek the advice of
their parents in important matters like education
and career planning, they feel free to make and re-
sponsible for making autonomous decisions about
their future. Their counterparts from collectivist
societies are more prone to record issues related to
their own and their family’s health, other people’s
death, as well as to other people’s courtship, mar-
riage, and children. Very often the family will take
care of the planning of the future for their chil-
dren; in every instance the parents will be very in-
fluential in the decisions of the adolescents.

Sociocultural expectations imparted to the ado-
lescents in terms of developmental tasks do not
only affect the adolescents’ orientation to the fu-
ture. Dealing with these tasks may be stressful for
young people, and the main problems associated
with their psychological well-being are related to
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issues about school, parents, boy- or girlfriends,
and peers. In societies where formal education is
crucial for future career, the transition from ele-
mentary to secondary school is a challenge in it-
self. But as graduation from high school is getting
closer, the burden of schoolwork and pressure to
succeed seem to cause distress for a large propor-
tion of the students in many societies. In their de-
scription of adolescent life in traditional commu-
nities, Alice Schlegel and Herbert Barry (1991)
report young girls distressed by the expectation
that they should find an appropriate partner, and
young boys distressed by antagonistic relations
with their fathers. The Sturm und Drang of adoles-
cence that has been thought to be a result of raging
hormones and physiological changes may just as
well be related to everyday problems concerning
developmental tasks adolescents have to cope with.

Internal conflicts, wars, famines, and other ca-
tastrophes of nature are contributing to a growing
gap in living standards and possibilities between
third-world nations and developed countries, a
gap that has increased migration at a rate un-
known in history. Due to globalization, more and
more individuals and families are able to cross na-
tional borders to settle down in foreign societies
for shorter or longer periods of their lives. Individ-
uals and groups of people of differing cultural and
ethnic origins are interacting with each other more
than ever in all parts of the world. Consequently,
more and more children and adolescents are expe-
riencing an acculturation process as part of their
development from infancy to adulthood. Unfortu-
nately, however, little information is available
about the idiosyncratic aspects of immigrant chil-
dren’s cultural ecological context, and this context
needs to be delineated in greater detail to get a bet-
ter understanding of their social, emotional, and
cognitive development.

What is clear is that a growing number of fam-
ilies from the collectivist cultures of Asia, Latin
America, and Africa have settled down in the indi-
vidualist societies of northwestern Europe and
North America. Immigrant parents tend to con-
tinue the child-rearing practices of their culture of
origin when they arrive in a new country of settle-
ment. It has also been demonstrated that immi-
grant adolescents adhere to the same family values
as their parents, in the same way as their domestic
peers hold onto the values their caretakers advo-
cate. However, we lack systematic empirical knowl-

edge about developmental tasks that would be
more typical of a collectivist immigrant cultural
context. Concerning gender roles, immigrant ado-
lescents may face more traditional expectations
about what future tasks to fulfill in the family,
whereas in the schools and the society at large,
they are met with more egalitarian role expecta-
tions, encouraging especially females to opt for an
education that will secure them economic inde-
pendence. Preparation for the future role as a
mother and housewife necessitates that immi-
grant adolescent girls spend their leisure time with
their families, whereas in the outside world they
are expected to develop intimate relationships
with peers and voice their personal opinions
against their parents. An interdependent family
environment may involve aspirations that their
offspring in the future shall contribute to the eco-
nomic and social support of older family mem-
bers, while the larger society insist they make au-
tonomous decisions and put their personal
happiness in the first place.

How immigrant children and adolescents bal-
ance various family-inculcated collectivist values
and traditions against the individualist values of
the host society is not yet understood very well.
Neither do we know whether and in what ways this
balance affects the development of their self-con-
cept and close relationships with in-group mem-
bers during the life span as a whole, and during
adolescence in particular. Traditionally, accultura-
tion is perceived as a stressful process (Berry and
Sam 1995). However, so far there are no conclusive
findings indicating that the general psychological
well-being and adaptation of immigrant adoles-
cents is inferior to that of the host national youths.
It seems reasonable that a positive acculturation
process includes the learning of diverse cultural
competencies and gaining the knowledge about
where and when to apply them appropriately that
is helpful in the adaptation of acculturating youth.

Regarding peer relations, immigrant and ethnic
minority members seem to display the same pat-
tern as we described for traditional societies, with
less peer orientation and peer support among fe-
males than is reported by their Anglo-American
counterparts. Concerning family relations, there
are studies that show that young people of immi-
grant and ethnic minority origin report less social
support from their families than Anglo-Americans
(Vaux 1985). In addition, there are empirical find-
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ings implying that immigrants who are more ac-
culturated, in the sense that they are more compe-
tent in the ways of the host society, report less fam-
ily support than immigrants who are less
acculturated (Shapiro et al. 1999). This indicates
that there might be some social and emotional
challenges to the balancing of different values dur-
ing the acculturation process.

Globalization and modern technology have put
the world on a spinning wheel of cultural modifi-
cation and transformation. Acculturation is turn-
ing into a major developmental task not only for
immigrant adolescents, but also for a worldwide
generation of multicultural youth, who will have to
negotiate the incongruities between parental ex-
pectations, values, and beliefs and those of the
outside world. The present variation in values
within national groups may increase, and the
boundaries between individualist and collectivist
cultures, interdependent and independent self-
conceptions, may decrease. Contrasting cultural
developmental tasks will be the challenges for a
growing number of young people. Under such con-
ditions one of the challenges for the societies’ edu-
cators will be to decode and formulate clearly in as
many ways as possible the content of the contrast-
ing cultural developmental tasks.

Brit Oppedal

See also: Acculturation; Adolescent Identity Formation;
Culture and Human Development; Erikson’s Theory 
of Psychosocial Development; Ethnic and Racial 
Identity in Adolescence; Extracurricular Activity
Participation; Families, Southeast Asian; Menarche;
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Racial Identity Development among African American
Adolescents
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Adolescent Identity Formation
Achieving a sense of identity is the major emo-
tional and social task of adolescence and involves
defining who one is, what one’s values are, and
which direction one will pursue in life. According
to Erikson, the search for self is one of the major
forces behind many commitments such as sexual
orientation, personal relationships, and level of in-
volvement in society, as well as moral, political, and
religious commitments. It is the final developmen-
tal crisis before adulthood (Erikson 1950). While
this momentous task of forming a concept of one-
self begins in the later years of childhood, the ma-
jority of it takes place during the adolescence.

The early stages of identity formation can be
seen in childhood where the child describes
him/herself in terms of personality traits such as “I
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am shy” or “I am funny.” The child in middle child-
hood is able to talk about herself in the past, pres-
ent, and future and is able to establish links be-
tween these time frames. In early adolescence, the
teenager is not able to connect these self-state-
ments, and may even give opposing descriptive
characteristics. Such statements as “I am shy and I
am outgoing”illustrate this.These contradictions in
the description of self arise from the social pres-
sures that force adolescents to display different
selves in different social situations. As the adoles-
cent’s social world expands with the development of
new social relationships, such as romantic relation-
ships, relationship with parents, and relationships
with siblings, peers, teachers, and employers, the
paradoxical self-descriptions increase in frequency
and can cause stress and anxiety because the ado-
lescent finds that she is unable to explain or resolve
them (Harter 1998; Harter and Monsour 1992).

According to Erikson’s theory, during this pe-
riod of time known as the identity crisis, teenagers
will experiment with who they are, with what they
believe in, and how they wish to be perceived. As
mentioned previously, this stage is typically accom-
panied by feelings of confusion and distress, as
adolescents experiment with various sets of values
and goals. Because of this confusion and distress,
young people in the midst of constructing their
identity may vent their frustrations on themselves
and others, which may result in antisocial and even
self-destructive behavior. Creating a unified sense
of self arises out of adolescents’ need to bring to-
gether their identity as individuals and their iden-
tity as members of the society and culture they in-
habit. Eventually, out of this period of soul-
searching will arise a mature sense of self. The
process of identity formation depends on how ado-
lescents judge others, how others judge them, and
how they judge the judgment process of others, as
well as on their ability to evaluate these judgments
in light of the culture (Cole and Cole 2001).

During middle and late adolescence, and with
the development of the capacity for more abstract
thought, teenagers are able to combine their vari-
ous traits and concepts of self into higher-order
abstract descriptors and begin to use qualifiers,
such as “I am pretty intelligent” or “I am not com-
pletely outgoing” (Berk 1999). These statements
reveal their awareness that psychological qualities
such as intelligence or shyness can and often do
change from one social situation to the next. As

teenagers move toward the kind of unity discussed
by Erikson in his theory of identity development,
they will revise their views of themselves to in-
clude lasting goals and values.

Researcher James Marcia elaborates upon Erik-
son’s ideas on identity formation and focuses on
two factors that are essential for achieving a ma-
ture identity: crisis/exploration and commitment.
Crisis/exploration refers to the process during
which adolescents reexamine choices they and
their parents have made; the process involves
thinking about future opportunities in life and
may include the initial stages of searching for al-
ternatives that they find personally fulfilling. Com-
mitment refers to adolescents pledging allegiance
to the goals, values, and beliefs they have adopted
for themselves. James Marcia identifies four possi-
ble patterns of crisis/exploration and commitment
in coping with the task of identity formation. The
four identity statuses are identity diffusion, iden-
tity foreclosure, moratorium, and identity achieve-
ment (Marcia 1966, 1999). Adolescents often shift
from one status to another while forming their
identity.

Identity Diffusion
The adolescents described by this status lack clear
direction; they are not committed to any goals or
values and are not actively involved in trying to
reach them. They have never explored their ideals
and goals or perhaps have tried and found the task
to be too overwhelming. Teenagers who find it dif-
ficult to realize their occupation goals and life val-
ues are at risk for identity diffusion. These adoles-
cents will experience difficulty in adjustment, and
long-term diffused adolescents are the least ma-
ture in identity development. Typically, they em-
ploy concepts of fate and luck and have an “I don’t
care” attitude. They also tend to follow the crowd,
resulting in occasional deviant behaviors such as
substance abuse and violence.

Identity Foreclosure
Identity-foreclosed individuals are committed to a
set of values and goals; however, they have reached
this level of commitment without having explored
the alternatives to them and show no signs of hav-
ing experienced a crisis. Instead, they have ac-
cepted the ready-made identity handed to them by
authority figures in their lives. These authority fig-
ures are usually parents; though they may also be
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teachers, religious leaders, or even romantic part-
ners. Child actors and teenagers in religious cults
and royal families may experience identity foreclo-
sure. Like teenagers in the identity-diffused status,
identity-foreclosed teens are ones who are likely to
experience difficulty in realizing their own per-
sonal goals and values in life. Adolescents who re-
main foreclosed also experience difficulty in ad-
justment and are often inflexible, dogmatic, and
intolerant. They may use their commitments in a
defensive manner in response to the threat of new
ideas and ways of looking at things. Some fore-
closed teenagers may join cults or other extremist
groups, adopting a way of life very different from
their previous one if they have been alienated or
have sensed rejection from the people in their lives
previously depended upon for their self-esteem,
validation, and affection (Frank, Pirsch, and
Wright 1990; Kroger 1995).

Moratorium
In this identity status, teenagers experience an
identity crisis. They have not made any definitive

commitments to a set of goals or values. Rather,
they are in the process of exploring and gathering
information and trying new activities. In Western
culture, college triggers the exploration process for
many, as they are exposed to a new lifestyle and
new ideas. Teenagers who go to work after high
school graduation instead of going to college most
likely settle on a self-definition a bit earlier than
college students. Moratorium is considered a psy-
chologically healthy route to a strong and mature
identity, whereas identity confusion and identity
diffusion are seen as maladaptive. Young people
who are exploring possible career goals, life
choices, and their own set of values and beliefs
tend to have higher self-esteem; they are more
likely to engage in critical and abstract thinking
and are more advanced in their moral thinking
than those in the previous two identity stages.
Teens in this stage also reported more consistency
between their ideal self (who they want to be) and
their real self (Josselon 1994). Adolescents in this
stage spend a great deal of time thinking about
who they are and thus may appear moody and in-
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trospective. On the other hand, these teens are
more likely to be secure in revealing their true
selves to others.

Identity Achievement
Identity achievement is the final stage in achieving
a mature sense of self, and young people who have
reached this stage have experienced a period of
crisis and decision making. Adolescents have ex-
plored the possible alternatives to what they be-
lieve and aspire to be in life and have formulated a
clear set of goals and values that are self-chosen.
Young people in this stage feel a sense of whole-
ness and psychological wellness, and a sense of
purpose and direction. Much like adolescents who
are exploring, those who have reached an achieved
identity have a higher self-esteem; they are more
likely to engage in critical and abstract thinking,
and to have developed higher levels of moral
thought. They also report a strong relationship be-
tween their ideal selves and their real selves.

Healthy identity formation is a critical part of
cognitive and social development during adoles-
cence. Because of this, many researchers have
given much attention to identifying the factors that
may influence identity development. Adolescent
identity formation is the beginning of a lifelong
process of refinement in commitment that illus-
trates the unique blend of personality and social
context. (If the context in which one lives is altered,
the possibility for personal change is evident.)

Teenagers who are part of a supportive and lov-
ing family can confidently move into a wider world
of possibilities, thus enhancing identity develop-
ment. Adolescents who are allowed to voice their
opinions and have a good sense of both attach-
ment to and separation from their parents develop
a better sense of themselves than those who are
not allowed to voice their opinions and do not have
healthy levels of attachment and separation. Iden-
tity development also is dependent upon the
school and community of the adolescent. Class-
rooms that promote high levels of abstract think-
ing and that permit students to take on leadership
roles under the guidance of nurturing teachers
and counselors foster identity development. The
larger cultural and historical context of the adoles-
cent also affects identity formation. In postmod-
ern societies the exploration and commitment to
identity domains of gender-role preference and
vocational choice precede those that are religious

and political in nature. In previous generations,
when politics and war were foremost aspects of the
culture and disrupted daily life (e.g., during the
Vietnam War), the political ideals of young adults
developed sooner (Archer 1989). Cultural norms
and values regarding gay and lesbian life styles as
well as issues facing ethnic minorities are also
considered special problems facing adolescents in
society today.

There are several things that adults can do to
support healthy identity development in adoles-
cence.Warm and open communication will help to
provide both emotional support to the adolescent
and the freedom to explore values and goals. Open
discussions at home and in school encourage
higher levels of thinking and promote rational and
deliberate choices of values and beliefs. Opportu-
nities to participate in extracurricular activities
and vocational training programs, to explore eth-
nic heritage and learn about other cultures in a re-
spectful manner, as well as the opportunity to talk
with adults and peers who have experienced un-
certainties about their own identities—all will
allow adolescents to explore the real world and to
gain advice about how to solve their own identity-
formation dilemmas.

Lisa Marie DiFonzo
Jacqueline V. Lerner
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Adolescent Mothers
Despite a recent decline in the teenager pregnancy
rate, there were still 479,067 teenagers that gave
birth in the United States in 2000 (Child Trends
2001). Research indicates that expectant teenagers
need more services and support than other moth-
ers. Teenagers receiving more social support tend
to do better during and after their pregnancies
than teenagers with limited social support. Expec-
tant teenagers do not exist apart from the contexts
in which they function. Therefore, it is important
to recognize the role that these environments (e.g.,
parenting programs, schools, and communities)
play in the development of teenager mothers and
their children. These environments potentially
provide support as teenagers transition into par-
enthood.

To identify the key environments of expectant
teenager mothers, it is important to examine
where most of their time is spent. Common envi-
ronments for expectant teenagers include the
teenager’s family home, interactions with the
baby’s father, the school setting, and peer interac-
tions. Together, multiple environments such as
these make up the overall ecosystem of these indi-
viduals. In addition to these common environ-
ments, the expectant teenager also interacts with a
variety of systems relating to health and social

services in order to learn more about health care
for the baby, as well as opportunities for financial
assistance and child care. Although many of these
environments are places in which the teenager al-
ready spends much of her time, it is important to
understand that these systems may treat the
teenager differently now that she is expecting a
child. An awareness of the potential supports and
barriers within each of these systems aids in un-
derstanding the teenager’s pregnancy and parent-
hood transition.

The family environment (system) may consist
of a small subsystem of immediate members (such
as parents and siblings) or an extended subsystem
including grandparents, cousins, aunts, and un-
cles—depending on the way the teenager defines
her family system. Often, families are the core
source of support for teenagers. Parents typically
provide guidance, love, and financial support for
their children as they transition to adulthood. In
fact, research studies have found that pregnant
teenagers who receive a great deal of support from
their parents are less likely to be depressed and
more likely to think that things are going well in
their lives (Stevenson, Maton, and Teti 1999). Ex-
pectant teenagers may require more support from
their families than other teenagers. For instance,
families may need to provide special emotional
support for the teenager. Teenagers may also need
additional financial assistance to cover new ex-
penses associated with raising a child.

In a recent focus group, we found that some-
times what seems like support from the family
may actually be perceived as a stressor by the
teenage mother. Although some teenagers re-
ported that their parents would play a supportive
role in child rearing, others were concerned that
their parents’ efforts to care for the new baby
might undermine the teenager’s effort to parent
her own child. Nevertheless, support from the
teenager’s parent(s) can also enable the teenager
mother to go to school or work while providing the
baby with another loving relationship. Although
some grandparents successfully assist with par-
enting, others may need help negotiating roles
with their teenage daughters. Allowing teenagers
to maintain some level of parental authority and
responsibility may foster a healthier parent-child
relationship over the long term.

The father of the baby is also likely to be an im-
portant part of the expectant teenager’s ecosystem.

20 Adolescent Mothers



The father’s involvement has been associated with
the mother’s overall psychological and emotional
well-being, but his level of involvement often de-
pends upon the quality of the relationship and the
financial contribution he can make (Scott-Jones
2001). This correlation was confirmed by our ob-
servation that teenagers who believed that the fa-
thers would consistently visit the baby and also
contribute financially and emotionally seemed to
have a more positive demeanor when discussing
the father’s role. However, as is often the case for
adolescents, the romantic relationship may not en-
dure, and the teenager may feel abandoned at a
time when support is especially needed.

The friendship system often goes through
many changes as the expectant teenager becomes
physically and emotionally different from her peer
group. In our recent ecological study of teenagers
participating in a parenting program, teenagers
reported that they had had to grow up quickly be-
cause of the pregnancy (Sanders et al. 2002). A
shift in priorities and newfound maturity may
cause them to break ties with their previous
friends. Time demands with work and school, in
addition to fatigue because of the pregnancy, set
these teenagers apart from their friends, who may
still be part of the teenage social scene. Still,
friends may serve an important function as expec-
tant teenagers prepare for a new family member
while trying to maintain support and acceptance
from peers.

The school system can offer the expectant
teenager educational experiences that may lead to
work or continuing education, allowing the
teenager to make a better life for herself and her
child. Some schools provide programs for preg-
nant teenagers that inform them about pregnancy,
labor, and parenting. Information about prenatal
development, nutrition, and effective parenting
can be instrumental in their preparation for child-
birth and parenthood. Several teenagers in our
study reported that their experience of pregnancy
actually motivated them to finish high school
(Sanders et al. 2002). The teenagers pointed out
that they would have to be responsible for another
person in addition to themselves, and they wanted
to be able to support their new child financially.
Outside of the classroom, the school’s culture (e.g.,
classmates’ or administrator’s attitudes) toward
pregnant teenagers is also important. Teenagers
who feel that they are being teased or treated un-

fairly because they are pregnant may drop out of
school instead of graduating. Concerns about
making up work and child care may also hinder a
student’s ability to work through the new demands
of being a parent and attending school. Require-
ments for an immediate return to school may cre-
ate a barrier to school completion if the teenager
has a difficult delivery and needs an extended
leave of absence. Those schools that foster positive
student-teacher connections and child-care op-
portunities increase the likelihood of high school
completion and academic success among these
teenagers.

Receiving help for medical and unexpected
child costs can be of great use to a teenage mother.
Additional health and social services from agen-
cies such as government-sponsored health and
human service agencies can be an enormous sup-
port for the teenager. Unfortunately, these services
can also create barriers for a teenager due to vari-
ous requirements and restrictions issued by these
systems. For example, a teenager mother may need
extra money for her child to buy diapers and other
needs, but if she lives with a parent, it may be more
difficult to qualify for financial assistance.

Characteristics of the teenagers also influence
how they cope with pregnancy and parenthood,
and how they relate to parents, teachers, and other
important people in their social networks. Person-
ality, psychological well-being (e.g., self-esteem,
depression), intellectual ability, and cognitive ma-
turity are among the individual characteristics
that may affect how well the teenagers handle the
transition to parenthood. For example, research
has shown that an aggressive personality is a risk
factor for early pregnancy and an unresponsive
parenting style once the child is born (Luster and
Brophy-Herb 2000). Personality characteristics,
such as being friendly and sociable, may also in-
fluence the teenagers’ ability to elicit social support
from others.

The teenager’s developmental history (i.e., the
experiences she had prior to pregnancy) can also
affect how she manages the transition to parent-
hood. Teenagers who have grown up in difficult
family circumstances (e.g., violence, abuse, neg-
lect) are likely to face more challenges and have
fewer personal resources than teenagers who have
experienced more favorable family circumstances.
Adolescents who have received good parenting
during their formative years can draw upon that
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experience as they care for their own infants. The
teenager’s history in school may also influence
whether or not she returns to school and how long
she stays in school if she does return following the
birth of the baby. Trying to juggle school and par-
enting is difficult even for adolescents who enjoy
school and have a history of school success. Ex-
pectant teenagers who have had few positive expe-
riences in school may not persevere when school
work is difficult, even though they realize that high
school completion is important for getting ahead.

It is essential to remember that the environ-
ments in which these teenagers interact overlap
and intersect with one another. The outcomes for
teenagers and their children may depend on fac-
tors in multiple settings. For example, a teenager
may receive academic support from her school to
continue her education; however, she may not
have adequate child care available at home or at
school, making it nearly impossible to attend
school. Similarly, the teenager may have a good re-
lationship with her boyfriend and a supportive
family; however, once the pregnancy is disclosed,
the parents may discourage their daughter from
continuing the relationship with her boyfriend.
This can lead to strained relationships among the
parents, daughter, and boyfriend and low levels of
father involvement once the baby is born. An eco-
logical perspective also recognizes that there are
marked individual differences among expectant
teenagers, and their unique characteristics influ-
ence where they spend their time and how those
contexts are experienced. Two expectant teenagers
facing similar levels of adversity might respond
quite differently. Some teenagers show extraordi-
nary determination in dealing with the often
daunting challenges of early parenthood. One
must explore the interplay between personal char-
acteristics and contextual factors to explain indi-
vidual differences in the long-term outcomes of
expectant teenagers.

An ecological perspective offers a lens that is
sensitive to the role that multiple environments
(contexts) play in the positive transition of these
teenagers into parenthood. The recognition that
multiple contexts influence the well-being of the
teenager and her child is important for designing ef-
fective intervention programs and identifying gaps
in service (e.g., affordable, high-quality child care).
The ecological perspective can also influence the
thinking of policy makers who want to strategically

invest public resources in ways that benefit teenager
mothers, their children, and society at large.

Amy Griffin
Monica Mouton Sanders

M. Angela Casady
Jennifer Smith Burden

Tom Luster

See also: Adolescent Pregnancy and Prevention; Prenatal
Decision Making by Adolescents; Sexual Abstinence
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Adolescent Personal Fable
The adolescent personal fable, the belief that a
youth may have that he is somehow immune to the
bad things that happen to others, is an important
individual ecological factor to consider when look-
ing at the many factors that influence adolescent
behavior. An example of this fable occurs when
adolescents are cognitively aware of the negative
consequences of a behavior but do not believe
those consequences are relevant for them. It may
also be noted where the youth thinks that no one
understands how he feels when, in fact, many oth-
ers share those same feelings. The opposite may
also apply when an adolescent thinks that what is
important to him is also important to others when
it may not be. An ecological perspective looks at
the many factors that influence adolescent behav-
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ior. In addition to the many external factors, this
type of adolescent egocentrism is an important
concept to understand when working with adoles-
cents, who may think that they are invulnerable to
risks and that no one could possibly understand
how they feel.

Youth may believe in an imaginary audience, a
belief that “derives from a confusion between what
is important to the young person and what he be-
lieves is important to others” (Elkind 1979, 217).
Teens may be very self-conscious about their ap-
pearance, thinking everyone is noticing what they
are wearing or how they look. “Thus, the adoles-
cent falsely assumes that others are equally preoc-
cupied with his or her behavior or appearance”
(Harter 1990, 224). These feelings of being special
and unique may occur in younger children, but
they appear to be much more common in adoles-
cents. It is helpful to remember how self-conscious
youth can be about a physical trait that an adult
might notice but not feel is of any real concern; the
teen may see it as a major crisis. The external en-
vironment has a strong influence over adolescents,
but this internal factor, shared by so many youth, is
also important.

Adolescents may feel self-conscious in all that
they do. They may also possess feelings of invulner-
ability that can affect any area.Teens may think they
can drink at a party and still drive safely. They may
engage in sexual activity and believe that there is no
chance they could contract a sexually transmitted
disease or get pregnant. They may break rules, as-
suming that they will not be caught.“The personal
fable accounts, in part at least, for a variety of per-
plexing and troubling behaviors exhibited by the
young teenager. It helps account for what appears to
be self-destructive behavior but in fact results from
a belief that the young person is special and
shielded from harm” (Elkind 1979, 97). The adoles-
cent personal fable may continue, in some form,
into adulthood as well.“It is a story that we tell our-
selves but that isn’t true” (Elkind 1984, 36). This
may account for illogical actions in adults as well, as
with someone who has had too much to drink still
thinking she can drive safely.Yet,even though it may
still be present to some extent in adults, most youth
will revise this fable, achieving a more realistic way
of viewing life and the consequences of their ac-
tions as they mature. So, although this type of be-
havior may occur at various ages, it is most com-
mon and prevalent in adolescents.

At the same time that the adolescent personal
fable can account for seemingly illogical and dan-
gerous behavior on the part of adolescents, the
benefit is that youth aren’t immobilized by fear of
the bad things that could happen due to the every-
day dangers of life. Driving under the influence of
alcohol is very dangerous, but even when one is
driving while fully alert serious accidents can still
occur. The sense of invulnerability that the per-
sonal adolescent fable may give youth could be
seen as a benefit for them as they gain independ-
ence and find their place in society.

It is not clear exactly when the adolescent use of
the personal fable begins or ends, and it likely
varies considerably from youth to youth. As a gen-
eral guide it “probably emerges in early adoles-
cence, but not always, and probably declines by late
adolescence, although the factors that govern
probable appearance, onset, and decline have yet
to be specified” (Lapsley 1990, 194). Simply realiz-
ing that it is usually present, to varying degrees,
can be helpful when working with youth. While
also considering the many environmental factors
influencing youth, understanding this aspect of
adolescent development may lead to steps that
could be taken to help overcome, or at least, take
into account, this personal fable.

Since most adolescents harbor feelings of in-
vulnerability, to at least some degree, providing in-
formation about the negative consequences of
high-risk behaviors alone does little to convince
them of their vulnerability. This method does little
more than challenge the youth’s reality, even if it is
a false reality in which they will not suffer negative
consequences for any behavior.At the microsystem
level, combining the information youth need to
know with activities may help them gain a more
realistic view of the risks involved with a given ac-
tivity. Role-playing is one activity that may allow
youth to see potential consequences. This type of
skills-based programming can help youth develop
the means to better deal with situations that might
arise, where they could be tempted to engage in
high-risk behavior.

The use of peer educators is another way for
adolescents to see that others share many of the
same thoughts that they believed were unique to
them. Peer educators may be able to take the ideas
and concepts adults feel are important in teaching
youth about preventing high-risk behaviors and
adapt them so that their peers can better relate the
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information to their own lives. They “provide nor-
mative information rather than merely providing
facts” (Price et al. 1993, 45). With peer educators,
youth can see that not all their peers are drinking,
using drugs, or having sex and that it is all right,
even better, not to engage in these behaviors. Since
the peer group is an important microsystem for
adolescents, the youth involved in peer education
also serve as positive role models to other youth.
This is a win-win situation, in which the peer edu-
cators benefit from the positive feelings of helping
out fellow teens and having their peers look up to
them, while those who are educated are led to con-
sider healthier choices for their activities. Even
when the peer educators present the same infor-
mation, it is often better received than if an adult
provided it.

Another method for trying to convince adoles-
cents of their vulnerability is to use simulations.
With advances in computer technology, youth can
experience virtual reality simulations of high-risk
behaviors. Instead of simply reading or hearing
about the possible consequences, teenagers can
vicariously experience them. For example, in a
program to promote sexual abstinence teens can
make choices about their behavior on a virtual Fri-
day night date (Calvin College 2001, http://www.
calvin.edu). If they choose to go to a party and
drink with their dates, the program provides feed-
back about the effects of alcohol on personal judg-
ment. Teens can continue to make choices, includ-
ing a choice to start kissing, make out, or even
work up to “going all the way.”Youth that do “go all
the way” are randomized to get pregnant, get one
of eight sexually transmitted diseases, or luck out
(with further information on the number of teens
each year who do contract sexually transmitted
diseases and the number of adolescent pregnan-
cies). For increased realism, youth randomized to
get a sexually transmitted disease will be given in-
formation on what symptoms they might have and
whether treatment is available, as well as any pos-
sible long-term consequences from the infection.
Preliminary pre- and post-tests assessing adoles-
cents’ attitudes and beliefs about sexual activity
and their intentions regarding what would be best
for them personally indicate a slight positive
change after using the program. With a simulation
that may take the youth only five to ten minutes to
complete, any positive change is encouraging. Fur-
ther study is indicated, however, to fully assess the

potential for this type of simulation to help en-
courage more responsible behavior in adolescents.

Another simulation geared to prevent drug use
and focusing on the beginning use of marijuana
has similar features (Calvin College 2001,
http://www.calvin.edu/). The youth decides
whether or not to try marijuana offered by a class-
mate and continues to make choices, receiving
feedback throughout the scenario. Teens who
choose to try marijuana can read about the effects
marijuana would have on them. If youth choose
not to smoke again later in the scenario they are
given positive feedback for abstaining. If teens
keep choosing to accept marijuana when offered it
in each part of the scenario, the feedback reflects
the ongoing problems that can develop with con-
tinued use.

As technology continues to advance, these sim-
ulations may move from cartoonlike drawings to
increasingly complex animations. The simulations
might also reflect the gender and ethnicity of the
teen who is doing the simulation. This can be ac-
complished with simple programming features
built into pre-simulation surveys and by using ad-
ditional artwork so that youth can see a closer rep-
resentation of themselves during the simulation.

Some early versions of interactive computer
games demonstrated positive attitude and behav-
ior changes (Starn and Paperny 1990). Preliminary
anecdotal evidence also exists that shows the ef-
fectiveness of more recent programs, and there is
hope that today’s multimedia youth will be inter-
ested in and positively impacted by such pro-
grams. Using a virtual reality type of program may
be one of the best ways to safely let youth explore
the possibilities and choices they may encounter in
real life. By providing realistic consequences, it
may also be one of the few ways to help them real-
ize that they are not invulnerable to potential neg-
ative consequences of their behavior.

Sherry M. Knoppers
See also: Adolescents, Alcohol Use Among; Adolescent

Pregnancy and Prevention; Developmental Transitions
across the Life Span; Self, Self-Concept, and Self-Esteem;
Sexual Abstinence
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Adolescent Pregnancy 
and Prevention
Over one million adolescent girls get pregnant
every year, with over half of those young women
giving birth (Ventura et al. 2000). The issue of ado-
lescent pregnancy prevention has been a focus in
both academic research and popular culture for
several decades now. As time has progressed, the
goal for research has grown from simply trying to
prevent teens from becoming pregnant, and now
includes understanding the motivations for preg-
nancy, the intergenerational pattern of young
childbearing, and the consequences of an adoles-
cent birth for both mother and child. Despite in-
creased breadth in the field, one theme remains
constant: Adolescent pregnancy is a complex issue,
with no single cause or consequence.

Research addressing the causes of adolescent
pregnancy focuses on four main areas: (1) individ-
ual/person factors (biology, hormones), (2) fam-
ily/parenting, (3) societal factors, such as poverty,
and (4) educational factors.Although each of these
areas will be covered separately, it is important to
remember that they may occur together, and inter-
act, in the broader context of the adolescent’s life.

Research on biological processes indicates that
advanced hormonal development (in the form of

early menarche) is related to early pregnancy in
girls (Miller,Benson,and Galbraith 2001).Girls who
mature earlier are likely to engage in sexual activity
at an earlier age than their later maturing counter-
parts. This increased sexual activity leads to an in-
creased risk for adolescent pregnancy. Research has
also shown a positive relationship between a
mother’s age of menarche and her daughter’s age of
menarche, suggesting that one reason children of
adolescent mothers are more likely to have children
as adolescents is because both are likely to mature
early and thus engage in early intercourse. Likewise,
there is similar evidence relating to young men’s
hormonal development: The earlier they mature,
the earlier they initiate intercourse.

The relationship between adolescent pregnancy
and reduced educational achievement in adoles-
cents has been well established. Adolescents who
get pregnant or father children tend to have lower
grades, more problems in school, and lower educa-
tional aspirations, and they are more likely to re-
peat a grade or need remedial education—or both
(Scaramella et al. 1998; Corcoran 1999). In addi-
tion, adolescents who get pregnant have, on aver-
age, lower I.Q. scores than others. Several scholars
have argued that early sexual behavior is just one
set of problem behaviors that adolescents engage
in that lead to early pregnancy. Others, including
taking drugs, engaging in criminal activity, and
low school achievement, have been hypothesized
to combine to influence early pregnancy. In addi-
tion, some scholars believe that school-aged preg-
nancy is a response to reduced goals and aspira-
tions related to limited educational success (Kalil
and Kunz 1999). In fact, there is research in sup-
port of all of these possible influences. Early sexual
activity is associated with drug and alcohol use
and behavior problems in school. Additionally,
girls who get pregnant and stay in school are less
likely to have a repeat teenage pregnancy, suggest-
ing those with higher educational aspirations are
likely to move on a more productive path
(Manlove, Mariner, and Papillo 2000). Although
this research reflects perspectives on the influence
of education on adolescent pregnancy, it is impor-
tant to recognize that the precise causal paths are
not yet clear. A girl may be engaging in problem
behaviors because she is doing poorly in school
and has low aspirations, which may be linked to
her desire to have children early. Alternatively, she
may be doing poorly in school because of the other
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problem behaviors she participates in, and those
behaviors may lead to the pregnancy.

In addition to educational achievement, socie-
tal factors such as poverty play a prominent role in
teen pregnancy. Girls from low-income families
are significantly more likely to have children at an
early age and to have repeated adolescent births
(Miller et al. 2001). As with the education argu-
ments, there are two beliefs as to why this link may
occur. First, researchers have argued that families
in poverty are less likely to have the resources to
adequately monitor their children and more likely
to live in environments where multiple delinquent
activities take place. A newer and more provoca-
tive argument is that, given their options in life,
early pregnancy may be a viable life path for many
low-income young women.When she is young and
dependent, a woman may have more family sup-
port to have a child than if she waited until she
were out of the house. She is also less employable
as a teenager than she would be in the more “nor-
mal” childbearing ages. As with the education ar-
guments, these two explanations are not necessar-
ily mutually exclusive.

Considerable research has been directed at ex-
planations of adolescent pregnancy that are re-
lated to family functioning and parenting. Re-
search on communication levels between parents
and children has shown that parents who are more
open with their children tend to have children who
engage in sexual activity at later ages and thus are
less likely to become adolescent parents. Likewise,
parents who engage in appropriate levels of disci-
pline are less likely to have children who get preg-
nant at early ages (Miller et al. 2001). Research on
discipline is inconclusive, however; it is not en-
tirely clear what an appropriate level is. What is
clear is that neither a lack of discipline nor exces-
sive discipline is appropriate. Instead, a moderate
amount of discipline is generally thought to pro-
duce the best results. Additionally, children who
have been abused, either physically or sexually,
and neglected have a greater likelihood of early
parenting (Miller et al. 2001). The general belief is
that children of poor parenting environments are
seeking to fill needs in early relationships and sex-
ual behavior that they were unable to fill at home.

A subset of the parenting research concerns
the impact of parenting values on adolescent’s
sexual decision-making process. This arena of re-
search has received considerable attention in the

context of intergenerational adolescent pregnancy
(i.e., when successive generations of a family bear
children at an early age) and in studying the link
between early pregnancy and single-parent fami-
lies. It has been argued that mothers serve as role
models for their children’s sexual development
and behaviors (Fox 1981). Therefore, when moth-
ers are not married or when they bear children at
an early age, they are setting an example of preco-
cious sexual behavior and disregard for marriage
that their children will follow. The belief is that the
adolescents will feel that since it was acceptable
for their mothers to have sex early and to bear
children out of wedlock, then it is acceptable for
them to do so as well. This research suggests that
simply by being single or young, parents will be
inadequate role models for their children’s future
sexual relationships. Although research exists that
substantiates the theory that being a single parent
or a teen parent by itself does not offer any disad-
vantage (since it is the context in which most sin-
gle and young parents raise their children that is
important), some evidence has been found that
indicates that mothers who have a greater number
of pregnancies or a greater number of partners, or
both, are more likely to have children who give
birth at an early age (Whitbeck, Simons, and Kao
1994).

Most prevention efforts fall into one of two cat-
egories: school-based interventions and family-
based interventions. School-based interventions
tend to come in the form of classroom presenta-
tions and usually focus on maintaining abstinence
(Franklin and Corcoran 2000). These programs
mainly seek to educate young women about the
dangers of early sexual behavior, both in terms of
pregnancy and sexually transmitted diseases.
They also focus on debunking the myth that most
young people are having sex, which is the most
cited reason adolescents give for their first inter-
course. In reality slightly less than half of high
school juniors and seniors have had sex, and many
of those have only had sex once. Despite good in-
tentions, these programs have had little impact on
adolescents’ behaviors, although they have been
shown to affect adolescents’ knowledge about sex
and sexually transmitted diseases. Two reasons
given for this discrepancy are that these programs
do not have contact with students on a long-term,
substantive basis, and that despite the knowledge
gained adolescents have trouble, for many reasons,
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translating this knowledge gained into a change in
behavior.

The second set of programs seeking to prevent
adolescent pregnancy are family-based programs,
which tend to be long-term and intensive, seeking
to not only educate but also to intervene in the life
process of families (Eckenrode, Izzo, and Campa-
Muller in press). Often these programs are done
with low-income, new parents, since an increasing
amount of research suggests that the early years
are formative for later development. Programs that
intervene with parents in order to impact chil-
dren’s outcomes are called two-generation family
support interventions. These programs seek to im-
pact multiple areas of family life that have been
shown to affect children’s outcomes, including en-
hanced parent-child relationships and increased
economic self-sufficiency. Often these programs
are delivered in the home and provide a valuable
resource for young families. A subset of family in-
tervention programs are programs that seek to in-
tervene with mothers who have already had a
teenage birth in order to prevent multiple adoles-
cent births and to bolster the life chances of the
young family. These programs tend to employ the
same methods as two-generation programs and
often have the same long-term goals.

Adolescent pregnancy and prevention have been
studied intensively for several decades, and adoles-
cent pregnancy remains one of the most important
issues facing our youth. Research has uncovered
many important links between education, family
functioning, genetics, and the environment that are
related to the likelihood of an adolescent getting
pregnant. Each of these areas speaks to the com-
plexity and breadth of reasons that may lead a
young person down this path,and to the scope of in-
terventions that must be used if we are to reduce the
number of pregnancies faced by adolescents today.

Mary Campa-Muller

See also: Adolescent Mothers; Adolescent Personal Fable;
Menarche; Prenatal Decision Making by Adolescents;
Sexual Abstinence
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Adolescent Well-Being 
in Rural Environments
See Rural Environments, Adolescent Well-Being In

Adolescents, Alcohol Use Among
Alcohol use is prevalent among people beyond
childhood and shows an intriguing association
with ecological factors, such as family environ-
ment and aspects of the peer group. Typically, con-
sumption increases rapidly across adolescence,
shows a peak in the early twenties and declines
gradually thereafter, that is, once the major devel-
opmental tasks of emerging adulthood are re-
solved. Whereas young children disapprove of
drinking, from adolescence on alcohol consump-
tion is most often seen as signifying one’s growing
social maturity.
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Consumption Prevalence and Age Trends
In an analysis of 11- to 15-year-old adolescents of
several countries of the European Community, 25
percent claimed to have had their first drink before
the age of 11. First experiences with alcohol often
occur in the family context, such as taking sips of
adults’ drinks (Mayer et al. 1998). Heavier drinking
often happens in the peer context in large groups of
underage persons (Mayer et al. 1998). In a study on
the timing of first alcoholic intoxication, Louise
Masse and Richard Tremblay (1997) reported a me-
dian age of first intoxication of 15 years in males.

According to representative surveys, the life-
time occurrence of alcohol use among twelfth
graders is in the order of 80 percent or higher. In
contrast, episodic heavy drinking (five drinks or
more in a row) occurs in about 30 percent (O’Mal-
ley, Johnston, and Bachman 1999). Concerning fre-
quency, a third of the 14- to 24-year-olds in a large
German community sample reported drinking
less than once per week, a third up to twice a week,
and only the remaining third reported consuming
alcohol more often, including daily (Holly and
Wittchen 1998). The increase in frequency and
quantity peaks in the early twenties, followed by a
similarly sharp decline, particularly for frequency.

In general, gender differences in consumption are
small among moderate drinkers.

Influences on Alcohol Use
Adolescence is characterized by growing attempts
to find a particular place in life, which involves
dealing with new social expectations and personal
aspirations. The increasing interest at this time in
novel and risky activities, and the unsupervised
environments associated with them, probably also
has neurobiological underpinnings (Spear 2000).

A deeper understanding of the age trends, asso-
ciations with biographical transitions, and imme-
diate consequences of alcohol consumption can be
achieved by distinguishing two sets of develop-
mental antecedents, originally derived from re-
search on delinquency (Moffitt 1993): The large
majority of adolescents show an increase of alcohol
use that peaks in late adolescence and declines
thereafter. In this group, alcohol use is a means for
solving developmental tasks of adolescence, such
as showing adultlike behavior and building peer re-
lationships.After taking over adult roles (marriage,
parenthood, first transition into work), high fre-
quency and intensity of alcohol consumption tend
to disappear. In contrast, a small group maintains
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high levels of consumption beyond the normative
transitions to adulthood. This behavior is rooted in
long-lasting problems of adaptation, starting in
early childhood and encompassing neurological
problems, attention deficit, and impulsivity.

An early onset of drinking and higher levels of
alcohol consumption are both associated with eco-
logical factors: High levels of parental alcohol use,
parental acceptance of drinking, and low closeness
of the parent-child bond have been identified as
risk factors for adolescents’ alcohol use (Brook et
al. 1990). Similarly, higher involvement with peers
who use alcohol predicted the transition from ab-
stinence to alcohol use in the one-year follow up
(Fletcher, Darling, and Steinberg 1995).

Whereas countries like the United States,
Canada, and the United Kingdom share relatively
moderate consumption, some Mediterranean and
Eastern European countries rank much higher. In
longer perspective, consumption in industrialized
countries increased dramatically after World War II,
reaching unprecedented peaks in the 1970s and
1980s,followed by stable or slightly declining figures
thereafter (Silbereisen, Robins, and Rutter 1995).

Consequences of Alcohol Use
Moderate consumption among those on the ado-
lescent-limited trajectory corresponds prospec-
tively to higher status and better cohesion within
one’s peer group, and is associated with a higher
likelihood of romantic involvement. Moreover,
adolescents seem to select leisure settings that
offer opportunities for friendship contacts and
that provide alcohol in the right quantity and envi-
ronment, such as discotheques, quite deliberately,
thus suggesting a constructive function of alcohol
use in healthy psychosocial development (Sil-
bereisen, Noack, and von Eye 1992).

Due to the overall moderate and/or time-lim-
ited alcohol consumption among adolescents,
most of the negative consequences are immediate.
According to Patrick Miller and Moira Plant
(1996), between 5 percent and 30 percent of young
people in midadolescence report problems associ-
ated with alcohol use in areas of social function-
ing, problems such as personal adversities (re-
duced school performance), difficulties in social
relationships (tensions with friends), sexual prob-
lems (unwanted sexual encounters), and delin-
quency. More serious consequences are very rare:
An estimate of the dependence potential of alcohol

is a 6 percent share of those in a normal sample
(ages 14 to 24) diagnosed with substance use dis-
order (Substance Abuse and Mental Health Ser-
vices Administration 1996). Alcohol use is not a
gateway drug, but it is certainly true that most
users and abusers of other psychoactive sub-
stances begin with (and often maintain) the use of
alcohol, and that earlier and heavier use is associ-
ated with later drinking problems (Kandel, Yam-
aguchi, and Chen 1992), but the causal mechanism
is unknown.

Prevention
Given the multiple influences on alcohol use, mul-
timodal interventions are needed to prevent an
early onset of drinking and high levels of alcohol
use. Concerning environmental factors, reducing
contexts that facilitate the habituation of drinking
is supportive, such as cutting down on the episodic
availability of large quantities of alcohol in tempt-
ing locales. More specific measures try to mini-
mize the harm by enforcing controls on the drink-
ing settings, by, for example, establishing licensing
hours, or by training bar tenders to refuse serving
alcohol to drivers (Plant, Single, and Stockwell
1997).

Concerning prevention at the individual level,
targeting adolescents at school is the rule. Given
the role of alcohol use in response to normative
developmental difficulties, most school-based
programs address general life skills as well as sub-
stance-specific elements aiming at reducing risky
behaviors and protecting young people from en-
gaging in such risks of use and abuse. These typi-
cally offer factual information about alcohol-spe-
cific physiological and psychological states, the
formation of negative attitudes, and practical
training in how to resist unwanted offerings of al-
cohol by peers (Tobler and Stratton 1997).

Rainer K. Silbereisen
Martin Pinquart

See also: Adolescent Personal Fable; Community Youth
Development; Parenting Style; Violence in Teen Dating;
Youth Development
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Adolescents: Real-World 
Research Techniques
In order to understand both the content and con-
text of lives, new research techniques have been
developed that capture momentary experience as
it occurs. Such techniques provide a method for
studying the activities, thoughts, and emotions of
normal individuals as they interact with their nat-
ural environments (home, family, school, work-
place, and so on). One technique that has been fre-
quently used in the study of adolescents is called
the experience sampling method (ESM). The
unique advantage of the ESM is its ability to cap-
ture daily life as it is directly perceived in each mo-
ment, thus affording researchers an unsurpassed
opportunity to examine the links between context
and content. The method achieves this degree of
immediacy by asking individuals to provide writ-
ten responses to both open-ended and closed ques-
tions at several random points throughout each
day of a normal week. The questions can be fully
tailored to the interests and goals of the researcher,
but often include queries focused on physical con-
text (location, time of day), social context (number
and description of others sharing the moment), ac-
tivities, thoughts, feelings, concentration, and moti-
vation (Hektner and Csikszentmihalyi in press).

The ESM delivers two advantages that combine
and improve on what could otherwise be obtained
with separate methods. First, it captures real life in
much the same way that direct observations
would, but by using the participant as the observer
the method is able to gather data that an outside
observer would miss. Second, the ESM gets at the
person’s internal thoughts and feelings much as
rating scales on questionnaires would, but by col-
lecting these ratings multiple times the method is
able to depict the variety of a person’s experience
more accurately than a one-time questionnaire.
Because the participant records experience the
moment it occurs, the method avoids the potential
distortions associated with the use of daily or
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weekly retrospective diaries. Of course, the
method is not without its limitations. One major
drawback is its intrusiveness in participants’ lives;
not all research participants who are recruited for
an ESM study will be willing to comply with its
demands of responding several times a day. An-
other consideration is the high cost of implemen-
tation. Nevertheless, the burden for participants
and costs to researchers are well worth it, given the
richness of the data obtained through the ESM.

In most ESM studies, each participant is given
an electronic signaling device, such as a pager or
wristwatch. Several times a day over the course of
a week, the device signals the participant by beep-
ing or vibrating. Upon detecting the signal, the
participant can shut the signal off and then com-
plete a brief self-report form. Blank forms are typ-
ically bound together in a booklet, which partici-
pants carry with them, along with the signaling
device, as they carry out their daily activities. The
self-report form asks participants to note their lo-
cation, activities, and thoughts, and to indicate on
rating scales the other internal dimensions of their
experience. Participants also describe their social
context by noting whom they are with at the mo-
ment. Scales measuring internal dimensions of ex-
perience typically focus on the participant’s qual-
ity of experience at the particular moment he was
signaled. Questions focus on motivation (e.g.,
“Was there something else you would rather be
doing?”), emotion, and mental concentration. As
an alternative to using a signaling device and pen-
cil and paper, new studies are being conducted
that use palmtop computers to both signal partic-
ipants and record their data.

Using the ESM, researchers have been able to
determine how much time the average teenager
spends at school (32 percent), at home (41 per-
cent), and in public (27 percent), as well as how
much of that time is shared with friends (29 per-
cent), classmates (23 percent), family (19 percent),
or no one else (27 percent) (Csikszentmihalyi and
Larson 1984, 59–71). The time a teenager spends
exclusively with one or both parents averages only
about five hours a week. Over the past twenty
years, the proportion of time high school students
spend in school but outside of class—about a
third of their school time—has remained remark-
ably consistent (Csikszentmihalyi and Schneider
2000, 142). These ESM investigations have also
gone beyond cataloguing which activities people

engage in, where, and with whom, to focus on the
psychological states individuals experience in each
context. Some of the findings to emerge in this
area are that adolescents feel the highest levels of
intrinsic motivation when they are in public parks
or at friends’ homes and the lowest levels when
they are in class or at a job. They are happiest when
with friends, are emotionally flat on average when
with their parents, and are least happy when alone.

One person-in-context system that has been
widely studied with the ESM is the adolescent in
the school. ESM researchers have documented that
high school students spend over one-third of their
class time listening to the teacher lecture or to
audio-visual presentations, but that they are actu-
ally thinking about the subject matter only 54 per-
cent of the time during these activities. Students
have the lowest levels of happiness and motivation
in history classes, which are heavily dependent on
lectures, and the highest levels in computer sci-
ence and vocational education classes such as
drafting. The latter are usually elective classes that
require much individual work at solving problems.
Indeed, choice, control, and student engagement in
an individual or group project were the elements
of a class period most likely to arouse both enjoy-
ment and concentration (Csikszentmihalyi and
Larson 1984; Csikszentmihalyi and Schneider
2000).

Other ESM studies have examined the daily in-
teraction patterns of families to shed light on the
processes that underlie adaptive versus maladap-
tive functioning. By having two parents and an
adolescent complete ESM self-reports simultane-
ously, Larson and Richards (1994) were able to
show that family members do not always experi-
ence the same perceptions, even when they are to-
gether. Other ESM researchers have concluded that
the best family context for facilitating adolescent
development provides strong emotional support,
challenging opportunities, and high expectations.

Researchers will often combine the ESM with
other methods to gather a wider array of informa-
tion. In a recent study of adolescents, a follow-up
session after the week of ESM included a one-on-
one tape-recorded interview in which the inter-
viewer asked for elaboration on particularly inter-
esting moments (self-reports) in order to
stimulate a conversation about specific issues
(Csikszentmihalyi and Schneider 2000). Another
version of the ESM has been called ecological mo-
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mentary assessment (EMA), a technique most
often used in behavioral medicine. Studies using
EMA have focused on adolescents and adults who
are struggling to end or control their dependence
on alcohol, tobacco, or other drugs. Other EMA
studies have been conducted to better understand
how people cope with eating disorders, depression,
migraines, chronic pain, arthritis, and panic disor-
ders (Shiffman 2000).

Recently, non-ESM research techniques have
been developed that incorporate the advantages of
capturing experience from the participant’s point
of view while also allowing the researcher to focus
more narrowly on a particular problem. For exam-
ple, families or adolescent peer groups can be
asked to talk about a particular topic or problem,
and the interaction can be recorded on video- or
audiotape. Then the tape is played back to the par-
ticipants; at several points the tape is stopped, and
participants are asked to describe and/or rate their
inner feelings and thoughts at that point in the in-
teraction. This technique has been used to study
family communication styles and their relation-
ship to how interested family members are in the
conversation (Rathunde 1997).

Joel M. Hektner
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Adoption
Adoption is the process by which a person, usually
a child, is legally made a part of a family. In most
cases the adopting family does not include birth
parents, except in instances where one parent is a
birth parent and the spouse or partner adopts the
child, or children. Adoption may be viewed either
as a way to provide family life and homes for chil-
dren who are orphaned or abandoned, or as a way
to provide children to couples who might other-
wise be childless. Throughout much of history, the
latter position has been more prevalent, as it con-
tinues to be in the United States today.

Legislation regarding adoption varies by state,
but almost entirely reflects the position of a minor
child as property, thereby placing the needs of the
adult participants of the process above those of the
child. Examples of the conflict between the rights
and needs of the child and the desires and benefits
to the adults can be seen in the prevalence of
closed adoption records, the reversal of adoption
decisions after a child has been placed with a fam-
ily for months or even years and a birth parent
subsequently challenges the adoption, and other
legal decisions that result in multiple placements
for even very young children, as the adults involved
struggle to achieve custody. Because there is so
much variation in adoption law between states,
any attempt to study specific cases or work with
families requires substantial study of how the
courts and the policy makers in the relevant states
treat the issue.

When the child up for adoption was often the
result of a pregnancy outside of marriage, protect-
ing the identity of the birth mother or birth parents
was of great concern. In the United States, this was
the case up until late in the twentieth century. An
illegitimate child was most often a scandal that
families wanted to avoid, so homes for unwed
mothers provided lodging, secrecy, and an elabo-
rate mechanism for transferring the babies imme-
diately after birth to either a waiting adoptive fam-
ily or to some other facility, so that the birth
mother had little or no contact with the infant.
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Many mothers never saw their children, and the
prevailing wisdom at the time was that the birth
mother would forget the experience fairly quickly
and get on with her life. The child was viewed as
having no memory of the experience at all, and
therefore not affected by the transfer.When women
relinquished their children for adoption under
these circumstances, they rarely had any hope of
ever discovering what had happened to their chil-
dren; the children themselves had little hope, and
the adoptive families were often not aware there
could be any reason for such a discovery.

During the past decade, in particular, changes
in awareness of the adoption process from the per-
spective of all three parties have changed the way
those concerned are considered in terms of their
particular needs, feelings, and reactions to adop-
tion at any point in its trajectory. Increasing num-
bers of reunions between birth parents and
adopted children, made possible by Internet
search resources, have inspired social and psycho-
logical research efforts to provide a better under-
standing of adoption and its impact on the famil-
ial, social, legal, and, increasingly, economic
system of the United States today.

The child can no longer be viewed as a blank
slate upon entry into the world.A baby is born with
the ability to experience many senses, to recognize
the birth mother’s face and voice, and to feel loss at
the separation from her, even if there is an imme-
diate replacement in the form of a new primary
caretaker. The newborn infant has memory and
experiences the loss of the birth mother as aban-
donment and loss in just the same way John
Bowlby’s work has shown children react to separa-
tion. The feeling of abandonment and loss is no
less real and painful because it is preverbal; in
some ways, it may be more difficult to resolve be-
cause the source is not available to conscious
memory. When those feelings manifest themselves
in very young children as symptoms of grief, they
should be treated sympathetically as they are feel-
ings of grief which the child may need assistance
in coping with. When the feelings manifest later as
curiosity, whether casual or intense, about the
birth family, they should not be seen as a rejection
or lack of respect for the adopting family, but
rather as a natural manifestation resulting from
this early separation. In Primal Wound, Nancy Ver-
rier, writing from her extensive research on the
subject, indicates that adopting parents may see it

as a sign of rejection when the infant fails to attach
immediately and completely with them. It is rather
a defense mechanism the child uses to ward off yet
another catastrophic loss. Understanding this is
critical to the adoptive parents, as well as to profes-
sionals who may be attempting intervention early
in the adoption process or even many years later.

For the majority of birth mothers, the surren-
dering of a child is far more emotionally devastat-
ing than previously understood by the general
public. Many feel intense attachment to their in-
fants, regardless of what they expected prior to
birth. The decision to surrender a child for adop-
tion may be made on very rational terms, but the
pain and grief still must be resolved. During the
many decades in which out-of-wedlock pregnan-
cies were hidden, birth mothers had no outlet for
dealing with that grief. Their own families were
sometimes unaware of the event, and even when
they were aware, they often discouraged any dis-
cussion of the child or of the birth mother’s grief.
Again, the large numbers of birth parents who
have been reunited with their adult children have
led to an increase in the venues through which the
feelings of both parents and children can be heard.
Web sites dedicated to reunion assistance, to
searching out adoptees, to searching out birth par-
ents, and to many different aspects of adoption
exist in the hundreds and are now providing a
means for opinions and feelings to be expressed,
often after decades of suppression.

Although loss is most profound for the infant
and the birth parent(s), the adopting parents fre-
quently contend with a sense of disappointment
and loss because of their inability to give birth. Re-
gardless of how much they love and enjoy their
adopted children, many parents still would have
wanted to experience pregnancy and birth. Just as
the birth of one child does not fill the void left by a
child who has died, the adoption of a child does
not fill the void left by the inability to give birth.
For families not knowledgeable about the impact
of the separation experience on the child, adjust-
ing to the adopted child and forming an attach-
ment to it may be difficult, regardless of their love
or their diligence in providing a good family expe-
rience. They may not understand the many mani-
festations of this experience, which may range
from the child’s apparent rejection of them to in-
tense separation anxiety, and thus will be thwarted
in their attempts to deal with these problems ef-
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fectively. Some adoptive parents feel threatened
when their children inquire about their birth fam-
ilies and express the desire to make contact. Many
adoptive mothers have confessed to having anxiety
from the very first that the birth parents would
somehow take back the child. Even many years
after this taking back might actually be a possibil-
ity, the emotional association of the birth parent
with the potential loss of the child remains a po-
tent force for many.

Although the specifics of adoption laws differ
among states, with very few exceptions adoption
records are closed. In only a handful of states can
adopted adults obtain copies of their original birth
certificates, with the most recent to open the
records being Oregon in 1998, as a result of a
statewide referendum. Some other states allow ac-
cess under certain conditions, which may involve
the age of the adoptee, the existence of siblings, or
extraordinary conditions. In states having no such
access, opening sealed legal documents can be ac-
complished only with the mutual consent of all
parties involved or with court intervention.
Adopted adults, even if in advanced years or need-
ing critical medical information, are not able to ac-
cess information about their identity. Legislative
change has been slow, and often there is intense
lobbying to prevent changes in laws that would
make access to these records more reasonable. In
several states where legislative action has not oc-
curred, mutual consent registries have been initi-
ated to allow contact between adopted persons
and members of their birth families.

Perhaps in reaction to the decades of secrecy
surrounding adoption and the forced mutual igno-
rance of all involved, many adoptive parents are
now engaging in open adoptions, wherein they
maintain contact with the birth mother. Contact
may be as limited as an exchange of information
through a third party or as extensive as maintain-
ing physical contact with the birth family. Anecdo-
tal information regarding open adoptions is gener-
ally positive, although balancing the needs and
interests of three parties is not always easy. The
major benefit is seen as being conferred on the
adopted child, but often other members of the
triad also report success in maintaining a new
kind of extended family for their adopted and re-
linquished children.

In the United States, there has been a substan-
tial decline in the numbers of infants relinquished

at birth for adoption, and the number is currently
less than 2 percent of babies born (Evan B. Don-
aldson 2001). Although there are many more cou-
ples and individuals seeking to adopt healthy in-
fants than there are such infants available, there
are still many infants with problems who need
placement, and there are many older children with
and without problems who are available for adop-
tion. The decline in relinquished healthy infants
has led to an increase in international adoptions,
and those have more than doubled in the past
decade. In addition to increased financial stakes,
international adoptions carry unique concerns re-
garding obtaining family medical histories, ob-
taining any family history for the child’s benefit,
and the issue of maintaining aspects of the child’s
cultural background.A greater number of children
in international adoptions have been institutional-
ized prior to adoption, and those children often
come with increased emotional problems associ-
ated with their separation from the birth parent
and subsequent placement in an institution, often
for many months.

Lack of consistent regulation among states and
among countries increases the risks associated
with attempting adoption except through agen-
cies. Because arranging adoption is not highly reg-
ulated in many states, there is a growing incidence
of adoptions being arranged for financial gain by
persons with inadequate knowledge of the many
emotional and social ramifications of the process
and with no real concern for the well-being of
those families involved.

Anita Miller Stamper
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Adulthood, History of
The idea of adulthood is now simply taken for
granted as an obvious phase of the life course re-
flecting postadolescent maturity. However, an ex-
amination of the history of this idea suggests that
adulthood as it is now known in Western countries
is culturally unique. This is shown by the fact that
in most languages, the idea of adulthood is appar-
ently not important enough for a word to have
emerged to express it. Even among the European
languages, only English has a specific word desig-
nating a distinct stage of the life cycle set aside for
adulthood (Côté 2000).

The word “adult” first appeared in English, ac-
cording to the Oxford English Dictionary (OED), in
1531. The term “adulthood” did not appear until
1870. Moreover, the term “adult” followed a similar
etymological path as other terms that emerged to
represent the life course. It is derived from the
Latin adolescent, which is the present participle of
adolescere (to grow up, mature). Adolescere is the
inceptive verb of adolere (to make grow), while
adultus (grown) is the past participle. The term
“adolescent” was brought into English usage in the
1400s, a half century earlier than the word “adult”
(Côté 2000).

Without a language to describe the various
stages, people did not make the age distinctions
that Anglophones, and increasingly others, do
now. The massive social, economic, and technolog-
ical transformations that have taken place over the
past several hundred years have altered the insti-
tutional structures of modern societies and, as
these institutions have changed, so have people’s
lives: People started living longer, became health-
ier, and were less likely to raise children, especially
large numbers of them. This led to the formation
of age groupings that grew internally homoge-
neous and externally distinct from one another.
Increasingly, people of different ages became dif-
ferentiated from each other in terms of social roles
and responsibilities, as well as in terms of expecta-
tions about the appropriateness of certain cogni-
tive and emotional attributes (Mintz 1993).

The relatively recent appearance of a word to
describe adulthood suggests that people needed
something to depict the new societal conditions
they faced, especially increasing uncertainty and
the need to make life-altering choices. In tradi-
tional societies, people had little choice in how
their lives played out. Instead, regardless of their

age, people were bound by duties and obligations
to fulfill family and community roles that were as-
signed to them according to their place in society.
Young and old alike were expected to work for the
common welfare of their family and community,
regardless of their own preferences and needs.
However, rapid societal changes gave rise to in-
creased uncertainty and the need to know more
about the world in order to make choices, thereby
giving new meaning to the notion of “maturity”
and widening the gap between those with little ex-
perience and knowledge (children) and those with
more experience and knowledge (adults). This
process was hastened by the decline of absolute re-
ligious authority and the rise of secular authority
(e.g., governments, academic and professional ex-
perts). Increasingly, people became responsible for
their own destinies in terms of choosing which du-
ties and obligations to accept as part of their adult
lifestyle (Merser 1987).

Today, as a result of the longer period necessary
to find one’s place in the adult world based on one’s
own preferences, most people do not feel they are
“adults” until they are well into their twenties or
even thirties. Jeffrey Arnett (2001) has examined
these self-perceptions in a series of studies, finding
in response to the question “do you feel you have
reached adulthood,” that among Americans aged
18 to 25, about 40 percent respond “yes,” 5 percent
“no,” and about two-thirds answer “in some re-
spects yes, in some respects no.”For 26- to 35-year-
olds, only about two-thirds say “yes.” We need to
look to 36- to 60-year-olds to find as many as 90
percent saying they feel have reached adulthood.

Arnett concludes that the transition to adult-
hood is now more psychological than sociological,
as traditional social markers (employment, mar-
riage, family) have lost their meaning for most
people. Instead, the important markers involve
psychological criteria: accepting responsibility for
the consequences of one’s actions, deciding on be-
liefs and values independently of parents and
other influences, and establishing relationships
with parents as an equal adult.

By the twentieth century, adulthood became the
longest and least studied portion of the life course.
The twenty-first century will likely see consider-
able research efforts devoted to helping people un-
derstand and cope with the lifelong demands of
living in a world of great uncertainty and choice.

James E. Côté
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African American Families
An analysis of mainstream ecological theoretical
frameworks reveals that African American fami-
lies and children can be fully understood only in
relation to the interaction of their social class, cul-
ture, ethnicity, and race (Garcia Coll et al. 1997).
The variety of family settings, family interaction
patterns, and socioeconomic environments has re-
sulted in diverse family arrangements. The inter-
actions of these factors have resulted in many dif-
ferent types of families, with a great diversity of
family experiences. At the same time, there are
many family similarities of African, Brazilian,West
Indian, and African American families (Herskovitz
1938).

Although African American families are too
varied to fit the prevailing monolithic view of
Black families that is too often presented in the lay
and research literature, many do have a past his-
tory of enslavement in common. In that respect,
the historical past of many African American fam-
ilies is substantially different from all of the other
immigrant groups that have come to the United
States. American history books have, however,
gone to great lengths to eliminate the stories of en-
slavement and dislocation of various groups of
color across the centuries.

The reality is that families were brought into
the country against their will as enslaved individ-
uals, and that direct efforts were made to eradicate
the African culture, efforts that have given African
Americans an unreal image of their past and,
therefore, their futures. This situation has resulted
in an overlay of continuing racism by Whites and
resentment by African Americans that is not
clearly understood by those who are non-Black.

The American enslavement experience brought
loss of control, violent uprooting, and great pain.
These brutal experiences have shaped the ideolog-
ical forces that lead to modern day families, with
their strengths and weaknesses (Wilkinson 1997).

At the same time, the African heritage of
African American families has resulted in many of
the strengths that have helped families to cope
with adversity (Dodson 1997; Sudarkasa 1993,
1997). Among the cultural legacies that originated
in Africa, family members felt the importance of
maintaining communal family traditions, tradi-
tions that resulted in more matriarchal family sys-
tems. The importance of coresidential extended
families and their support systems has been cited
as one of the major survival systems (Billingsley
and Hill 1968). Other legacies include oral tradi-
tions, spirituality, rhythmic-movements expres-
sion, and communalism (Boykin 1997).

A major survival factor for families of color is
the support of relatives and friends, who form an
extended, intergenerational group of persons.
They often provide help in the areas of child care,
household tasks, finance, eating and sleeping
arrangements for young children, and advice and
mutual support (McAdoo 1997). This kind of mu-
tual dependence has been known to limit the geo-
graphic mobility of family members. Inherent in
the exchange is reciprocity, which requires the re-
sources of a family unit to be available for others in
the extended family. This can cause tension at
times, but the uncertainties of the future keep
members involved in these exchanges.

Assimilation into American society has long
been considered the norm for many ethnic groups,
but persons of color have not been allowed to move
out of their caste-like status. In African American
communities, the extended family is both an adap-
tive coping response to the environment (Stack
1974) and a continuation of West African cultures
(Martinez 1999; Sudarkasa 1988). Most families
live in individual residential units that are involved
in patterns of mutual support, frequent visits, and
help exchanges (Boyd-Franklin 1989). These pat-
terns are found at almost all socioeconomic levels.

Demographic Relocations 
of African American Families
There have been many changes in the demographic
patterns of African Americans in the United States,
but for the most part the patterns are highly re-
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gional. In the 2000 census, Blacks were strongly rep-
resented in the South, as well as in selected urban
areas of the Northeast and Midwest (Fey 2001).

At one time the majority of African Americans
were found in the South in the former areas of en-
slavement. These areas became known as the Bible
Belt, or Black Belt, so called because Blacks and
their religious institutions were concentrated there
(Pipes 1997). The South became increasingly
racially hostile to Blacks with the decline of cotton
cultivation and of farming in general. During the
1890s over 90 percent of Blacks were on farms in
the South. By the 1990s they had scattered into
urban centers in the South, the North, and the West
(Billingsley 1992).

Many Blacks moved north to seek a better life
and to take advantage of the industrialization in
the Northern states. The massive Northern Migra-
tion had enormous impact. While in the South,
Blacks had lived in large extended families com-
posed of kin and fictive kin (Stack 1974; McAdoo
1992). The move to urban centers fragmented the
extended families and made effective social sup-
port more difficult to maintain.

The many decades of South-to-North migration
changed with the decline and movement offshore
of the smokestack industries of the northern states.
The Midwest and Northeast regions, especially
Chicago, Detroit, and New York, witnessed the
largest shift in Black population. Over a quarter-
million persons were lost during the period from
1985 to 1890 (Frey 1994).

As Blacks left the North, there were significant
increases in Black migration to Los Angeles and
San Francisco–Oakland, as well as to southern New
Orleans and Shreveport. Families were drawn to
areas where job opportunities were expanding, in
California, in Texas, and in the Sun Belt in general.

The 1990 Census showed that the migration
from the north has continued, but that now it is
predominantly a return migration. Instead of
California, the state of choice was Georgia. Ac-
cording to William Frey (1994) the four states
with the largest increase in Black population
(after Georgia) were Maryland, Florida, Virginia,
and North Carolina. All of these states were in the
growing South Atlantic region. The specific areas
with the greatest attraction were the Old-South
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metropolitan communities that are the biggest
centers of the New South, such as Atlanta, Nor-
folk, and Raleigh-Durham. The movements are
strongly influenced by the existence of new jobs.
But even more important, some scholars believe,
is the lure of extended family, of the fictive kin
and family kinship networks that still exist in
these regions.

These larger trends certainly have meaning,
but it is important to look more closely as well.
And in fact the lack of validity of any monolithic
view of the African American family is reinforced
when the movements of the past thirty years are
examined in more detail. Not all Blacks went to
the same states and metropolitan areas (McAdoo
1997). Different segments of the Black popula-
tions, especially the rich and the poor, went in
separate directions as the two groups became ever
more separated and more economically polarized.
When the record of Black movements in the Cen-
sus was disaggregated, so that families with one or
two college-educated parents and impoverished
families could be considered separately, there
were differences in the places where they moved
(Frey 1994).

College-educated professionals sought jobs and
rising incomes in university towns and in growing
manufacturing communities. College graduates
were more likely to be drawn to larger cosmopolitan
areas, both inside the South (Washington, D.C., Dal-
las–Ft. Worth, Miami, and Baltimore) and outside
the South (Los Angeles, San Francisco–Oakland,
and Philadelphia), as well as to recreational centers
such as Orlando, Florida (Frey 1994). Middle-class,
college-educated Blacks were responding to the eco-
nomic pulls of certain areas.

Some scholars believe that the evidence shows
that impoverished Blacks went wherever lower-
paying or blue-collar jobs dominated and where
the cost of living was lower. On the other hand, it is
true that many poor Blacks were influenced by the
pull of their historic roots in their return to their
southern origins. They were attracted to smaller
southern metropolitan areas (Norfolk, Tallahassee,
Richmond, and Greensboro). Often, the extended
kinship networks were located in small, non-
metropolitan areas, for instance, in North Car-
olina, which attracted large members of “return”
poverty migrants more so  than other South At-
lantic states (Frey 1994).

Current Demography Trends 
of African Americans
This country is quickly moving toward a popula-
tion shift in which African Americans will become
an even larger proportion of the population. They
have increased by 16 percent between 1990 and
2000, a greater rate of increase than that of the
total U.S. population. On the other hand, Hispanics
will outnumber them in 2024. The U.S. Black pop-
ulation in 1999 was 34.9 million (13 percent), up
from 33.9 million in 1996 (U.S. Bureau of the Cen-
sus 2000).

In 1999, there were 16.3 million Black males
and 18.6 million Black females, creating an imbal-
ance in the sex ratio of men to women that causes
great difficulty in maintaining two-parent house-
holds. Unsurprisingly, the structure of African
American families that include children under age
19 in 1999 differs drastically from others.About 31
percent of Black parents in such families are mar-
ried and live with their spouses, but 43.6 percent
have never married. Only 38.7 percent of Black
children under 19 live with both parents; 56.9 per-
cent live with their mothers only. Few fathers live
in the same homes as their children. The percent-
age of African American children who lived with
their fathers only (3.9 percent) is similar to the
percentage of Whites living with their fathers only
(3.4 percent) (U.S. Bureau of the Census 2000).

This major difference between Black fathers
and fathers in other groups at the same income
level did not exist in 1970; in fact, Black families
did not differ significantly from mainstream fami-
lies until after 1970. Up until that time the major-
ity of families had two parents. Some scholars
argue that modifications occurred as the result of
a series of recessions in the 1970s, which became
depressions within the Black community (Hill
2002). It is also worth noting that similar changes
occurred within mainstream families in the late
1980s and accelerated in the 1990s.

Blacks run the gamut from poor to wealthy.
Most are not affluent, but nearly one-third (28 per-
cent) reported total incomes of $50,000 or more
(U.S. Bureau of the Census 2000). Annual per
capita income in 1999 was $12,957 for Blacks and
$19,759 for Whites. Poverty is the position of too
many. The income of 2.1 million Black families (26
percent) was below the poverty level. That means
42 percent of Black children under age 18, versus
11 percent for Whites, live below the poverty line.
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Over the last few years about 41 percent of Black
families received food stamps, 31 percent received
AFDC/General Assistance, and 10 percent received
Social Security benefits. In 1996, the unemploy-
ment rate for Blacks was 11.6 percent, compared to
4.6 percent for Whites. Some child support is re-
ceived by 14.4 percent of the children, usually from
the father (Children’s Defense Fund 1997; U.S. Bu-
reau of the Census 2000).

The parents of 28.2 percent of Black children
under age 18 own a home; 55 percent live in a cen-
tral city. Overall, homeownership reached 46.3
percent during the first quarter of 1999. At least
one parent worked in 64.9 percent of the homes;
80.7 percent had earnings in 1995; and 84.7 per-
cent were covered by health insurance. This latter
figure is higher than for other groups of color. In
1999, 84.5 percent of Blacks had finished high
school, 32.1 percent had attended college, and 13.7
percent had a college degree (U.S. Bureau of the
Census 2000).

In sum, people of color have many challenges in
general. African American families continue to
suffer from subtle and overt discrimination, in the
form of housing discrimination, lowered educa-
tional expectations, and biased hiring practices. In
addition, families must strive to cope with the
stereotypical perceptions of African Americans
that are widely held and the racial profiling that is
currently widely used against family members.

Harriette Pipes McAdoo

See also: Children of Incarcerated Parents; Grandparents
Rearing Grandchildren; Old Age, Social Relationships in;
Racial Identity Development among African American
Adolescents; Racism and Its Impact on Health

References and Further Reading
Billingsley; Andrew. 1992.“The Caribbean Connection.”

In Climbing Jacob’s Ladder: the Enduring Legacy of
African American Families. New York: Simon and
Schuster.

Billingsley, Andrew, and Robert Hill. 1968. Black Families
in White America. Englewood Cliffs, NJ: Prentice-
Hall.

Boyd-Franklin, Nancy. 1989. Black Families in Therapy.
New York: Guilford.

Boykin, Anderson. 1997.“Communalism:
Conceptualization and Measurement of an Afro
Cultural Social Orientation.” Journal of Black Studies
27, no. 3: 409–418.

Children’s Defense Fund. 1997. The State of America’s
Children Yearbook. Washington, DC: Children’s
Defense Fund.

Dodson, Jualyne. 1997.“Conceptualizations of African

American Families.” Pp. 67–82 in Black Families. 3d
ed. Edited by H. P. McAdoo. Thousand Oaks, CA:
Sage.

Frey, William. 1994.“College Grad, Poverty Blacks Take
Different Migration Paths.” Research Report no.
94–303 (February). Ann Arbor, MI: Population
Studies Center, University of Michigan.

———. 2001.“Micro Melting Pots: Census 2000.”
American Demographics (June): 20–23.

Garcia Coll, Cynthia, Gontran Lambert, Renee Jenkins,
Harriette Pipes McAdoo, Keith Crnic, Barbara Wasik,
and Heidie Vazquez Garcia. 1997.“An Integrative
Model for the Study of Developmental Competencies
in Minority Children.” Child Development 67, no. 5:
1891–1914.

Herskovitz, Melville. 1941. The Myth of the Negro Past.
New York: Harper and Row.

Hill, Robert B. 1996.“Social Welfare Policies and African
Americans.” Pp. 349–363 in Black Families. Thousand
Oaks, CA: Sage.

Martinez, Estella. 1999.“Mexican American/Chicano
Families: Parenting as Diverse as the Families
Themselves.” In Family Ethnicity: Strength in
Diversity. Edited by H. P. McAdoo. Thousand Oaks,
CA: Sage.

McAdoo, Harriette Pipes. 1983.“Patterns of Upward
Mobility in Black Families.” In Black Families. 3d ed.
Edited by H. P. McAdoo. Beverly Hills, CA: Sage.

———. 1996.“Upward Mobility Across Generations in
African American Families.” Pp. 139–162 in Black
Families. 3d ed. Edited by Harriette Pipes McAdoo.
Thousand Oaks, CA: Sage.

Pipes, William Harrison. 1997.“Old-Time Religion:
Benches Can’t Say ‘Amen.’” In Black Families. 3d ed.
Edited by H. P. McAdoo. Beverly Hills, CA: Sage.

Stack, Carol. 1974. All Our Kin: Strategies for Survival in a
Black Community. New York: Harper and Row.

Sudarkasa, Niara. 1988.“Interpreting the African
Heritage in Afro-American Family Organization.” Pp.
27–43 in Black Families. 2d ed. Edited by H. P.
McAdoo. Newbury Park, CA: Sage.

———. 1993.“Female-Headed African American
Households: Some Neglected Dimensions.” Pp. 81–89
in Family Ethnicity: Strengths in Diversity. Edited by
H. P. McAdoo. Newbury Park, CA: Sage.

———. 1996.“African American Families and Family
Values.” Pp. 9–40 in Black Families. 3d ed. Edited by
H. P. McAdoo. Thousand Oaks, CA: Sage.

U.S. Bureau of the Census. 2000. Census Bureau Releases
1999 State and County Population Estimates by Age,
Sex, Race and Hispanic Origin. Washington, DC: U.S.
Census Bureau.

Wilkinson, Doris. 1997.“American Families of African
Descent.” Pp. 335–360 in Families in Cultural Context:
Strengths and Challenges in Diversity. Edited by M.
DeGenova. London: Mayfield.

40 African American Families



Advising High School Students
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Aging and Technology
One common attribute of societies considered
modern is the high degree to which they use tech-
nology. This statement pertains not only to the do-
main of industrial manufacturing and the organi-
zation of work, the reliance on information, and
the rationalization of services and interactions be-
tween producers and consumers, but also to the
private everyday world in which each member of
society lives. The way people lead their daily lives
and take part in society is facilitated or compli-
cated by residential infrastructure, public and pri-
vate means of transportation, communications
technologies, rehabilitation aids, and the increas-
ing automation of services, depending on the de-
sign, ease of handling, proliferation, and accessi-
bility of all these things. There are few domains of
modern life that would be what they are without
technology. Communication, mobility, playing
sports, keeping house, enjoying leisure time—all
these are no longer conceivable in modern indus-
trialized societies without technological support.

Technology can be a supportive tool for persons
of all ages, but it is particularly important with re-
spect to old age, for two reasons. First, the phenom-
ena of widespread experience of old age and the
concomitant graying of societies are themselves
due in large part to technological developments.
Medical advances, more balanced work schedules,
improved working conditions, healthier diets, and
higher standards of hygiene and housing, all made
possible by new technologies, have contributed
much, at least in the West, with its industrialized
societies and welfare systems, to the sharp in-
creases in life expectancies since the beginning of
the twentieth century. Second, although technical
aids have always been utilized where the strength
and their skill of unaided human beings did not
suffice to deal with environmental demands, the
particular weakness of the human condition in old
and very old age makes greater demands on the as-
sistance of technology. In the case of the failing
strength and loss of bodily functions closely related
to old age, technology can have enormous impact
in terms of compensating for limitations and en-
hancing the aging individual’s ability to lead as in-
dependent and active a life as possible.

Since the beginning of the 1990s, a new scien-
tific discipline called gerontechnology (e.g. Char-
ness et al. 2001) has been established to address
the broad scope of issues related to technology
and aging. Among the major features of this sci-
entific approach is its focus on all day-to-day life
domains of older people, not exclusively on illness
and chronic conditions, as was the case with more
traditional rehabilitation and assistive technology
approaches.

Technology and Everyday Life in Old Age:
Where Does It Matter?
In the domestic environment, the application of
technology reduces physical hardship and thus
makes dealing with tiresome everyday tasks eas-
ier. Assistance with everyday tasks for persons
with failing strength is provided above all by the
appropriate household technology. An increasing
number of products are being developed with a
focus on optimal user-friendliness and barrier-
free design. Although these products are interest-
ing to users from all age groups, they are particu-
larly significant to older people with sensory or
motor limitations, due to the high degree of oper-
ational comfort and safety they offer (Czaja 1997).
The enormous potential of new technologies de-
veloped recently, such as “intelligent,” or “smart,”
homes, could also prove particularly useful in this
regard. Homes of this kind afford nearly unlimited
possibilities of assisting older people by the inte-
gration of systems and the process of automation .
They also pose new ethical dilemmas. For exam-
ple, surveillance systems that can provide useful
information about the physical and mental well-
being of the elderly by tracking their everyday be-
havioral patterns may at the same time involve in-
fringement on the individual’s right to privacy.

The mobility of elderly people is supported by
various transportation technologies, such as pri-
vate cars, and buses and trains from the regional
mass transport authorities. The private car plays
an ever greater role in maintaining mobility; the
proportion of older car drivers will clearly rise in
the future, and the need for a private car, especially
among older adults whose physical strength is
waning, will not be supplanted by public trans-
portation—at least not until mass transit systems
begin to approach the flexibility and convenience
of driving one’s own car (Mollenkopf et al. 1999).
Thanks to new intelligent systems, it will become
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even easier to traverse both small and great dis-
tances quickly and efficiently (Schaie and
Pietrucha 2000), changing the very definition of
what is “near” or “far.” For dealing with various
limitations to mobility, which range from the
vague insecurity some elders feel when walking to
total immobility, a multitude of appropriate tech-
nical aids, such as different types of rollers, stair
lifts, elevators, and wheelchairs for every type of
function losses, have been developed, which can
improve or at least facilitate mobility inside and
outside one’s place of residence.

The connection between aging and technology
is perhaps most evident with regards to the in-
crease in communication. Traditional technical
communications equipment such as the telephone
or the cell phone ensures that a connection to the
important people in one’s life can be established at
all times, over long distances and despite limited
physical mobility. New information and communi-
cation technology (ICT), including devices and
systems such as interactive modes of video com-
munication and e-mail, internet access, multime-
dia, and information services, which are just be-
ginning to show their potential, can help to
strengthen the social contacts one already has, cre-
ate new ones without having to overcome spatial
barriers, and protect in particular elders who live
alone from severe isolation, even when their senses
and mobility are impaired. Safety-alarm systems
give the assurance that help can be obtained
quickly in an emergency, and in case of special im-
pairments, speech computers and electronic read-
ing aids serve to compensate for seeing and hear-
ing handicaps (Charness 2001).

With regards to health, prevention, and care, a
great variety of assistive devices have been devel-
oped to address the impairments faced by handi-
capped persons and frail elders. Medical technolo-
gies and auxiliary devices such as special
bathroom technology, nursing beds, and lifters
help provide care for those with health impair-
ments (Bühler and Knops 1999). Providing assis-
tive technology and environmental modifications
can improve functional performance in older per-
sons with physical and sensory impairment, slow
down the rate of decline, and reduce the costs of
institution-based health care (Mann et al. 1999).
Medical screening and routine check-ups can in-
creasingly become automatic, allowing the med-
ical practitioner to make an early diagnosis with-

out a personal consultation. But despite the gen-
eral assumption that older people benefit from
whatever type of assistive device is made available
to them, and despite the obvious changes that the
availability and use of technology can bring to
their everyday lives, surprisingly little systematic
research has been done on the effectiveness and
impact of those technologies (McWilliam et al.
2000).

Prerequisites and Problems 
of Technology Use In Old Age
Even in the early twenty-first century, older per-
sons’ access to domestic appliances and modern
information and communication technologies
(ICT) still depends strongly on aspects of social
structure as well as on individual attitudes and life-
long habits. This has been confirmed, for example,
through a study conducted in Germany, with a
sample of 1,417 persons aged 55 years or older.
Among sociostructural variables, age was most
important (negative impact), followed by house-
hold composition, income, and parenthood. Nega-
tive attitudes toward technology, domain-specific
as well as general ones, were significant (negative)
predictors, too: for example, persons who have al-
ways preferred to minimize the use of household
technologies or ICT during their life course, or
those who think that it is not worth buying new
products anymore are more likely to be sparsely
equipped in old age than those who express more
positive attitudes. In the domain of ICT, a high
level of education and experience with technology
(“I always had a lot to do with technology in my
life”) turned out to be significant positive predic-
tors. Surprisingly, gender has no impact on the use
of this type of appliance, although it is a strong
predictor with respect to household technology.

Another hindrance to the provision with appro-
priate technical aids is that older people often have
no information on the availability of many types of
assistive devices or on the necessary procedures to
take advantage of their rights. However, informa-
tion about how to acquire such devices is the most
important prerequisite for the use of technical
aids, especially if one’s own funds do not suffice for
the purchase of the device one needs. Whether or
not elders are able to obtain appropriate technical
aids depends heavily on the knowledge and inter-
est of the people who, private or professionally, are
concerned with the well-being of the elderly.
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Furthermore, and despite attempts of develop-
ers and manufacturers of technical devices and
systems to make products as user-friendly as pos-
sible, including universal design guidelines (Cole-
man 1998), all too frequently technological devices
or particular features are not adequate for the
needs and abilities of older people. Yet more than
50 percent of the constraints encountered in daily
living tasks are considered to be remediable by a
combination of redesign and the provision of some
training in the task (Rogers et al. 1998, 121). Such
problems of accessibility emerge especially when
habitual behaviors have to be changed or when a
device requires courses of action that are totally
new for the elderly, as is the case with the layered
user interfaces of new electronic communication
aids. When handling such software-style inter-
faces, older men and women who grew up with the
electro-mechanical interaction style of consumer
devices experience more difficulties than the “soft-
ware generation” (born in the sixties or later) (Do-
campo Rama, de Ridder, and Bouma 2001).As this
example illustrates, the shortcomings and deficits
inherent to certain technologies can be falsely in-
terpreted as caused by an aging problem and may
lead to feelings of deficiency and a fear of failure
among the elderly. On the other hand, functional
effectiveness is not everything. Technological con-
structions are socioculturally shaped artifacts, and
thus access to technical devices is made difficult
not only by the fact that they often are too compli-
cated and difficult to use, but also because they
may be associated with aspects that are societally
undesirable and thus not well accepted.

Acceptance of technology is, in addition to indi-
vidual necessities and financial resources, a crucial
precondition for the acquisition and use of appli-
ances. This is particularly salient with respect to as-
sistive devices, which may be perceived as a clear
indication of old age and frailty. Many older people
feel technical aids to be a stigma.Unlike people who
have had to adjust to a handicap all their lives or
younger people who have suffered an injury in an
accident and are happy to be able to replace certain
bodily functions through technology, older people
may see a technical aid as an unmistakable refer-
ence to their increasing weaknesses and failing
strength. This attitude may change, however, with
the implementation of modern electronic devices
that are connected with the image of modernity
and efficiency. The fear of stigmatization apart,

older adults are neither enemies of technology nor
uncritical users of technological innovations. In-
stead, research has revealed that four types: the
positive advocates of technology, the rationally
adapting, the skeptical and ambivalent, and those
who are critical and reserved (Wahl and Mol-
lenkopf, in press). The most positively accepting re-
spondents constitute the largest group (28.5 per-
cent). Within the four types there are no significant
gender differences. Among the positive advocates,
the percentage of the younger old (e.g., 55 to 70
years), is significantly higher than the share of the
older (e.g. 70 to 85) and old (e.g. 85 and older), the
critical consist mainly of men and women aged 65
and older.Persons of higher education can be found
significantly more often among the positive advo-
cates of technology, and persons of lower education
most often are rationally adapting.

Finally, substantial training is necessary to op-
timize the use of devices. To merely provide a tech-
nical aid does not suffice; elderly people need en-
couragement and time to become familiar with the
device. The rapid pace and proliferation of techno-
logical development, in particular in the ICT do-
main, requires various new skills and abilities. The
elderly of tomorrow will have had tremendous ex-
posure to computer applications, even if they have
not been formally educated in their proper use. In
all likelihood, this will lead to a growing openness
and increasing competencies with respect to using
technological advances. However, not all older
people will be able to or get the chance to take ad-
vantage of such experiences. As a result, elderly
nonusers run the risk of being labeled technologi-
cally illiterate and  may be excluded from impor-
tant social domains. Thus, in the future, it will be
crucial not only to improve the design of systems
and devices, but to identify necessary accompany-
ing measures in order to avoid a digital divide
(Schauer and Radermacher 2001).

Conclusions and Outlook
Technology has become an essential part of the en-
vironments of aging men and women. With regard
to the preservation of independence, mobility, and
social participation, as well as supporting people in
need of care, technical aids offer a multitude of
positive opportunities. New electronic products
and systems promise an even greater potential for
compensating for age-related impairments.

However, the design of technologies that might
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contribute to enhancing autonomy, social partici-
pation, and care, leaves much to be desired. For this
reason, the developers and suppliers of technology
need to take the interests, needs, and possibilities of
older people into greater consideration. Moreover,
to ensure that elderly people will use the positive
opportunities of technical aids, it is necessary that
these devices also fulfill the criteria of social func-
tionality. Attention to these criteria would allow
people of all ages to resort to technical aids at the
proper time and without fear of discrimination.

Beyond the issue of direct everyday relevance,
society in general—and the aging population in
particular—is confronted by far more encompass-
ing changes that coincide with processes of technol-
ogy’s proliferation. Just as new social inequalities
can come about through different sociostructural
conditions, so also they can result from technologi-
cal surges, which are experienced by different age
generations in different phases and situations of life
and hence are appropriated in different ways. In the
future, the demarcation between the haves and the
have-nots, that is, those who have technological
means at their disposal, and those who do not or
cannot use the latest technology, will probably con-
tinue to exist.Thus, technology may well create even
larger rifts between the rich and the poor, the young
and the old, unless society addresses this problem
appropriately.

Heidrun Mollenkopf

See also: Housing and Older Adults; Intergenerational
Programs in Communities; Living Arrangements for
Elders; Older Adults: Preparation for Future Care;
Outdoor Mobility in Old Age; Teaching Older Adults to
Use New Technologies
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Air Quality
Air quality is the measure of contamination of the
atmosphere by any toxic or radioactive gases, par-
ticulate matter, or biological substance, particularly
as a result of human activity. Airborne pollutants
have been known for centuries to have an impact
on human health, with health effects ranging from
exacerbation of asthma and other respiratory
symptoms to cancer, neurological, reproductive,
and developmental effects, and increased mortal-
ity. Air quality is affected by atmospheric condi-
tions as well as by concentrations of pollutants in
air. The sources of air pollutants include both natu-
ral and man-made activities. Natural activities that
increase pollution levels in the air include the dep-
osition of particulate matter from windstorms, vol-
canic activity, and biological sources of bacterial
spores and viruses. Man-made activities that con-
tribute to air pollution and affect air quality include
three major types: mobile sources (e.g., automo-
biles, trucks, airplanes), stationary sources (e.g.,
power plants, oil refineries, mining, agriculture,
heating of buildings, factories), and indoor sources
(e.g., environmental tobacco smoke, biological
sources including pollen and dust mites, combus-
tion emissions from cooking and indoor heating,
and radon). This discussion will focus on man-
made sources of air pollutants.

Air pollutants are generally classified as either
gaseous pollutants or particulate pollutants.
Gaseous pollutants include substances that are
gases at normal temperature and pressure, and va-
pors of substances that are liquid or solid at nor-
mal temperature and pressure. Included among
theses substances are carbon monoxide, hydrocar-
bons, hydrogen sulfide, and ozone. Particulate pol-
lutants are classified as dusts, mists, fumes,
smokes, or sprays (see Table 1). In the United
States, the particulate pollutants generally moni-
tored include lead and general particulates with-
out specified chemistry.

Effects of Air Pollutants on the Human Body
Injury to humans from the intake and deposition of
pollutants in the lungs depends on the physical and
chemical properties of air pollutants, as well as the
activity in which the individual is engaged. Highly
water-soluble gases such as sulfur dioxide can be re-
moved in the upper respiratory tract, while less sol-
uble gases such as nitrogen dioxide and ozone can
penetrate deeper into the lungs and into the alveoli.

The major factors influencing particulate depo-
sition are aerodynamic size and the anatomy of the
space through which they are moving (Moeller
1997). Large particles tend to impact in the air-
ways where flow rate is high and passageways
change direction frequently. Smaller particles can
penetrate farther into the lungs, into the bronchio-
lar and alveolar spaces, and deposit in the lungs
through diffusion and settling.

The human body is designed with a number of
mechanisms to protect the respiratory system
from damage. The nose serves as a purifier for par-
ticles of 5µm (millimicron) and larger. Particles
that reach the upper respiratory tract can be re-
moved through the action of cilia. Particulate mat-
ter that is deposited in lower airways can be en-
gulfed and destroyed by cells called macrophages.
The cilia then move the macrophages and other
contaminants up to the pharynx, where they are
expectorated or swallowed.

Despite the protective mechanisms the body
has to protect the lungs, many substances will de-
posit in the lungs and may cause constant or re-
current irritation to the lungs or lead to long-term
illness. In addition, substances can be transported
through the bloodstream to other parts of the
body, where they may cause damage to various or-
gans, including the spleen, kidneys, and liver. In
the United States it is estimated that each year
50,000 to 60,000 individuals die from excess expo-
sure to particulate matter less than 10µm(millimi-
cron)(Moeller 1997).

Monitoring of Air Pollutants 
in the United States
In the United States, air quality is primarily meas-
ured by evaluation of six substances referred to as
criteria pollutants, for which national ambient air
quality standards (NAAQS) have been estab-
lished. The six pollutants include carbon monox-
ide (CO), nitrogen dioxide (NO2), ozone (O3), lead
(Pb), particulate matter (PM10), and sulfur diox-
ide (SO2). The U.S. Environmental Protection
Agency (EPA) tracks air quality trends of the cri-
teria pollutants by using actual measurements of
pollutant concentrations in the ambient (outside)
air at monitor sites across the country. Table 2 lists
the criteria pollutants and standard levels, the
populations that are especially sensitive to these
pollutants, and health effects that may result from
overexposure.
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Table 1.  Particulate Air Pollutants

Dust Solid particles that are entrained by process gases directly from the material being handled or processed, such as coal, ash, or
cement; that are the direct offspring of a parent material undergoing a mechanical operation (e.g., sawdust from woodwork-
ing); that are entrained materials used in a mechanical operation (e.g., sand from sandblasting).

Fume A solid particle, frequently a metallic oxide formed by the condensation of vapors by sublimation, distillation, calcination, or
chemical reaction processes (e.g., zinc and lead oxide resulting from the condensation and oxidation of metal volatized in a
high-temperature process).

Dust Solid particles that are entrained by process gases directly from the material being handled or processed, such as coal, ash, or
cement; that are the direct offspring of a parent material undergoing a mechanical operation (e.g., sawdust from woodwork-
ing); that are entrained materials used in a mechanical operation (e.g., sand from sandblasting).

Fume A solid particle, frequently a metallic oxide formed by the condensation of vapors by sublimation, distillation, calcination, or
chemical reaction processes (e.g., zinc and lead oxide resulting from the condensation and oxidation of metal volatilized in a
high-temperature process).

Mist A liquid particle formed by the condensation of a vapor (e.g., sulfuric acid mist formed from sulfur trioxide in combination with
water).

Smoke Solid particles formed as a result of incomplete combustion of carbonaceous materials. Commonly referred to as smoke particles,
these have a diameter of 0.05 to 1 µm.

Spray A liquid particle formed by atomization of a parent liquid.

Adapted from Vesilind et al. 1990.

Table 2.  Air Pollutants, Sensitive Populations, and Air Quality Standards#

Sensitive Health Effects Sample Primary
Pollutant Populations from Overexposure Collection Time NAAQS

CO Individuals with Myocardial ischemia 1 hour 35 ppm
coronary artery (including angina) during 8 hours 9 ppm
disease exercise

NO2 Children, asthmatics Respiratory symptoms 1 year 0.053 ppm** 
decrements in lung
function, increased
airway reactivity

Ozone Exercising individuals, Respiratory symptoms 1 hour 0.12 ppm
especially children; aggravation of asthma, 8 hours 0.08 ppm
individuals with astgna lung function decrements,

chest pain, couth

Lead Fetuses and young children Impairment of neural development 3 months 1.5 g/m3

PM10* Elderly, individuals with Increased mortality, aggravation of 24 hours 150 g/m3

cardiopulmonary disease, respiratory symptoms including
children asthma, decrements in lung

function

PM2.5* 1 year 50  g/m3

24 hour 65  g/m3

1 year 15  g/m3

SO2 Asthmatic children and Breathing difficulties, wheezing, 24 hours 0.14 ppm
adults, elderly, and chest tightness
individuals with cardio-
vascular disease 1 year 0.03 ppm

#Adapted from Shalauta and Burke 1997 and Utell et al 1994.
*Particulate matter less than 10 m in diameter, and less than 2.5 m in diameter
**Arithmetic mean



Carbon monoxide (CO) is a colorless and odor-
less gas that can be poisonous at high levels and is
formed when carbon in fuel is not burned com-
pletely. About 60 percent of CO emissions in the
United States are from motor vehicle exhaust.

Nitrogen dioxide (NO2) is a reddish brown gas
that is highly reactive and is formed in the ambi-
ent air through oxidation of nitric oxide (NO).
Major sources of NO2 emissions include automo-
bile and power plant combustion. Gas stoves and
home heaters contribute to NO2 levels in indoor
environments.

Ozone (O3) is formed by the reaction of nitro-
gen oxides and volatile organic compounds
(VOCs) in the air in the presence of heat and sun-
light. Ground-level ozone forms readily in the at-
mosphere, especially during hot summer weather.

Lead (Pb) is a bluish gray toxic heavy metal. In
the past, the major source of lead in the environ-
ment was from automobile exhaust. Today, major
sources of lead include lead and copper smelters,
iron and steel production facilities, and battery re-
cycling plants.

Particulate matter (PM) is a general term for a
mixture of solid particles and liquid droplets found
in the air. Particles included in the PM standards
include dust (sulfates and nitrates), soot, smoke,
oxides of carbon, aluminum, iron, and silicon.

Sulfur dioxide (SO2) is a gas formed when coal
and oil containing sulfur are burned and during
metal smelting and other industrial processes.
Coal-fired power plants are the largest source of
ambient SO2. Sulfur dioxide is the compound that
was involved in the severe smog conditions that
arose in Donora, Pennsylvania, in 1948 and the
subsequent “London Fog” smog incident of 1952.
In combination with the local meteorological
conditions, the high levels of sulfur dioxide re-
sulted in severe illnesses and many deaths in both
locations.

To evaluate daily air quality based on the crite-
ria pollutants, the Pollutant Standards Index (PSI)
was established under the Clean Air Act. All met-
ropolitan areas in the United States with popula-
tions of at least 200,000 individuals are required to
report daily PSI figures. The PSI scale ranges from
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0 to 500, with lower scores indicating better air
quality. PSI scores above 100 indicate that one or
more of the criteria pollutants have reached an un-
healthy level on that particular day.

PSI scale ranges:
0–50 good air quality
51–100 moderate air quality

101–199 unhealthful air quality
200–299 very unhealthful air quality
300 and above hazardous air quality

Under the PSI system, the major criteria pollu-
tants of concern are CO, O3, PM10, and SO2. Lead
does not have a short-term NAAQS or federal
episode criteria level and significant harm level
and is therefore not included in the PSI; NO2 is
generally excluded from the PSI because it does
not have a short-term standard.

In addition to the criteria air pollutants, toxic
air pollutants (also known as hazardous air pollu-
tants or HAPs) contribute to pollutant levels in the
ambient and indoor air. Toxic air pollutants in-
clude those substances known or suspected to
cause cancer or other serious health effects, such
as reproductive or birth effects, or adverse envi-
ronmental effects. Among the chemicals that are
reported are hazardous air pollutants, including
benzene, a substance found in gasoline; methylene
chloride, a solvent and paint stripper; asbestos, a
substance historically used as a flame retardant;
and perchlorethylene, which is emitted from some
dry cleaning facilities. Other HAPs include
toluene, dioxin, cadmium, mercury, chromium,
and lead compounds.

In the United States, information on air toxic
substances, or toxics, is available from two pri-
mary sources: the National-Scale Air Toxics As-
sessment (NATA) and the Toxics Release Inven-
tory (TRI). NATA provides emissions and health
risk information on 33 air toxics that pose the
greatest risk to public health in the largest num-
ber of urban areas. Under the Emergency Plan-
ning and Community Right-to-Know Act
(EPCRA), the EPA requires businesses to report
releases and transfers of approximately 650 toxic
chemicals to the Toxics Release Inventory (TRI).
TRI is a database that tracks information from
manufacturing facilities on off-site transport and
reported releases of the listed toxic compounds.
The database tracks reported releases to air,

water, and land.
Hazardous air pollutants in the ambient envi-

ronment primarily originate from man-made
sources such as automobiles, factories, refineries,
and power plants. In the indoor environment, air
toxics are released from building materials and
cleaning solvents. In addition to the natural
sources, volcanic eruptions and forest fires can re-
lease toxic substances to the air.

Among the hazardous air pollutants that have
recently received widespread attention are ozone-
depleting chemicals, including chlorofluorocar-
bons. These compounds, primarily used as refrig-
erants, solvents, and foam-blowing agents, interact
with ozone in the stratosphere and destroy the
ozone molecules, creating “holes”in the ozone layer
that allow dangerous ultraviolet radiation from the
sun to reach the earth’s surface. In order to protect
the critical ozone layer, the production of ozone-
depleting chemicals has been banned in the United
States and by many other developed nations.

Indoor Air Pollution
Because Americans spend an estimated 90 percent
of their time indoors, efforts to understand the
quality of indoor air have become increasingly im-
portant. Air pollutants in homes and buildings
arise from many sources, including the combus-
tion involved in gas stoves, wood-burning fire-
places, and environmental tobacco smoke; build-
ing materials, such as asbestos-containing
insulation; and household cleaning products. The
buildup of toxins in the indoor environment has
largely resulted from efforts to increase energy ef-
ficiency, which have resulted in airtight environ-
ments where little fresh air is available to dilute
pollutants.

Indoor air pollutants have been implicated in a
number of common symptoms, including
headache, fatigue, dizziness, nausea, and skin sen-
sitivities. More serious problems that may be exac-
erbated by indoor air quality include asthma,
chronic obstructive pulmonary disease, and can-
cers. It is believed that tobacco smoke and aller-
gens in the indoor environment are major con-
tributing factors to the recent rise in asthma
among children in the United States.

Greenhouse Effect and Global Warming
Energy from the sun drives the earth’s weather and
climate, and heats the earth’s surface; in turn, the
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earth radiates energy back into space. Chemical
compounds in the atmosphere, including carbon
dioxide, methane, and chlorofluorocarbons, trap
some of the outgoing energy, retaining heat on the
earth’s surface in somewhat the same way as the
glass panels of a greenhouse. Without this natural
greenhouse effect, temperatures would be much
lower than they are now, and life as known today
would not be possible. Greenhouse gases have
helped to maintain the earth’s average temperature
at 60°F. However, when the atmospheric concen-
tration of greenhouse gases increases, a variety of
deleterious effects occur.

Over the last century, increased industrializa-
tion has resulted in a nearly 30-percent increase in
atmospheric concentrations of carbon dioxide,
while methane concentrations have more than
doubled, and nitrous oxide concentrations have
risen by about 15 percent. It is generally believed
that the combustion of fossil fuels and other
human activities are the major contributors to the
increased concentration of carbon dioxide, and
that these increases will lead to increased temper-
atures near the earth’s surface.

As seawaters warm and expand and glaciers melt
with increased temperatures, the greenhouse effect
is expected to raise sea levels. These higher sea lev-
els could result in devastating floods to low-lying
communities, such as those on the Atlantic and Gulf
Coasts of the United States, as well as the Nether-
lands and Bangladesh. Other parts of the world
could be affected by changes in rainfall patterns, re-
sulting in desertification of fertile farmlands.

Scientists also predict that effects on wildlife
may be even more devastating, from changing
growth patterns of various species to destruction
of natural habitats and  ecosystems that house the
animals. In addition, it is expected that human
diseases, such as malaria, dengue fever, filariasis,
schistosomiasis, and yellow fever among others,
will increase, due to the spread of insects that
transmit these diseases. Thus, though the sub-
stances that cause the greenhouse effect are not all
in themselves pollutants, bringing them under
control may be one of the most important tasks of
those scientists and regulators who are concerned
with air quality.

Nadia Shalauta Juzych

See also: Asthma; Healthy Indoor Air; Indoor Air Pollution
Mold and Health; Radon

References and Further Reading
American Lung Association. 2001.“Air Quality.” http://

www.lungsusa.org/air/ (cited January 10, 2003).
Blumenthal, Daniel S., and Harvey L. Ragsdale. 1995.“Air

Pollution.” Pp. 183–220 in Introduction to
Environmental Health. 2d ed. Edited by Daniel S.
Blumenthal and A. James Ruttenber. New York:
Springer.

Environmental Health Center. 2001.“Indoor Air Quality
in the Home.” http://www.nsc.org/(cited October 15,
2001).

Moeller, Dade W. 1997. Environmental Health. Rev. ed.
Cambridge, MA: Harvard University Press.

Shalauta, Nadia, and Thomas Burke. 1997.“Pilot Multi-
Media Environmental Health Characterization Study
of South and Southwest Philadelphia.” Report
submitted to Region III of the U.S. Environmental
Protection Agency, 2-14–2-15.

United States Environmental Protection Agency. 2000.
“Toxics Release Inventory: Community Right-to-
Know.” http://www.epa.gov/tri/(cited October 23,
2001).

———. 2001.“Indoor Air Quality: Indoor Air Quality in
Homes/Residences.” http://www.epa.gov/iaq/homes.
html (cited October 23, 2001).

———. 2002a.“Global Warming: Climate.”
http://www.epa.gov/globalwarming/climate/index.ht
ml (cited February 12, 2002).

———. 2002b.“Ozone Science: The Facts behind the
Phaseout.”
http://www.epa.gov/ozone/science/sc_fact.html
(cited January 14, 2002).

United States Environmental Protection Agency, Office of
Air and Radiation. 2001.“Toxic Air Pollutants.”
http://www.epa.gov/oar/toxicair/newtoxics.html
(cited October 23, 2001).

United States Environmental Protection Agency, Office of
Air Quality Planning and Standards. 2000.“Latest
Findings on National Air Quality: 1999 Status and
Trends.” EPA-454/F-00–002.

United States Environmental Protection Agency, Office of
Air Quality Planning and Standards. 2001.“The
National-Scale Air Toxics Assessment.”
http://www.epa.gov/ttn/atw/nata/index.html (cited
October 23, 2001).

Utell, Mark J., Jane Warren, and Robert Sawyer. 1994.
“Public Health Risks from Motor Vehicle Emissions.”
Annual Review of Public Health 15: 157–178.

Vesilind, P. Aarne, J. Jeffrey Peirce, and Ruth F. Weiner.
1990. Environmental Pollution and Control. 3d ed.
Boston: Butterworth and Heinemann.

World Health Organization. 1999.“Air Quality
Guidelines.” http://www.who.int/environmental_
information/Air/Guidelines/Introduction.htm (cited
October 23, 2001).

50 Air Quality



Alcohol Use among Adolescents
See Adolescents, Alcohol Use Among

Alzheimer’s Disease
See Mental Illness in Old Age

Art Therapy
Art therapy is the purposeful and therapeutic use
of art making and the art product to promote
healing and well-being of individuals and fami-

lies. Through the creative processes of art making,
and reflection on the process and the finished
product, awareness of self and others is increased
and communicated, and skills for coping with
symptoms, stress, and trauma are enhanced. Art
therapy has been found to communicate inner is-
sues, provide release of stress, and promote cop-
ing with symptoms.

Art therapy is interdisciplinary; it addresses the
psychological, physiological, psychosocial, and de-
velopmental needs of individuals and families.
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Trained art therapists are commonly knowledge-
able in art making and media, as well as in relevant
psychological theories, especially in the areas of
social interactions, communication, and cognitive
development. Art therapy research and training
may also include knowledge of brain structure and
its development and functioning, as affected by
making and viewing art and images. Still other
human service professionals may use art therapy
approaches as tools for assessment, treatment, and
or research.

Art therapy addresses the needs and develop-
ment of children, adult individuals, and families;
it clearly falls within the domain of human ecol-
ogy.At the microsystem level, art therapy might be
used to explore psychological issues of the indi-
vidual and their impact on interactions with her
varying roles and settings. Art therapy has been
found to be quite effective with children, as the
art-making process and product are able to com-
municate issues the child is not developmentally
able to verbalize.

At the mesosystem level, art therapy helps to il-
lustrate the process of interactions between the in-
dividual and his varying microsystems. For exam-
ple, art therapists working with families may
instruct the family to make art together. By ob-
serving the process of the art making and by re-
flecting on the product with the family, the art
therapist is able to gain insight into the roles of the
various family members and the functioning of
the family as a system.

The theoretical foundation of the art therapist
would be placed at the exosystem level of human
ecology. How art is used with the client, what is-
sues or needs are addressed, which resolutions are
encouraged—all are based on how art therapy is
defined by the practitioner and the setting. Thus
art therapists within the school setting focus, as
might be expected, on the cognitive development
of the individual, for the purpose of promoting
academic success. In a rehabilitation setting, art
may be used to promote motor functioning and
well-being.

At the macrosystem level, the use of art therapy
is based on the culture of the client as well as the
societal culture. Art media resources and art ex-
pressions may be determined by the societal view
of art and art making. For example, graffiti are
generally viewed as delinquent behavior. However,
art therapists might say that graffiti are an expres-

sion of urban youth’s feelings or an attempt to es-
tablishment a domain. Finally, at the chronosystem
level, the use of art therapy is based on the chrono-
logical age and developmental stage of the individ-
ual, while also addressing the influences of socio-
historical events. For example, after natural
catastrophes (e.g., Hurricane Hugo) or traumas
caused by human beings (e.g., the bombing in Ok-
lahoma City, the September 11 terrorist attacks,
civil wars) art therapy is used to facilitate sur-
vivors’ expression of feelings, increase their coping
abilities, and promote psychological healing.

Chantel Laran Lumpkin

See also: Bronfenbrenner, Urie; Creativity and the Arts in
Child and Adolescent Development; Music
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Asthma
Asthma is a chronic inflammatory lung disease
characterized by temporary airway obstruction,
and it has been increasing consistently over the
last three decades. While it cannot be cured,
asthma can be controlled through medication,
lifestyle adjustments, and environmental meas-
ures. According to the National Heart, Lung and
Blood Institute (NHLBI) of the National Institutes
of Health (NIH), “Asthma ranks among the most
common chronic diseases in the United States, af-
fecting an estimated 14.9 million persons . . . and
causing . . . about 500,000 hospitalizations and
5,500 deaths in a single year” (National Institutes
of Health 1999, 1). The prevalence of asthma rose
some 75 percent over the period 1980 to 1994.
Asthma is more common among children than
among adults, and is more common among
African Americans than among Whites (NIH
1999). Asthma is the most common cause of
school absences from chronic disease, impacting
children’s school performance as well as parents’
performance on the job, through missed work days
(American Academy 1999, 2). This disease is
prevalent in urban areas (Hegner 2000, 5), and
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some ethnic groups are especially predisposed to
asthma. The prevalence in Puerto Rico, for exam-
ple, is 15.9 percent compared to an overall U.S. rate
of 10.5 percent (Reese 2001, 682). Although
asthma is not contagious, it does tend to run in
families.

Asthma is a disease in which the lungs are es-
pecially sensitive to one or more “triggers,” which
provoke a series of reactions that narrow the
smaller airways (bronchioles), making it difficult
to breathe. A wide variety of triggers have been
identified. These triggers are different for different
people. Many triggers are allergens, but some trig-
gers are not. When an asthma episode (attack) is
triggered, mast cells in the lungs release hista-
mine. Histamine in turn causes inflammation and
swelling in the airway tissues, contraction of the
smooth muscles surrounding these airways (bron-
chospasm), and increased secretion of mucus. All
of these reactions contribute to narrowing of the
airways, making breathing laborious. Key symp-
toms of asthma include coughing, shortness of
breath or rapid breathing, chest tightness, and
wheezing. If asthma is not properly treated, re-
peated episodes eventually cause morphologic
changes in lung tissue (remodeling) that is proba-
bly not reversible.

The cause of asthma remains unknown, al-
though there is general agreement that a combina-
tion of environmental and genetic factors is in-
volved. Recent efforts by an expert panel reviewing
a large body of literature concluded that evidence
supports “a casual relationship between exposure
to house dust mite allergen and the development
of asthma in susceptible children.” Environmental
tobacco smoke was identified as another likely
cause for the development of asthma in young
children, although the case for the identification
was less strongly supported than that for dust
mites (Committee on the Assessment of Asthma
and Indoor Air, Institute of Medicine 2000, ES6).
Interestingly, recent research studies suggest that
exposure to some infectious agents in very early
childhood (via exposure to older siblings or other
children in day care facilities) may actually protect
against the development of asthma, possibly by
enhancing development of the immune system
(Ball et al. 2000).

Dust mites, which can be described as micro-
scopic spiders, are the most common cause of
asthma attacks.About one-third of asthma patients

are susceptible to dust mite allergen, which is con-
tained in the mite fecal pellet. Dust mites require
moisture and a food source to live, and although
they are found in dust and upholstered furniture,
they thrive especially well in mattresses and bed-
ding. Here, body moisture and sloughed-off flakes
of skin provide the ideal environment. Best control
measures include encasing the mattress and pillow
in plastic covers, and using hot water to launder
bedding. Other prominent asthma triggers include
cockroach allergen, tobacco (and other) smoke, an-
imal protein (dog, cat, and rodent allergens),
pollen, and molds. Some of these allergens can per-
sist in the home long after the source has been re-
moved. General control measures include frequent
cleaning (using high performance vacuums),
damp mopping, and other dust control measures.
Hard-surface flooring is preferable to carpet; pets,
if present, should be kept out of sleeping areas. In
nonallergenic asthma, some common triggers in-
clude exercise, upper respiratory viral infections,
cold air, stress, and strong emotions (especially
when expressed in laughing and crying).

Typical asthma signs, such as wheezing, may be
caused by other ailments, and are not always
prominent in asthmatics, so the diagnosis of
asthma is sometimes problematic. The gold stan-
dard for asthma diagnosis is based on the meas-
urement of breathing parameters (spirometry),
but this testing is difficult to do with children, par-
ticularly in those younger than 4 years of age. On
balance, it is believed that underdiagnosis of
asthma is a frequent problem. In patients with
asthma, their breathing status at any given time is
readily self-measured with a simple mechanical
device known as a peak flow meter. Based on a
“personal best” measurement, the physician can
designate flow zones as “under control” (green),
“caution” (yellow) or “stop”—get help from a doc-
tor (red). These designations are incorporated in
an asthma action plan, which should be provided
for every asthma patient.

Two general categories of medication are used to
treat asthma. Long-term controller medications act
to reduce inflammation and the severity of attacks.
Such medications include Cromolyn Sodium, corti-
costeroids (oral and inhaled), leukotriene modi-
fiers, and long-acting beta–2 agonists. Quick relief,
or rescue, medications are taken to fight an acute
episode (and beforehand to prevent exercise-in-
duced asthma) and include short-acting beta–2 ag-
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onists, oral corticosteroids (short-term) and Iprat-
ropium bromide. If rescue medications are needed
on a daily basis, long-term medications may need to
be reevaluated. It is important to understand that
different people respond differently to different
medications, so treatments and dosages must be
tailored to the individual patient. Patient-doctor
feedback is essential in developing the optimum
regimen for each patient. Patients must also realize
that they must take controller medications as pre-
scribed even when they are feeling well. It is also im-
portant to understand that the steroids used for
asthma are different than those abused by some
athletes. Side effects are fewer, and dosages deliv-
ered directly to the lungs are much smaller than
whole-body dosages. Concerns about these medica-
tions should be discussed with the doctor.

Asthma is a chronic disease that can be severe,
even resulting in death. Nevertheless, it is a disease
that can be controlled. The widely enunciated
goals of asthma treatment are that nearly all
asthma patients should maintain normal activity
levels, have no missed school- or workdays, and
have normal or near-normal breathing. Barriers to
these goals include patient education (and compli-
ance) and physician education. It is reported that
many primary care physicians do not fully follow
the guidelines of the NHLBI for the diagnosis and
treatment of asthma (Hegner, 2000). Patients who
do not attain the above goals after three to six
months of treatment should get a second opinion
about their treatment.

Joseph T. Ponessa

See also: Air Quality; Healthy Indoor Air; Indoor Air
Pollution; Mold and Health; Treatment Adherence
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Attachment
The term “attachment” refers to the loving bond
that unites two or more people across time and
space.Attachments form beginning in infancy, and
contribute to the survival of the human species by
binding infants, who are dependent on the care of
an adult, and their caregivers together. An infant’s
development of an attachment to a parent or close
caregiver is considered a hallmark of social and
emotional development in the first year of life. As
infants develop, attachment relationships that are
positive and secure afford them trust in them-
selves and others, and confidence to explore and
learn, knowing that the protection and nurturance
of an attachment figure is available if needed. Sig-
mund Freud made the assertion that the infant-
mother relationship was “the prototype of all later
love-relations” (1963). This statement highlights
the importance of the initial attachments a baby
develops, often to his mother, and to the signifi-
cance of these early bonds. Since most infants now
are cared for by several close caregivers, they de-
velop multiple attachments to the important peo-
ple in their lives, who include fathers, grandpar-
ents, and child-care providers.

Attachment theory (Bowlby 1982) became one
of the major organizing frameworks of social and
emotional development in the latter part of the
twentieth century (see Cassidy and Shaver 1999).
Key questions regarding the place of attachments
in human development include (a) developmental
questions, as to how, when, and to whom attach-
ments form; (b) individual difference questions, as
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to whether all attachments look the same; (c) en-
vironmental context questions, as to the ways as-
pects of the social environment affect attach-
ments; (d) developmental impact questions, as to
the ways early attachments affect later develop-
ment; and (e) questions of cultural specificity, as to
whether attachments are universal or culturally
specific.

Except in highly unusual conditions (for exam-
ple, severe neglect or abuse), virtually all infants
develop close emotional ties to those who care for
them. It is part of the human biological makeup to
form attachments; they are critical to the protec-
tion, nurturance, and development of human be-
ings. Understanding attachments is central to un-
derstanding how someone responds when under
stress, or in need, since attachment behavior is ob-
served under these conditions. Having a secure at-
tachment to a caregiver reduces a young child’s
fear, distress, or anxiety in challenging situations
and enables the child to explore with confidence
and to manage negative emotions. This security
also strengthens the child’s sense of competence
and effectiveness, both in obtaining assistance
from others, and when appropriate, in handling
problems herself.

Attachment Formation and 
Individual Differences
Attachment relationships begin to develop early in
infancy, and become consolidated between six and
twelve months of age. They can, however, form
later in childhood, or even in adulthood. Not all at-
tachments look the same. Some attachments are
called secure, while others are called anxious,
avoidant, or insecure (Ainsworth et al. 1978).A se-
cure attachment is marked by confident explo-
ration and ready soothing of distress when the
child is upset; this kind of attachment is the case
for the majority of infants. Less frequently, infants
develop attachments to caregivers that reflect un-
certainty or lack of trust in the responsiveness of
the caregiver. Infants with insecure attachments
are not so easily soothed by the caregiver, and their
exploratory play may be overly independent or
anxiously dependent.

One of the central questions in the study of
parent-child relationships has been whether dif-
ferences in parenting behavior affect the attach-
ments that children form. Research studies have
demonstrated that the key component in attach-

ment security is the sensitivity of the caregiver’s
behavior toward the infant. In Western cultures,
sensitivity is defined by how accessible and emo-
tionally available the caregiver is to understanding
the needs of the child, the promptness and timing
of the responses, especially when the child is in
distress, and the level of acceptance of the child.

While once it was thought that infants devel-
oped close attachments only to their mothers, we
now know that attachments are formed to many
caregivers, including mothers and fathers, child-
care providers, preschool teachers, and sometimes
also grandparents and other adults. Infants’ at-
tachments with these caregivers may be secure or
insecure, based on their experience with each per-
son, largely independently of the security of their
relationships with the other people who care for
them.

Environmental Context
Sensitive care, and its opposite, are influenced by
many features of a caregiver’s life experience, such
as social stress and support, and the caregiver’s
childhood history, including his own attachment
relationships. Sensitivity may be undermined by
things that make the caregiver psychologically un-
available, such as depression or other forms of
mental illness. In such cases, other circumstances
prevent a caregiver from having the emotional and
psychological availability to be highly responsive
and developmentally appropriate in his behavior
toward the child, particularly when the child is dis-
tressed. In families where the caregiver has experi-
enced insecure attachments in his own childhood,
and the current circumstances make it more diffi-
cult to care for an infant sensitively (for example,
marital conflict, economic stressors, unstable liv-
ing situation), infants are more likely to develop
insecure or anxious attachments than under con-
ditions that promote caregiver sensitivity.

Developmental Aspects
Although some used to think of attachment as
something that infants would grow out of, those in
the field now think of attachment as playing a role
during the whole life span. Humans develop and
maintain attachments throughout the life cycle,
from infancy to old age.Attachments form in close
relationships when people can or need to rely on
others in times of stress. Attachment relationships
look different at various points in development,
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since, for example, the abilities and needs of 7-
year-olds or 14-year-olds are different from those
of infants. Whereas an infant typically needs close
physical proximity or contact with her attachment
figure to gain security when she is distressed, an
older child may only need to know that her attach-
ment figure is nearby; for others, just thinking
about the attachment figure may bring relief.

As infants develop, they begin to form repre-
sentations, or mental images, of their attachment
figures, themselves, and the world. Attachment
theorists call these mental images “internal work-
ing models.” It is thought that as children grow
older, these mental representations help to shape
aspects of their cognition and behavior, since
they provide a filter, or backdrop, for understand-
ing what happens in the child’s world and act as
catalysts for behavior. For example, a child with a
secure attachment may develop an internal work-
ing model of the world as generally enjoyable, a
world in which, when trouble arises, attachment
figures and others will lend aid. He may also de-
velop an internal working model of himself as ef-
fective and competent, which contributes to posi-
tive interaction.

Attachment relationships are not static. They
change and grow in concert with the developing
child and the changing social contexts in which the
child lives. Since parents and other attachment fig-
ures and the kind of caregiving they provide can
also change over time, security of attachments can
change in the early years when changes occur in
the caregiver’s sensitivity. Attachments can be-
come more secure, for example, if the contexts for
children’s care become more responsive and sensi-
tive. Although changes in attachments are possible
throughout development, it is thought that attach-
ments in infancy and early childhood hold a spe-
cial role; they set the stage, laying the foundation
for later development by providing the initial in-
ternal working models that children use to guide
their interpretations of events and their own be-
havior.

Consequences for Development
Developmental psychologists and others have
been interested in the question of whether and
how experiences in attachment relationships in in-
fancy and early childhood affect the development
of personality and later competence. The question
is complicated, involving aspects of brain develop-

ment and the social environment (Shonkoff and
Phillips 2000). There is no doubt that human be-
ings continue to develop across the life span, and
that there is the potential for change (for better or
worse) after early childhood. One of the reasons
that early secure attachments are important is that
they set in motion a positive relationship with a
caregiver that contributes to the development of
mutual trust and responsiveness between adult
and child. This relationship provides a secure base
for confident exploration in infancy and early
childhood and supports the development of moral
thought, emotional understanding, positive sense
of self, and motivation to learn and achieve.

Attachment relationships are important also
because of the way they influence young children’s
understandings of themselves and other people.
Children with secure attachments may have more
genuinely balanced and positive views of them-
selves, and a more sophisticated understanding of
emotions than children without secure attach-
ments. Differences in expectation about relation-
ships and about one’s own effectiveness in them
leads children and adults to engage the world in
different ways.

Researchers have conducted longitudinal stud-
ies that report that children with secure attach-
ments to parents (most of the research having
been done with mothers) develop more positive,
supportive close relationships beyond the family,
with teachers, friends, camp counselors, and so on.
This may be because they have a more positive ori-
entation to relationships, and greater confidence
and interpersonal social skill. These studies also
conclude that the sensitivity of current caregivers
later in life also have an impact, not simply the na-
ture of early attachments. Attachments seem most
closely linked with other aspects of social and
emotional development rather than with cogni-
tive, or intellectual development. Especially when
the sensitivity that initially led to a secure attach-
ment is maintained into childhood, secure attach-
ments support a positive orientation toward oth-
ers, effective emotional regulation, moral
awareness, and self-understanding, all crucial as-
pects of healthy psychological development.

Universal or Culture-Specific
Since the theory of attachment was originally de-
veloped and tested in Western cultures, some the-
orists have questioned whether attachments de-
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scribed in this way are truly a feature of the human
species (and demonstrate universality), or
whether they are specific to cultural contexts.
There is evidence of both universal and culturally
specific aspects of attachment theory. While it is
part of the human makeup to form attachments,
the particular ways in which attachments are man-
ifest in behavior vary somewhat according to cul-
ture and context. The behaviors that describe a se-
cure attachment in rural Kenya, for example, may
not be the same behaviors that describe secure at-
tachments in urban Tokyo.

Conclusions
Understanding the development of attachment re-
lationships and their potential consequences for
children’s lives was a major thrust of theorists in-
terested in social and emotional development dur-
ing the latter half of the twentieth century. The im-
portant knowledge gained is now being applied to
policies and programs in early childhood develop-
ment. For example, federally funded programs,
such as Early Head Start, and other early child-
hood programs may embrace a relationships-
based developmental orientation to curriculum
that promotes the formation of secure attach-
ments between children and their parents and
other caregivers.

M. Ann Easterbrooks

See also: Child Care: Issues for Infants and Children;
Freud, Sigmund; Head Start; Maternal Deprivation;
National Association for the Education of Young
Children; Parent-Child Synchrony; Public Policy and
Early Childhood
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Attention-Deficit/Hyperactivity 
Disorder (ADHD)
Attention Deficit Hyperactivity Disorder (ADHD)
is a condition characterized by ongoing patterns of
inattention or hyperactivity/impulsivity, or both,
that occur in two or more domains of an individ-
ual’s life and prohibit the person from functioning
at developmentally appropriate levels. There are
diagnostic criteria that must be met for ADHD,
and the disorder is broken into three subtypes:
ADHD, Combined Type; ADHD, Predominantly
Inattentive; and ADHD, Predominantly Hyperac-
tive-Impulsive Type (American Psychiatric Asso-
ciation, 2000). Estimates of the disorder are high,
and there are varying theories as to the etiology of
ADHD. Given the symptoms, the disorder has
broad implications for the affected individual and
her family, as well as for those working with her.
Treatment options vary, and encompass the multi-
ple domains in which the person lives, works, and
studies.

Prevalence
In the early twenty-first century, ADHD is one of
the most common reasons for referral to psychol-
ogists, mental health clinics, and guidance centers
(Mash and Terdal 1997). It is estimated that be-
tween 3 and 7 percent of school-age children have
ADHD. The disorder occurs more often in males
than in females, particularly in samples of chil-
dren referred to outpatient mental health clinics.
Estimates of the male-to-female ratio of those af-
fected by ADHD range from two-to-one (2:1) to
nine-to-one (9:1), with higher male-to-female
prevalence rates found in clinic settings. There is
currently little data about the prevalence rates of
ADHD in adolescents and adults (American Psy-
chiatric Association 2000).

Making the Diagnosis
ADHD is marked by persistent patterns of inatten-
tion and hyperactivity-impulsivity (American
Psychiatric Association 2000). To be diagnosed
with ADHD, children must show signs of the disor-
der prior to 7 years of age, and the symptoms must
have impaired the child’s functional abilities. In
addition, symptoms must be present in at least two
different arenas of the child’s life (for example,
school and home). The symptoms associated with
ADHD may not be accounted for as a result of an-
other disorder or illness, and must be prevalent
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enough to interfere with the child’s normal activi-
ties (socializing with peers, academic work, and so
on). Often, symptoms will vary across settings and
be worst in situations requiring the child’s sus-
tained attention. Many children and adolescents
are diagnosed with ADHD, Combined Type, imply-
ing that they have difficult with both inattention
and hyperactive-impulsive behavior. However, it is
possible that a child may be predominantly inat-
tentive or predominantly hyperactive-impulsive,
thereby warranting the diagnosis of either ADHD,
Predominantly Inattentive; or ADHD, Predomi-
nantly Hyperactive-Impulsive Type. In any case,
children must demonstrate symptoms for a mini-
mum of six months prior to the diagnosis (Amer-
ican Psychiatric Association, 2000).

Attention-Deficit Disorder,
Predominantly Inattentive Type
Children with ADHD, Predominantly Inattentive,
have difficulty persisting in tasks that require sus-
tained attention. Because of this difficulty, the child
often dislikes these types of activities and develops
means by which to avoid them. The child is prone
to making careless mistakes in schoolwork or ac-
tivities, often as a result of not checking the accu-
racy of his work. Schoolwork for these children is
often messy and lacks attention to detail.

The child with ADHD, Predominantly Inatten-
tive, has difficulty with organizational tasks and,
as a result, may often lose items, forget activities,
or fail to complete work (i.e., schoolwork, chores,
and the like). Often the child with ADHD, Predom-
inantly Inattentive Type, may appear not to hear or
listen to instructions. She can be easily distracted
by extraneous stimuli that would not noticeably
affect another same-age child. Because the child
with ADHD, Predominantly Inattentive Type, is
easily distracted, she may also move often from
one activity to another. These children are often
reported to be more off-task than their peers and
to engage in more daydreaming types of behavior
(Barkley, DuPaul, and McMurray 1990).

The Diagnostic and Statistical Manual of Mental
Disorders (DSM-IV-TR) lists the diagnostic crite-
ria for ADHD, Predominantly Inattentive. To be di-
agnosed with this form of the disorder, the child
must demonstrate at least six of the inattentive
characteristics, while not demonstrating at least
six of the characteristics on the hyperactivity-
impulsive scale. Again, the symptoms must impair

the child’s functioning, be present for at least six
months, occur in two or more settings, and not be
the result of another disorder or illness (American
Psychiatric Association 2000).

Attention-Deficit/Hyperactivity Disorder,
Predominantly Hyperactive-Impulsive Type
The behavior of children with ADHD, Predomi-
nantly Hyperactive-Impulsive Type, is character-
ized by high levels of motor activity, fidgety behav-
ior, and squirming when required to sit in a chair.
These children have trouble staying seated in the
classroom and are often found exploring, running,
and climbing when they should be doing school-
work. As children, they appear to be always on the
go, and many talk continuously. They also have dif-
ficulty following the rules of games, which can in-
hibit peer interactions.

If impulsive behavior is demonstrated, it is
marked by an inability to inhibit behavior in an age-
appropriate manner. Typical behaviors of children
with impulsivity difficulties include interrupting
others who are speaking, shouting out answers be-
fore being called on, and trouble waiting for one’s
turn (American Psychiatric Association 2000).

Like ADHD, Predominantly Inattentive Type,
the ADHD, Predominantly Hyperactive-Impulsive
Type, must be present for a minimum of six
months prior to diagnosis, cannot result from an-
other illness, must occur in two or more settings,
and must impair the child’s ability to function at
developmentally appropriate levels. For diagnosis,
the child must have at least six of the hyperactive-
impulsive characteristics defined by the DSM-IV-
TR, but may not have as many corresponding inat-
tentive symptoms.

Attention-Deficit Disorder, Combined Type
Children diagnosed with ADHD, Combined Type,
meet the criteria for ADHD, Predominantly Inat-
tentive Type; and ADHD, Predominantly Hyperac-
tive-Impulsive Type. Both inattentiveness and
hyperactivity-impulsivity mark the behavior of
these children.

Etiology
Genetics are believed to play an important role in
the development of Attention-Deficit/Hyperactiv-
ity Disorder. Children with ADHD are more likely
than their non-ADHD peers to have a first-degree
biological relative who also had ADHD (Sherman,
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Iacono, and McGue 1997). Genetic research also
implies that alterations in genes may results in al-
tered psychological functioning. For example, Tay-
lor (1999) identified links between impulsivity
and the genetic variations of the D4 and DRD4
dopamine receptor genes. Dopamine is suspected
of being linked to impulsivity specifically through
dopamine D4 receptor polymorphisms (Sherman,
Iacono, and McGue 1997). Alterations in genes
coding for the D1, D2, D3, and D4 dopamine re-
ceptors are correlated with impulse-control disor-
ders (Hollander and Rosen, 2000). Thus, although
further research needs to be conducted, there are
reasons to believe that genetics may predispose a
person to the development of ADHD.

Neuropsychologists studying ADHD are inter-
ested in the specific areas of the brain that may be
affected in children with this disorder. They be-
lieve that structural abnormalities in the brain
may lead to the behaviors manifested in children
with ADHD. The types of tasks on which children
with ADHD have difficulty are often referred to as
executive functions. Examples of common execu-
tive-function difficulties in the ADHD population
include difficulty monitoring his own perform-
ance, trouble maintaining vigilance, poor motor
persistence, and a decreased ability to inhibit auto-
matic responses (Korkman, Kirk, and Kemp 1998).
The brain’s frontal cortex, and in particular the
prefrontal lobes, are believed to be responsible for
executive functions. Magnetic resource imaging
procedures (MRIs) have found that individuals
with ADHD have smaller brain sizes, brains that
are less dense (Castellanos et al. 1994), and de-
creased cerebral blood flow and activity (Mash
and Terdal 1997).

Other less developed theories of the etiology of
ADHD suggest that diet may play a role in ADHD.
Some researchers claim that additives may pro-
duce allergic reactions in some children, or that
too much sugar consumption results in ADHD.
These dietary theories are largely speculative,
however, and are not substantiated by empirical
research (Mash and Terdal 1997). In addition,
there are conflicting reports about high levels of
lead exposure and their link to ADHD.

Assessment of Attention-Deficit/
Hyperactivity Disorder
In order to determine whether or not a child has
ADHD, professional assessments must be con-

ducted. Typically, these assessments are conducted
by physicians, psychiatrists, or licensed psycholo-
gists. Because the diagnosis depends on symp-
toms in at least two settings, multiple methods are
often used in the assessment of the child with
ADHD.

The most common assessment measures are
self-report measures that can be completed by
parents, teachers, or the child herself. Self-report
measures are usually paper and pencil tasks that
ask the reporter to assess the child’s behavior.
Scores are computed and used to determine if the
child, in a given setting, meets the criteria for
ADHD. Psychologists often use tests of attention
span relative to the child’s performance in other
cognitive tasks.

Often interviews are also conducted to obtain
more qualitative information about the child’s be-
havior, functioning level, and the level of impair-
ment. Parents are often interviewed, and, depend-
ing on the child’s capacity, he may also be
interviewed. Observations and measures of peer
interactions are also used to assess children with
ADHD. It is best to use multiple assessment meth-
ods, and to have multiple reporters, when attempt-
ing to confirm or deny an ADHD diagnosis.

Ecological Impact
Depending on the child’s age and developmental
level, she may experience other features that coin-
cide with ADHD. Other frequently occurring fea-
tures and disorders include mood disturbances,
poor self-esteem, low frustration thresholds, emo-
tional outbursts, dysphoria, and rejection by peers.
These children are also at increased risk for sub-
stance abuse, emotion-regulating difficulties, and
learning disabilities (American Psychiatric Associ-
ation 2000).

Poor interpersonal interactions, resentment,
and antagonism often characterize these children’s
relationships with their parents and siblings. Par-
ents with a child with ADHD often report high lev-
els of parental stress. They often become frus-
trated with the child with ADHD, though
successful interventions can ameliorate the nega-
tive emotions and interactions (American Psychi-
atric Association 2000).

Similarly, a child with ADHD can present chal-
lenges to classroom teachers, who must try to
manage the child’s behavior within a larger class-
room context. Children with ADHD tend to per-
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form less well in group situations. They demon-
strate improved attention and behavior in posi-
tively reinforcing environments where there is
close supervision, especially in one-on-one set-
tings. Novel situations also benefit the ADHD child
(American Psychiatric Association 2000).

Treatment
Childhood ADHD affects the individual child, her
parents and siblings, peers, teachers, and other
people with whom the child interacts. Multiple as-
sessment methods are needed to assess the child’s
functioning in various domains of her life. This
multimodal assessment method should produce
recommendations and treatment techniques that
improve the child’s functioning overall, as well as
in the particular arenas in which she struggles
(Mash and Terdal 1997).

Stimulant medications are one form of treat-
ment for ADHD. Medication is most applicable for
children four years of age and older with moderate
to severe forms of ADHD. Ritalin is one stimulant
medication that has proven beneficial for some
children with ADHD. Among the reported effects
of stimulant medications are improved attention,
decreased levels of impulsive behavior, less dis-
tractibility, and more on-task behavior. Approxi-
mately 75 percent of children over the age of five
improve when taking stimulant medications
(American Psychiatric Association 2000).

Stimulant medications are most successful
when combined with other forms of treatment or
intervention (Estrada and Pinsof 1995). Although
it does not affect core symptoms, parent training is
another form of intervention for families who have
a child with ADHD. Parent training teaches parents
more effective ways to interact with their child,
and can help families develop and implement be-
havior-management programs. For families with
an adolescent with ADHD, parent-adolescent in-
terventions have proven helpful in improving com-
munication and relationships (Mash and Terdal
1997).

Teachers and school psychologists also work to
design classroom management programs that as-
sist the child with ADHD. Among the classroom
techniques that are helpful for this population of
students are behavior-management programs,
token reinforcements, positive reinforcements for

on-task behavior, and behavior contracts (Mash
and Terdal 1997).

Lastly, self-control training programs have
demonstrated an ability to help ADHD children
improve their capacity to inhibit inappropriate be-
havior. These programs teach the children to de-
scribe and understand the problems they face,
generate solutions, evaluate each potential solu-
tion, decide on one course of action, and then eval-
uate the results of their decision (Kendall and
Praswell 1985).

Karen Kiley-Brabeck

See also: Externalizing Disorders
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Bandura, Albert
Albert Bandura was born on December 4, 1925, in
Mundare, a small hamlet in northern Alberta,
Canada. He was the only son in the family, with five
older sisters. His elementary and high school years
were spent at the only school in town, which was
woefully short both on resources and teachers. The
school contained eight classrooms for grades
1–12, and two teachers handled the entire high
school curriculum.“Students had to take charge of
their own education,” Bandura recalled. “Very
often we developed a better grasp of the subjects
than the overworked teachers” (Stokes 1986a, 2).
Although far off the usual path to academe, the
school spawned an atypical class of graduates,
most of whom went on to attend universities
throughout the world. “The content of most text-
books is perishable,” observed Bandura, “but the
tools of self-directedness serve one well over time”
(Stokes 1986a, 2).

After high school graduation, Bandura took a
summer job working in the Yukon, filling holes to
protect the Alaska Highway against its continual
sinking into the muskeg. There the young Bandura
found himself surrounded by a motley crew of
characters, most of whom were, in some manner
or other, avoiding something—the authorities,
creditors, alimony, the draft board, or probation
officers. It was under these circumstances that
Bandura began to develop his appreciation for the
psychopathology of everyday life.

After that summer, Bandura began undergrad-
uate studies at the University of British Columbia.
His choice of psychology as a major and subse-

quent career came about by chance. The unde-
clared undergraduate commuted to the university
in a carpool of engineering and premed students
whose academic day began early in the morning.
He noticed that an introductory psychology course
would fill his schedule at an early time slot, so he
took it. Bandura became fascinated by psychology
and decided to major in it. In 1949, he graduated
with the Bolocan Award in psychology.

When it came time to select a graduate school,
Bandura asked his undergraduate adviser,“Where
are the stone tablets of psychology?” Informed that
the tablets were to be found at the University of
Iowa, he departed for Iowa City, with his adviser’s
parting counsel that the psychology department at
Iowa was a distinguished but tough place. Indeed,
Bandura found it an intellectually lively and chal-
lenging department. It was also a place at which
fundamental problems in learning were vigorously
investigated, competing theories were stringently
tested, and the annual excursions to meeting of the
Midwestern Psychological Association resembled
missionary ventures. It was also a supportive de-
partment. As a Canadian, Bandura did not qualify
for financial support. With the help of adviser Art
Benton, Bandura supported himself with
makeshift carpentry jobs (Bandura 1991).

One day during graduate school Bandura was
playing golf with a friend when they found them-
selves playing behind an attractive twosome of
women golfers. After a few months of courtship,
Bandura married Virginia (Ginny) Varns, one of
the golfers who was then on the teaching staff of
the College of Nursing. Bandura received his M.A.
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degree in 1951 and his Ph.D. in 1952 under the di-
rection of Arthur Benton. He went on to a postdoc-
toral internship at the Wichita Guidance Center,
while Ginny supervised the Obstetrics Hospital
there. Ginny and Albert Bandura became parents
to two daughters, Carol and Mary.

Bandura joined the faculty of the Department of
Psychology at Stanford University in 1953, where he
remained to pursue his career. From the start Ban-
dura was delighted to join a first-rate university
composed of gifted students and distinguished col-
leagues. Stanford also provided a supportive envi-
ronment for professors eager to go where their cu-
riosity and ingenuity might lead them. When
Bandura arrived on campus, the renowned psychol-
ogist Robert Sears was chair of the department. In-
fluenced by Sears’s work on familial antecedents of
social behavior and identificatory learning, Ban-
dura’s initial research centered on the role of social
modeling in human motivation, thought, and ac-
tion. In collaboration with Richard Walters, his first
doctoral student, Bandura began to engage in field
studies of social learning and aggression. Their
joint efforts illustrated the critical role of modeling
in human behavior and led to a program of research
into the determinants and mechanisms of observa-
tional learning (part of which is known in the his-
tory of psychology as the Bobo Doll studies.). The
program also led to Bandura’s first book, Adolescent
Aggression (1959), and to a subsequent book, Ag-
gression: A Social Learning Analysis (1973).

Having gained a better sense of how people
learn by observation, Bandura extended this work
to abstract modeling of rule-governed behavior
and to disinhibition through vicarious experience.
Again with Richard Walters, in 1963 Bandura pub-
lished his second book, Social Learning and Per-
sonality Development. In 1964, he became a full
professor at Stanford, went on to chair the psychol-
ogy department, and was elected Fellow of the
American Psychological Association (APA). In
1974, Stanford awarded him an endowed chair and
he became David Starr Jordan Professor of Social
Science in Psychology. In 1977, Bandura published
the ambitious Social Learning Theory, a book that
dramatically altered the direction psychology was
to take in the 1980s. The growth of interest in so-
cial learning and psychological modeling that took
place during the last decade of the twentieth cen-
tury owes much to Bandura’s theoretical analyses
of this phenomenon.

Bandura found Stanford to be a remarkable
place for collaborative research, and during his
tenure there, he collaborated in and developed
joint projects with internationally known scholars
such as Jack Barchas and Barr Taylor in psychiatry,
Robert DeBusk in cardiology, and Halsted Holman
in internal medicine. One of these projects studied
the way people’s perceptions of their own ability to
control what they view as threats to themselves in-
fluence the release of neurotransmitters and
stress-related hormones into the bloodstream. A
major finding that resulted from these studies was
that people can regulate their level of physiological
activation through their belief in their own capa-
bilities to do so, or their self-efficacy beliefs.

In the course of investigating the processes by
which modeling alleviates phobic disorders in
snake phobics, Bandura again found that changes
in behavior and fear arousal were mediated largely
through the self-beliefs of the phobic individuals,
the beliefs they had in their own capabilities to al-
leviate their phobia. Bandura then launched a
major program of research examining the influen-
tial role of self-referent thought in psychological
functioning.Although he continued to explore and
write on theoretical problems relating to myriad
topics—including observational learning, self-
regulation, aggression, psychotherapeutic change,
and moral disengagement—from the late 1970s a
major share of his attention was devoted to explor-
ing the role that self-efficacy beliefs play in human
functioning.

By the mid-1980s Bandura had developed a so-
cial cognitive theory of human functioning that ac-
cords a central role to cognitive, vicarious, self-reg-
ulatory and self-reflective processes in human
adaptation and change. This social cognitive theory
is rooted in a perspective known as agentic, one
that views people as self-organizing, proactive, self-
reflecting, and self-regulating, not just as reactive
organisms shaped by environmental forces or
driven by inner impulses. In Bandura’s social cog-
nitive theory, human functioning is seen as the
product of a dynamic interplay among personal,
behavioral, and environmental influences. In this
model of triadic reciprocal causation, people are
producers as well as products of their environment.
His 1986 book, Social Foundations of Thought and
Action: A Social Cognitive Theory, provided the
conceptual framework and analyzed the large body
of knowledge bearing on this theory.

66 Bandura, Albert



Emphasizing that human lives are not lived in
isolation—that people work together on shared
beliefs about their capabilities and common aspi-
rations to better their lives—Bandura expanded
the conception of human agency to include collec-
tive agency. This conceptual extension makes the
theory applicable to human adaptation and
change in societies with a collectivist orientation
as well as those with an individualist orientation.
In his 1997 book, Self-Efficacy: The Exercise of
Control, Bandura set forth the tenets of his theory
of self-efficacy and its applications to fields as di-
verse as life-course development, education,
health, psychopathology, athletics, business, and
international affairs.

Bandura’s contributions to psychology have
been recognized in the many honors and awards
he has received. He was elected to the presidency
of the APA in 1974 and that of the Western Psycho-
logical Association in 1981, and he was appointed
honorary president of the Canadian Psychological
Association. Some of the awards he has received
include the Distinguished Scientific Contributions
Award of the APA, the Distinguished Scientist
Award from Division 12 of the APA, the William
James Award of the American Psychological Soci-
ety for outstanding achievements in psychological
science, the Distinguished Contribution Award
from the International Society for Research in Ag-
gression, a Guggenheim Fellowship, and the Dis-
tinguished Scientist Award of the Society of Be-
havioral Medicine. He has been elected to the
American Academy of Arts and Sciences and to
the Institute of Medicine of the National Academy
of Sciences. He is the recipient of honorary degrees
from universities that include the University of
Rome, the University of Salamanca in Spain, Indi-
ana University, the University of New Brunswick,
Leiden University, and the Free University of
Berlin. In August of 1999, he received the
Thorndike Award for Distinguished Contributions
of Psychology to Education from the APA.

Bandura has served psychology in numerous
capacities and expended great energy to ensure
that psychological knowledge is appropriately ap-
plied. A regular commuter to Washington, D.C., he
has served on numerous advisory boards, research
panels, federal agencies, and congressional com-
mittees. He has also served on committees and
commissions of various psychological associa-
tions and on the editorial boards of some twenty

journals, often for extended tours of duty. To date
he has authored seven books and edited two others
—these have been translated into numerous lan-
guages, including Spanish, Italian, Portuguese, Pol-
ish, German, Russian, Japanese, and Korean—and
he has authored over 230 articles and book chap-
ters.

As the new century dawned, Bandura broad-
ened the scope of his thinking to expound a social
cognitive theory capable of encompassing the crit-
ical issues and problems of the new millennium.
He has spoken and written on topics as diverse as
escaping homelessness, how environmental sus-
tainability can be aided by sociocognitive deceler-
ation of population growth, and how self-efficacy
can be cultivated for personal and organizational
effectiveness. He has proposed a social cognitive
view of mass communication, explained the self-
regulatory mechanisms governing transgressive
behavior, and shown how perceived social ineffi-
cacy help lead to childhood depression and sub-
stance abuse. Exploring the moral disengagement
in the perpetration of inhumanities in a recent ar-
ticle, Bandura outlined the psychosocial tactics by
which individuals and societies selectively disen-
gage moral self-sanctions from inhumane conduct
and called for “a civilized life,” in which humane
standards are buttressed “by safeguards built into
social systems that uphold compassionate behav-
ior and renounce cruelty” (2000, 193).

Ultimately, Bandura holds the view that secur-
ing happiness transcends academic pursuits. The
Banduras are fond of hiking in the majestic Sierras
and the coastal ridges and headlands of California.
“To place petty concerns into their cosmic per-
spective,” observed the professor, “nothing beats a
few days communing with the muses on top of a
mountain” (Pajares 2001). He favors Vogelsang
Pass in the high Sierras. Each fall the Bandura
family turns for pleasure to another of his pas-
sions, the San Francisco Opera. Volumes of guides
to Bay Area restaurants grace his bookshelves
alongside professional books. He rarely passes up
an opportunity to sample the noble grape in the
bucolic vineyards of the Napa and Sonoma valleys.
It goes without saying, of course, that no joy can
surpass that of playing with his grandchildren,
identical twins Andy and Tim.

Frank Pajares
See also: Moral Development; Self-Efficacy; Social

Cognitive Theory
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Behavior Settings
Factors in the environment are some of the most
important things that influence a person’s devel-
opment. The person and the environment together
form an overall system, an ecology, that controls
and directs behavior. In this sense the environ-
ment is as important as the person in determining
what the person will or will not do. Information
about the environment can be very useful both in
assessing a person’s behavior and in generating
strategies to help people change their behavior.

In current thought, the environment is often
seen as divided into naturally occurring chunks
called behavior settings. People live, behave, and

work in these behavior settings throughout their
lives. Knowledge of behavior settings can be used
to better understand a person’s environment as
well as to make improvements in that environ-
ment. Roger Barker was given a special scientific
prize by the American Psychological Association
for his discovery of these settings.

A behavior setting has two sets of characteris-
tics or properties: Both are necessary in order for a
behavior setting to be said to exist. (1) Each setting
has its own (a) time, (b) place, and (c) object props
(the things and the people in the environment). (2)
Each setting also has its own attached standing
pattern of behavior (these are the “rules and roles”
of the setting, that is, the rules by which the setting
operates, and the various roles people play while in
the setting). For example, Mrs. Smith’s English
class (the behavior setting) met today from 1:03
P.M. until 1:47 P.M. (time) in room 63 (place) and
contained desks, chairs, books, tablets, pencils,
blackboards, and a plant, as well as Mrs. Smith and
twenty-three students (the object props). The rules
and roles of the setting (the attached standing pat-
tern of behavior) were that Mrs. Smith collected
homework assigned yesterday, the class discussed
the homework, then read a new chapter and dis-
cussed it. Mrs. Smith then assigned homework for
tomorrow. During these activities Mrs. Smith was
in charge, but the students were significant partic-
ipants. Mrs. Smith was expected to be knowledge-
able, fair, and reasonable, and the students were ex-
pected to respond well and in an orderly manner.

In another example, Sunday morning worship
service met from 11: 04 A.M. until 12: 06 P.M., in the
church sanctuary, and there were pews, hymnals, a
pulpit, a choir loft, an organ, and various decora-
tions, as well as the minister, organist, music direc-
tor, and the congregation. The rules and roles were
such that that the music director led the congrega-
tion in singing, the choir sang a special number,
the minister gave a sermon, and everyone prayed.

In a third example, the behavior setting of bas-
ketball game met Friday from 7: 03 P.M. until 9: 13
P.M. in the high school gymnasium, and there was
a marked court, balls, baskets, uniforms, refresh-
ments, and band instruments, as well as players,
coaches, referees, musicians, and spectators. The
rules and roles of this setting called for players to
move the ball up and down the court according to
a set of rules, while the referees monitored compli-
ance with these rules, the coaches gave instruc-
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tions to the players, and the spectators shouted en-
couragement, got refreshments, and listened to the
band play.

The important thing about these units of the
environment called behavior settings is that they
are very powerful and exert strong influences on
the behavior of people in them. In fact, for most
people, most of the time, behavior settings are
more influential on their behavior than their own
personalities or other individual factors. This does
not mean that things like personality fail to play a
role in behavior; it means that the environment (as
it acts in these behavior settings) is also a very
powerful influence on behavior. Jacob Kounin and
Paul Gump (1960) showed that if you look at peo-
ple’s behavior across settings you see a remarkable
similarity among the behaviors of most of the peo-
ple in each setting (e.g., worship service or Kroger
grocery store), and you see substantial differences
in the behavior of one person from setting to set-
ting (e.g., from worship service to basketball
game) despite the fact that each person has the
same personality in both settings. Again, this does
not mean that personality is inactive; it just means
that the environment also plays a strong role in di-
recting behavior. This is good news for people in-
terested in organizing environments that will help
people do things better and easier.

Settings are not permanent. They come into
being, live for as long as they are useful to the peo-
ple inhabiting them, and then go out of existence.
They are often begun by some person or group, but
most are not begun by the persons who inhabit
them at any given time.

Settings have a number of internal controls
built into them. For example, if a thing or a person
is not following the rules, they may be corrected
(e.g., the broken freezer case in the grocery store
may be repaired, the loud students may be asked to
quiet down). This process is called deviation coun-
tering. If the repair or correction does not work,
the thing or person causing the disturbance may
be removed from the setting (a process called ve-
toing). Both of these processes help keep the set-
ting moving along well so that it will satisfy the
needs of the persons who inhabit it.

Behavior settings are very sensitive to the de-
velopmental level of their inhabitants. Parents and
teachers organize settings that are appropriate for
children who do not yet have the skills to function
fully on their own. A large computer company or-

ganizes settings requiring a good bit of independ-
ence and productivity on the part of women and
men who work there. A nursing home organizes
settings where elders can get help with various
tasks of daily living. The internal control processes
of each setting (deviation countering and vetoing)
keep it going as long as it meets the needs of its in-
habitants at some basic level. When a setting be-
gins to meet those needs poorly (children are not
learning, computers are not being made, elders are
getting sick) the setting may be in danger, or, if the
problems become too great, go out of existence. In
that case, people enter other settings that do meet
their needs better. But, in any case, a person is in
some setting from birth to death.

Behavior settings are the environmental units
where development takes place. As Phil Schoggen
said, settings provide the opportunities and obliga-
tions for everyday human behavior (1989, 74).
Barker and his coworkers found that, in a small
town they studied called “Midwest,” children were
permitted to participate in more settings as they
get older, that is, it paid to grow up in Midwest. If a
child learned the rules and roles, she was permitted
to do more things. Behavior settings are the ways in
which cultures organize life for their members.

Roger Barker and Paul Gump also found that
some settings seem to encourage people better
than others (1964, 196). These settings had some-
what fewer people to carry out the tasks in them.
They were “underinhabited,” that is, there were not
quite enough people to get all the jobs done. In
these settings people worked harder, felt more
commitment to the setting, got to do a greater va-
riety of jobs, and held leadership positions more
often. Each of these characteristics contribute to
both a feeling of importance in the setting and to
increased cognitive development. Smaller schools
had more of these types of settings than larger
schools, but it was not the size of the school as such
that was important, it was the level of underinhab-
iting in most of its settings. Even large schools can
create underinhabited settings where people feel
more needed and perform better.

Behavior settings are very powerful tools for
optimizing the development of people who inhabit
them. The challenge is to create settings that work
well. An examination of the principles of behavior
settings can help people create behavior settings
that work better, or fix ones that have problems.
Allan Wicker (1987) and M. M. Scott (1980, 1990)
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have written in more detail about how behavior
settings work.

M. M. Scott

See also: Place Attachment across the Life Span
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Bereavement
The topic of bereavement is clearly part of human
ecology; the death of a loved one constitutes one of
the most challenging experiences that human be-
ings encounter in our lives as individuals, and in
the context of our families and communities.
Within an ecological perspective, it becomes clear
that a bereaved person’s experience can only be
understood by taking into consideration the
unique set of personal, social, and environmental
factors that surround the loss.

Different terms are used in reference to this ex-
perience. The term “bereavement” is related to the
Latin word rumpere (to break, to carry or tear
away), and refers to the objective status of a person
who has suffered the loss of someone significant.
“Grief ” is derived from Latin gravare (to weigh
down), and refers to the emotional experience of
the psychological, behavioral, social, and physical
reactions to one’s loss. The word “mourning” is re-
lated to the Latin word memor (mindful). It refers
to actions expressive of grief that are shaped by
social and cultural practices and expectations as-
sociated with loss. Exploring the original mean-
ings of these terms, Jeter commented that, like “the
ancients, people today surviving the death of a

family member do feel robbed, weighted down,
and are mindful of the past, knowing that life will
never be the same” (1983 219). But how do indi-
viduals cope with such an experience? To address
this question, it is helpful to examine the models
and approaches that seem most influential in the
current understanding of bereavement and grief.

Traditional Views
Freud’s paper “Mourning and Melancholia” was
the first major contribution to the field of bereave-
ment. According to Freud, the psychological func-
tion of grief is to become detached from the loved
one. The idea underlying this notion is that people
have a limited amount of emotional energy at their
disposal. Consequently, only by freeing up bound
energy will the person be able to reinvest in new
relationships and activities. Freud believed that
the mourner has to work through the grief by care-
fully reviewing thoughts and memories of the de-
ceased, a theory known as the grief work hypothe-
sis. Freud maintained that although the process of
working through causes intense distress, it is nec-
essary in order to achieve detachment from the
loved one.

The second theory that has been highly influ-
ential was advanced by John Bowlby. In his attach-
ment model of grief, Bowlby (1980) integrated
ideas from psychoanalysis and the literature on
human development. Fundamental to his view is
the similarity between the mourning behavior of
adults and children’s reaction to early separation
from the mother. He considers grief to be a form of
separation distress that triggers attachment be-
havior such as angry protest, crying, and searching
for the lost person. The aim of these behaviors is
maintenance of the attachment or reunion, rather
than withdrawal. However, in the case of a perma-
nent loss the biological function of assuring prox-
imity with attachment figures becomes dysfunc-
tional. Consequently, the bereaved person
struggles between the opposing impulses of acti-
vated attachment behavior and the need to survive
without the loved one. Bowlby believed that in
order to deal with these opposing forces, the
mourner must go through four stages of grief: ini-
tial numbness, disbelief, or shock; yearning or
searching for the lost person, accompanied by
anger and protest; despair and disorganization as
the bereaved gives up the search, accompanied by
feelings of depression and lethargy; and reorgani-
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zation or recovery as the loss is accepted, and an
active life is resumed. Emphasizing the survival
value of attachment behavior, Bowlby was the first
to give a plausible explanation for responses such
as searching for the lost person or anger in grief.

A number of other theorists have proposed that
bereaved individuals go through certain stages in
coming to terms with the loss. One such theory that
has received a great deal of attention is Elisabeth
Kubler-Ross’s model, laid out in her well-known
work, On Death and Dying (1969), which addresses
people’s reaction to their own impending death.
Kubler-Ross claims that individuals go through
stages of denial, anger, bargaining, depression, and
ultimately acceptance. It was her model that popu-
larized stage theories of bereavement. For the past
several years, stage models like Kubler-Ross’s have
been taught in medical, nursing, and social work
schools. These models also have appeared in arti-
cles in newspapers and magazines written for be-
reaved persons and their families.

As a result, stage models have strongly influ-
enced the common understanding of grief in
Western society. There is evidence that health care
professionals tend to use the stages as a yardstick
to assess the appropriateness of a person’s griev-
ing.A negative consequence of this tendency, how-
ever, is that people who do not follow the expected
stages may be labeled as responding deviantly or
pathologically. For example, a person who does not
reach a state of resolution after a certain time may
be accused of “wallowing in grief.” In addition, le-
gitimate feelings such as being angry because
one’s spouse died after receiving a wrong medica-
tion may be discounted as “just a stage.” Such a
rigid application of stage models has the potential
of causing harm to bereaved persons. Therefore,
many researchers have cautioned against taking
any stage theory too literally. Because of the wide-
spread use and acceptance of stage models,
Camille Wortman and Roxanne Silver (1989) sys-
tematically examined all empirical studies that ap-
peared to provide relevant data on the topic of cop-
ing with loss. What they found was that the
available evidence did not support and in some
cases even contradicted the stage approach. In
contrast to the notion of an orderly path of univer-
sal stages, the reviewed evidence showed that the
reaction to loss varies considerably from person to
person, and that few people pass through stages in
the expected fashion. The main weakness of the

stage models seems to be that they cannot account
for the immense variability in grief response, and
that they do not take into consideration outside in-
fluences that may shape the course of the grieving
process.

Current Understanding of Grief
Most researchers in the late twentieth and early
twenty-first centuries emphasize that grief should
be considered a series of flexible phases instead of
a set of discrete stages (see for example Rando
1993). Other authors have suggested that grief be
seen as transition (Silverman 2000). This concept
implies that the bereaved are not expected to re-
turn to the previous level of functioning, but rather
to accommodate to life’s changes. What kind of ac-
commodations this transitional process requires
depends most of all on who was lost. It is impor-
tant to recognize that each individual may experi-
ence a unique set of losses. For example, a widow
may have lost an intimate friend, a child-rearing
partner, a protector, and a sexual partner. Bereaved
parents may experience their child’s death as the
loss of a central part of themselves, and of all their
wishes, hopes, and expectations for the child’s fu-
ture. Bereaved siblings may have lost a close person
to confide in, and may also feel neglected because
their parents are so absorbed by their own grief.

Furthermore, the circumstances that surround
the death are likely to influence what the bereaved
will initially have to deal with. For instance, people
who experienced a sudden, traumatic loss such as
the death of a spouse or child in a drunk driving
accident must endure the shattering of their basic
assumptions about safety in the world in addition
to the loss itself. Following a sudden death, there
may also be a struggle to comprehend what has
happened. On the other hand, families that experi-
ence a death following a long illness may have to
deal with memories of dreadful suffering, with ex-
haustion after an extensive period of caretaking,
and with both a void and feelings of relief after
that task is taken away.

Factors Mediating the Grief Response
In the past decade, many studies have focused on
determining how factors such as the mode of
death or the nature of the relationship to the de-
ceased influence the grieving process. This re-
search was motivated by the idea that if risk fac-
tors for a problematic course of the grieving
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process were found, one would be able to deter-
mine that an individual with a certain set of cir-
cumstances will respond in a certain way. Factors
that have been shown to most reliably be associ-
ated with adaptation to a major loss include sud-
denness of the loss, prior mental health problems,
concomitant stressors such as ill health, and lack
of social support (see Cook and Oltjenbruns 1998
for a more comprehensive review). However, there
have been many inconsistencies across studies re-
garding the most important risk factors for prob-
lematic course of the grieving process.

It has been suggested that this inconclusiveness
may be due to the interaction of different contex-
tual factors. For example, a sudden death has often
been shown to result in more problems for a be-
reaved individual than an anticipated death. How-
ever, the perception of suddenness appears to be
related to the age of the deceased, in the sense that
even the sudden death of an older person tends
not to be as unexpected as the death of a younger
person because it constitutes more of an on-time
life event. Thus, to understand the role of risk or
protective factors, it is important to look at the
overall combination of contextual variables and at
the ways in which they interact. While providing
some valuable information, the attempt to identify
risk factors also introduced a mechanical view of
bereavement that seemed to take the focus away
from what appears the core question at hand:
What does a loss mean to bereaved individuals
and their lives, and how is the loss dealt with in the
context of the demands of each person’s daily life?

Loss- and Restoration-Oriented Coping
Keeping in mind that a newly bereaved individual
faces a life without the loved one, it becomes obvi-
ous that grief itself is only a part of what may be
involved in coping with loss. One of the problems
with grief models is that they suffer from an over-
focus on grief, while aspects of restructuring life
and the self to meet the demands of life’s changes
tend to be neglected. This seems due to the central
role that Freud, and later other authors, gave to the
concept of grief work. Margaret Stroebe and Henk
Schut, following up on the idea that coping with
loss requires more than confronting one’s grief,
suggested that grief work involves active efforts to
structure memories and thoughts and to regain
mastery over one’s life. In this spirit, they advanced
a dual-track model that involves two modes of

coping: loss-oriented and restoration-oriented
coping (Stroebe and Schut 1999). Loss-oriented
coping involves an effort to confront feelings of
grief and loss, while restoration-oriented coping is
an attempt to appease pain in some way, or dis-
tance oneself from one’s grief in order to focus on
the demands of daily life. This second approach
may enable a person to deal with grief in smaller
doses and at the same time create some space and
save energy to attend to aspects of restructuring
life. The idea is that usually both modes are needed
and used at some point in the grieving process,
and that a certain oscillation (and balance) be-
tween them is most likely to constitute an adaptive
coping style.

Paradigm Shift: From Breaking 
Bonds to Continuing Bonds
Most of Western culture encourages rituals and
traditions, such as regularly visiting the cemetery
or observing anniversaries of people’s deaths that
keep the dead as a part of daily life. At the same
time, the concepts of accepting a loss, putting it
behind, and releasing the dead so that one can go
on living are very prevalent. The theoretical basis
of the second approach is Freud’s notion that the
major task to be accomplished in the grieving
process is relinquishing the tie to the deceased in
order to be able to reinvest in new relationships.
However, in contrast to the notion of the necessity
of breaking down the attachment, numerous stud-
ies offer evidence that a continuing attachment to
the deceased is normal. Types of connections
identified in different studies include talking to the
deceased, incorporation of virtues of the deceased
into one’s own character, using the deceased as a
role model, and turning to the deceased for guid-
ance regarding a particular problem. Evidence
suggests that in the majority of cases, such contin-
uing bonds are perceived as comforting (see Klass,
Silverman, and Nickman 1999, for a review). Thus
over the past decade there has been a paradigm
shift from the traditional view that insists on the
necessity of disengagement, toward a position that
postulates the need for a continuing connection.

Grief in the Family Context
Although it seems obvious that the family context
plays an important role in the grieving process, re-
search to date has primarily focused on investigat-
ing the individual (Shapiro 1994). This may par-
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tially be due to the fact that including whole fami-
lies in a study is more expensive, consuming more
time and personnel. However, clinical experience
and research evidence from the few available stud-
ies suggest that certain family dimensions play an
important role in the functioning of bereaved fam-
ilies. Among these dimensions are family cohe-
sion, mutual support, flexibility in role adjust-
ment, parenting, empathy, communication, coping
styles, as well as meanings and interpretations at-
tached to families’ experience. While the available
evidence is not entirely consistent, there is some
consensus in what most authors consider to be
adaptive or maladaptive. Features that tend to be
looked at as problematic are low cohesion, rigidity
in role structure, blocked communication, an
avoidant coping style, as well as lack of empathy,
mutual support, and parenting skills.

Outlook
Taken together, the ways in which researchers
think about bereavement seem to have changed in
a number of crucial regards that reflect basic
tenets of the ecological approach: A shift can be
observed from the idea of a universal pattern of
stages toward a recognition of immense variability
and the importance of contextual influences; from
the assumption of a necessity to break all ties to
the deceased to a continuing bond orientation; and
from a model that is marked by a unitary focus on
grief toward a comprehensive approach that in-
cludes the challenges of dealing with daily life after
the loss. This new way of thinking also acknowl-
edges the need to take breaks from confronting
one’s grief. This last point seems to have particular
relevance for bereaved families, because family
members not only have to endure their own, but
also each others’ pain. In addition, the family life
and routine need to be maintained. However, there
is still much to be learned and understood about
the ways in which individuals and families cope
with a major loss, and those who suffer from a
major loss need and deserve an open-minded atti-
tude toward their plight.

Kathrin Börner

See also: Death: A Family Perspective; End-of-Life
Decision Making; Freud, Sigmund
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Biodiversity and the 
Use of Natural Resources
The terms biodiversity, biological diversity, and
ecological diversity refer to the diversity of organ-
isms that occur in a specific area. Biodiversity sus-
tains human beings and other organisms as a
source of food, medicine, shelter, or by providing
raw material for clothes, paper, and so many other
materials that support human life. The decreasing
of the biodiversity on Earth means that all organ-
isms are negatively affected through the extinction
of some species and scarcity of natural resources.
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Biologists and ecologists have different forms
of describing biological diversity, such as through
the number of species in an area, or through an
array of ecological indices that take into consider-
ation the number of individuals from each species
in an area. These indices are found in the ecologi-
cal literature under the names of their creators, as
for example the Simpson index and Shannon and
Wiener index, among others. There are graphical
forms of showing the biodiversity in an area, such
as through the species-area curves. For informa-
tion on the dynamics of biodiversity, see Michael
Rosenzweig’s 1995 book. The Convention of Bio-
logical Diversity, a treaty signed by more than 150
nations on June 1992 at the United Nations Con-
ference on Environment and Development, held in
Rio de Janeiro, Brazil, defines biodiversity as “the
variability among living organisms from all
sources including, inter alia, terrestrial, marine
and other aquatic ecosystems and the ecological
complexes of which they are part; this includes di-
versity within species, between species and of
ecosystems” (Gaston and Spicer 1998, 2).

There are some areas in the world that have
higher biodiversity than other areas. These areas
are often located in tropical countries, and they
show a high level of endemic species, or of organ-
isms with restricted occurrence in these sites.
Tropical coral reefs and rain forests are examples
of high-biodiversity areas. Rain forests are seen as
centers of biodiversity, containing more than half
the species of the entire world, but covering only 7
percent of the Earth’s land surface (Wilson 1988,
8). These areas are considered hot spots, having
high priority for conservation and often including
local inhabitants who depend upon the use of nat-
ural resources. Hot spots have a high biodiversity
and high chances of habitat loss along with risk of
species extinction.

The Atlantic Forest in Brazil and the Amazon-
ian Forest in South America are examples of hot
spots. These tropical rain forests have inhabitants
who manage their lives using local natural re-
sources. Resources such as palms and trees are
used to build houses and canoes (Figure 1). Other
plants are used for food, medicine, and seasoning.
Manioc, or cassava (Manihot esculenta Crantz—
Euphorbiaceae), is the basic crop in the Atlantic
Forest remnants and in the Amazon. Game and
fish are the animal protein on which the local in-
habitants depend for consumption.

Inhabitants of the Atlantic Forest and of the
Amazon include Native Indians and rural people.
Caiçaras in the southern part of the Atlantic Forest
coast and caboclos in the Amazon are rural people
who descend from the original inhabitants and
from early Portuguese colonizers. Descriptions of
those populations, of their environment, and of
their use of natural resources are detailed in
Alpina Begossi’s 1998 article. Caiçaras and caboc-
los use a high diversity of plants collected in the
environment or cultivated in swidden plots
(roças). For example, 99 species of plants were
mentioned for medicinal uses by 73 caboclos at
the Negro River; 151 species were mentioned by 96
caboclos at the Araguaia river, and 185 species
were mentioned as used in the medicine by 253
caiçaras who live on the mainland coast of the At-
lantic Forest. The cultivation of cassava includes
local management increasing cassava diversity: 88
varieties of Manihot esculenta were found among
33 families at the Negro river and 52 varieties were
found among 33 families in the southern Atlantic
coast in Brazil. Detailed data are provided by
Begossi and her colleagues. (2000, 183, 189).

Fish and game are caught and consumed by
caiçaras and caboclos in both Atlantic Forest and
Amazon. Fish, in particular, is an important part of
the diet of those populations. For example, at
Búzios Island, Atlantic Forest coast, 68 percent of
the animal protein from 1,241 meals comes from
fish species; at the Negro River, information on 52
meals showed that 75 percent were fish (Begossi et
al. 2000, 185). An example of the high diversity of
fish and its uses in the Amazon is given by Renato
Silvano and his colleagues (2001) for the Juruá
River, located in the state of Acre, in Brazil.

Food taboos also occur with relation to fish and
game among the caiçaras of the Atlantic Forest and
the caboclos of the Amazon. These prohibitions
may refer to a certain time of the year, or to a cer-
tain feature of the person, among other reasons. In
Brazilian rain forests, food taboos are observed for
many fish species and for other animals, as well. Ill
persons or menstruating or puerperal women
avoid eating these fish species, locally called
reimoso. Many of these food taboos include car-
nivorous fish. For example, the fish locally called
surubim (Pseudoplatystoma fasciatum), a piscivo-
rous fish, is a very strong taboo among Amazonian
caboclos of the rivers Araguaia, Negro, Juruá, and
Tocantins. Other animals, including fish, avoided
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as food because of taboos are animals used in local
medicine. The lizard called teiú (Tupinambis
buzianos, found also as T. teguixin) is strongly
avoided as food by caiçaras of Búzios Island (At-
lantic Forest coast), but its fat is used to cure
snakebites, among other medicinal uses.

In order to obtain the natural resources they
use, caiçaras of the Atlantic Forest and caboclos of
the Amazon use a variety of gears. In the Atlantic
Forest coast, a variety of hooks and nylon nets are
used for fishing. In the Amazon, besides these
techniques, there are harpoons and other gears,
such as the zagaia (Figure 2) commonly used for
fishing.

How can these hot spots be conserved? The
high demand for conservation of these areas has
stimulated the finding of new forms of manage-
ment, taking into consideration the populations
that have always lived in these areas. Comanage-
ment, or the management of the local populations
in association with governmental and nongovern-
mental agencies, has been an alternative. The im-
portance of local rules or of customary laws that
exist among local resource users, such as caiçaras
of the Atlantic Forest and caboclos of the Amazon,
has to be considered for comanagement to suc-
ceed. Local rules vary and may range from simple
taboos to complex systems of setting boundaries
in resource areas, such as fishing territories. Ex-
tractive reserves in Brazil are examples of such co-
management. The first legalized extractive reserve
in Brazil is the Upper Juruá Extractive Reserve, le-
galized in 1990. In sum, effective maintenance of
biodiversity would seem, then, to depend on an
understanding of the whole context, human as well
as natural, and an enlistment of the cooperation of
those who are currently using the natural re-
sources that need to be preserved.

Alpina Begossi

See also: Sustainable Development
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Birth
In first-time, European American middle-class
mothers with uncomplicated, spontaneous-labor
deliveries, gestation lasts approximately 274 days
(Mittendorf et al. 1990). At that time, the mother’s
pituitary gland releases a hormone (oxytocin) that
instigates contractions of the uterine muscle and
expels the fetus from the uterus. “Labor” involves
involuntary uterine contractions, beginning at the
top of the muscle, that force the baby out the birth
canal. Labor lasts 16 to 17 hours for firstborns.
There are approximately 4,000,000 new births
each year in the United States. On average, the
newborn measures 51 cm (20 inches) and weighs
2700 to 4100 grams (6 to 9 pounds).

Various hazards must be negotiated during the
birth process. The birth canal is narrow, and after
birth most newborns look red and battered, with
misshapen heads. More significant are dangers
often associated with oxygen deprivation (anoxia)
and anesthetic use during delivery. Fetuses may
experience anoxia for many reasons: The umbili-
cal cord (through which the mother supplies the
baby with oxygen) may be pinched during a con-
traction; the baby’s orientation in the birth canal
may be compromising; the cord may be wrapped
around the baby; the baby may be holding onto
and squeezing the cord. A baby who is deprived of
oxygen for even a short amount of time risks brain
damage because brain cells require continuous
oxygenation for survival and function.

The pain of childbirth prompts some women to
make use of anesthesia at some point during the
process of labor and delivery. Anesthesia use is
controversial because maternal pain, fetal risk, and
physician need are simultaneously at play. Differ-
ences between infants of anesthetized and
nonanesthetized mothers are not large, and are
most evident during the first few postpartum days
(Rosenblith 1992). Problems associated with ob-
stetric medication are also becoming less frequent
because of the popularity of natural childbirth. Fi-
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nally, local anesthetics appear to be effective in re-
ducing labor pain without adverse effects on the in-
fants (Albaladejo, Bouaziz, and Benhamou 1998).

Babies are normally born in a vertex, or head-
first, position, or presentation, but alternative pre-
sentations are transverse (hammock position) or
breech (feet or buttocks first). Since birth in those
positions can be dangerous for both mother and
child, the attending physician may choose to use a
surgical procedure called a cesarean section, in
which an incision is made in the walls of the ab-
domen and uterus.Cesarean sections account for
20 to 25 percent of all births in the United States

Birth is an event. With incredible suddenness,
circulation and respiration are for the first time up
to the child, and the newborn (unlike the fetus) is
subject to hitherto unknown imbalances, depriva-
tions, discomforts, and stimulus variety. But birth
is also a process in continuing development. The
child before and after birth does not usually devi-
ate from the normal, genetically maturing sched-
ule; central nervous system function and motor
behavior are not significantly altered by birth, and
physiological characteristics such as the infant’s
unique blood chemistry emerge slowly over the

entire course of gestation. Like the fetus, the new-
born is also dependent on others: For example,
newborn infants are unable even to maintain their
own body temperature, lacking both the insulating
material (subcutaneous fat) and the functional
neural capacity.

Approximately 11 percent of infants are born
too early, and 7 percent are born too small (Centers
for Disease Control and Prevention 1999; National
Center for Health Statistics 1995).An infant is con-
sidered preterm if born before 37 weeks gesta-
tional age, and low-birth-weight if born under
2,500 grams (about 5.5 pounds). Not surprisingly,
gestational age and birth weight are highly corre-
lated. The premature birth rate in the United States
increased 17 percent between 1981 and 1995 (Na-
tional Center for Health Statistics 1995) as a result
of technological advances in neonatal care that
promote the viability of very small infants (Bern-
baum and Batshaw 1997). Today, over 90 percent of
infants with birth weights under 2,500 grams, two-
thirds of infants born between 750 and 1000
grams, and one-third of infants born between 500
and 750 grams survive.

Premature birth is a major cause of develop-
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mental delay (Friedman and Sigman 1992; Hack,
Klein, and Taylor 1995), and very preterm, very
low-birth-weight infants are significantly more
likely than are term infants to suffer lower IQs, and
developmental and learning disabilities (Hack et
al. 1995). Serious health problems are also more
pronounced among very preterm (< 32 weeks ges-
tational age) and very low birth weight (<1,500
grams at birth) babies. For example, respiratory
distress syndrome, bronchopulmonary dysplasia
(chronic lung disease), and intraventricular hem-
orrhage (bleeding into the ventricles) are associ-
ated with very preterm births (Verma 1995).

Babies are born preterm for a number of rea-
sons (Friedman and Sigman 1992). Abnormalities
in the mother’s reproductive system may prevent
bringing a pregnancy to term. Multiple births
(e.g., twins) place excessive demands on the
mother, and so many multiple births are preterm.
The mother’s (or fetus’s) health may require the
birth to be induced early to alleviate stress. The
mother’s reproductive system may be immature or
may not have had sufficient time to recover from a
previous pregnancy (young teen mothers are at
greater risk of delivering preterm babies). Condi-
tions that adversely affect general health—includ-
ing poverty, malnutrition, inadequate medical
care, and unhealthy life styles—are also associ-
ated with preterm delivery.

Marc H. Bornstein

See also: Low Birth Weight Infants; Prenatal Development
and Care
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Breast Cancer among Latinas
Breast cancer is the most common form of cancer
in the United States; excluding skin cancers, it is
the second highest cause of cancer death in
women. In 2002, an estimated 203,500 new cases
of breast cancer will be diagnosed among women
in the United States; approximately 40,000 women
in the United States will die from the disease this
year (American Cancer Society 2002). Breast can-
cer is the most common type of cancer diagnosed
in Latinas (Trapido et al. 1995).

Although data reveal that Latinas have a lower
incidence of breast cancer than non-Hispanic
Whites (70 per 100,000 for Latinas vs. 112 per
100,000 for non-Hispanic Whites; National Cancer
Institute 1996), the rate at which Latinas are diag-
nosed is growing quickly. In addition, the preva-
lence of the disease is bound to increase because of
the population growth. In the next twenty years, it
is estimated that there will be a population in-
crease of over 5.6 million Latinos ages 45–64, and
an estimated increase of approximately 3 million
Latinos who are 65 and older (U.S. Bureau of the
Census 2000). Given that women ages 50 and older
are considered at higher risk for breast cancer, it is
clear that we will see a large increase in the num-
ber of Latina women diagnosed with the disease.

More research is needed to understand the spe-
cific factors contributing to the increased inci-
dence of breast cancer in Latina women. For ex-
ample, as Latinas move from rural to urban areas,
it is possible that they are exposed to higher levels
of environmental toxins. In addition, as Latinas
become more acculturated, they may bear children
in later years or experience earlier menarche.
These are just some factors that could contribute
to being at greater risk for breast cancer, and fur-
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ther investigation of these and other possible fac-
tors could shed light on possible interventions to
slow down the increase in incidence rate in this
burgeoning population.

The significance of the increase can be better
understood by examining the realities of Latinas
with breast cancer. Experts agree that the survival
rate for Latinas is lower than for non-Hispanic
Whites, in part because their cancers are detected
at more advanced stages (Menck and Mills 2001;
Mondiano et al. 1995). Recent studies also suggest
that Latina women comprise a disproportionate
share of young women with breast cancer, and that
the type of cancer they exhibit may be more ag-
gressive (Biffl et al. 2001).

In a recent report prepared by the Institute of
Medicine called “The Unequal Burden of Cancer,”
data showed that of 888 articles published be-
tween 1985 and 1997 on National Institutes of
Health-sponsored programs relative to cancer in
minorities and the underserved, only 48 dealt with
survivorship issues (Institute of Medicine 1999). It
is clear that more research is needed to understand
the mental health needs of Latina breast cancer
survivors. Studies conducted with non-Hispanic
White women show that breast cancer impacts
many areas of a woman’s life, including relation-
ships with her spouse or partner, other family
members, and friends; social functioning and sex-
ual functioning; problems with fertility as a result
of treatment; and financial issues and vocational
status. Despite the complexity of the disease, most
White women seem to have a successful adapta-
tion to breast cancer. Such an adaptation is espe-
cially important for Latina women and families,
where familial constellations are more interde-
pendent (Massey, Zambrana, and Alonzo Bell
1995; Vega 1995).

Since the detection of breast cancer, because of
familial configurations, will impact Latina fami-
lies differently than non-Hispanic families, studies
that can shed light on the nature of the impact, as
well as programmatic interventions that might
mitigate familial stress and increase coping skills,
are warranted. Moreover, given the concentration
of Latina families in urban communities, studies
that examine the link between environmental tox-
ins and breast cancer prevalence may shed light on
the epidemiology of breast cancer among this bur-
geoning population.

Barriers to Early Screening in Latinas
There are barriers to cancer detection that many
Latinas face, barriers that can result in late detec-
tion or suboptimal treatment: lack of access to
healthcare, lack of transportation, limited knowl-
edge about the disease, cultural health beliefs, high
rates of poverty, low levels of formal education,
and language barriers. All these barriers are influ-
enced by the historical and environmental context
in which Latinas live.

Lack of Access to Healthcare
Latinas, like other women without health insur-
ance, are less likely to have a mammogram than
women who have health insurance (Coughlin and
Uhler 2002). Because Latinas tend to hold tempo-
rary, part-time employment, and these jobs don’t
offer health insurance, they tend to have lower
rates of health insurance than non-Hispanic White
women. Although Latinas and Latinos from vari-
ous ancestries vary in their insurance coverage,
data show that, overall, about 37 percent of the
Latino(a) population lacks health insurance
(Brown et al. 2000). Moreover, even Latinas who
have health insurance find that they have difficulty
scheduling mammograms for a time that is con-
venient. Appointments for mammograms are
made during the day when women work. Since
many women cannot afford to forgo the pay they
earn, they stay at work rather than go to the doctor.

Lack of Transportation
Latinas, whose incomes are low, tend to rely on
public transportation. The difficulty rises when
there is no direct bus route to the doctor’s office.
Women cannot afford to travel for hours and leave
their obligations unattended for a long period of
time. In addition, there are times when the closest
clinic does not have access to public transporta-
tion, which precludes attendance at that site alto-
gether.

Knowledge about the Disease 
and Screening Options
Women who understand the need to obtain early
screenings will be more likely to obtain them when
they are made available. Increasingly, more pro-
grams are being developed to inform Latina
women about the importance of early detection of
breast cancer, its signs and symptoms, risk factors,
treatment, and early detection strategies. Re-
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searchers have found that women who have at-
tended educational interventions and who have
doctors who refer them for mammograms obtain
screenings at higher rates (Valdez et al. 2001).Also,
Latinas with higher levels of acculturation are more
likely to perform breast self-exams correctly than
women with lower levels of acculturation (Pera-
gallo, Fox, and Alba 2000). Further, women with
higher levels of acculturation are likely to gain
greater exposure to health promotion messages
disseminated through the English-language media
and to hold jobs that provide health insurance.

Cultural Health Beliefs
Certain health beliefs act as barriers to early detec-
tion. For example, research has shown that women
of Mexican descent perceive no need to go to the
doctor when they are feeling healthy (Borrayo and
Jenkins 2001). Women of Puerto Rican ancestry
have expressed similar views, and they have also
expressed the belief that breast cancer is painful
(Sánchez-Ayéndez et al. 1996). Women who hold
these health beliefs are less likely to obtain breast
cancer screenings if they are pain-free, yet women
could be developing breast cancer without exhibit-
ing painful symptoms.

On the other hand, many Latinas do understand
the importance of obtaining screenings in the ab-
sence of symptoms, and they are aware that there is
a high probability of survival if the cancer is de-
tected early.Yet there are also women who, based on
cultural health beliefs, feel that they may have
brought the cancer on themselves, or who, based on
religious beliefs, feel that if they are diagnosed with
cancer, it is up to God to decide their fate. This view
that fate is preordained may be influenced not only
by deeply held religious beliefs, but also by the real-
ity of Latinas who are diagnosed with breast can-
cer. For example, young Latinas with breast cancer
appear to have a more aggressive type of the dis-
ease, as mentioned previously (Biffl et al. 2001).
Moreover, Latinas tend to die faster due to late de-
tection (Menck and Mills 2001; Mondiano et al.
1995). Women’s exposure to counterparts who suf-
fer more and have less successful outcomes is, in all
likelihood, influencing the belief that little can be
done to surmount such a powerful disease.

High Rates of Poverty
Research has shown that Latinas whose incomes
are low are less likely to obtain screenings than

women with higher incomes (Coughlin and Uhler
2002). These women are less likely to have regular
medical care, transportation, and child care, all of
which are barriers to early detection.

Low Levels of Formal Education
Women with higher levels of formal education are
more likely to obtain regular screenings than
women whose levels of formal education are lower
(Coughlin and Uhler 2002).Women with low levels
of formal education also tend to earn less, and they
may have incomes near or even below the poverty
level.

Language Barriers
Women who feel most comfortable communicat-
ing in Spanish may not receive important mes-
sages about breast cancer screening that are
broadcast through the English media. Moreover, in
the absence of an interpreter, these women may
feel reluctant to access a healthcare system that
feels foreign and complicated to them. When im-
portant messages are conveyed in Spanish, and
Spanish-speaking personnel are available at the
doctors’ offices, Latinas who prefer to speak in
Spanish access the healthcare system more readily.

Successful Programs That 
Promote Early Detection
It is important to keep in mind that there is great
diversity among Latina women. Women may hold
different health beliefs, they may have immigrated
to the United States for economic or political rea-
sons, or they may have been born in the United
States of U.S.-born parents, and they may live in
different geographic locations with various barri-
ers to healthcare access. Given this great diversity,
programs designed to take into account the unique
needs of a specific group of Latinas have been the
most successful.

The use of promotoras de salud (peer health ed-
ucators) is an effective intervention that builds on
cultural models. Trusted women in the commu-
nity, often women who are viewed as leaders, are
trained to inform other women in their communi-
ties about the importance of early screenings for
breast cancer. The promotoras’ standing in the
community and knowledge of the community
allow them to influence women’s decision making.
In this way, the informal networks characteristic of
communities are used optimally to bring about
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change in women’s knowledge, attitudes, and be-
haviors (Buki 1999). Still, more research is needed
to determine whom Latinas view as trusted dis-
seminators of health information about breast
cancer outside the organized health system, who
within the family structure or community are the
“guardians” of family and individual health specif-
ically as it relates to breast cancer screening. The
goal of this research effort should be to identify
those family members or community individuals,
so that breast cancer screening information can be
filtered through them to the women most in need
of cancer screening.

Impacts of Late Detection
Given the challenges that face Latinas, late detec-
tion will, and often does, result in serious and
long-term health consequences for Latinas and
their families. Consequences include the need for
more aggressive treatment with fewer treatment
options, grief and loss for families and children,
and economic strains on families, especially for
those households in which the woman with the di-
agnosis is the head of household, or those in which
both parents are employed. Moreover, economic
costs of medical intervention and loss of income
due to treatment or death strain family resources.

In addition, later detection is likely to cause ad-
ditional problems for Latinas and their families. In
an open family system (one in which intergenera-
tional caretaking patterns and interdependence
exist), later detection and its impacts on the
woman’s ability to function within the family sys-
tem may result in some changes in familial caretak-
ing roles; what these changes are, the impact that a
diagnosis of breast cancer has on family function-
ing, has not been scientifically documented. More-
over, the influence of the interaction with external
entities (e.g., medical assistance) on the family sys-
tem’s functioning and stability is unknown. Thus,
research that examines these issues is needed and
to support such research, greater public awareness
that more can be done to help this population deal
with a growing problem, is warranted.

Lydia P. Buki
Francisco A. Villaruel

See also: Acculturation; Cancer: Prevention and Screening;
Hispanic Immigrant Experience
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Breast-Feeding and Lactation
Virtually all professional health associations rec-
ognize that breast-feeding is the best way to feed
an infant (e.g., American Academy of Pediatrics
1997; U.S. Department of Health and Human Ser-
vices 2000), and rates of breast-feeding are in-
creasing. Benefits of breast-feeding include short-
and long-term benefits for infants’ and mothers’
health as well as convenience and cost savings.
Milk is produced naturally in the mother’s breasts,
and the quantity of milk increases in response to
the infant’s sucking. The likelihood of breast-feed-
ing is influenced by family, community, and med-
ical factors.

Until the 1940s most infants were breast-fed,
and there was a vast reservoir of information
about breast-feeding among families, communi-
ties, and medical professionals. Some of that
knowledge was lost with very low rates of breast-
feeding in the 1970s, but breast-feeding rates are
increasing in the United States and other devel-
oped countries. The current recommendation of
the American Academy of Pediatrics (1997) is that
infants should be exclusively breast-fed for the
first six months and that breast-feeding continue
for at least twelve months. The goals of Healthy
People 2010 (U.S. Department of Health and
Human Services 2000) is that at least 75 percent of
infants be breast-fed as they leave the hospital, at
least 50 percent at six months, and at least 25 per-
cent at twelve months. The current U.S. rates
(1998) of breast-feeding are 64 percent on leaving

the hospital, 29 percent at six months, and 16 per-
cent at twelve months.

Health benefits to infants that accrue from
breast-feeding are numerous. Breast milk, together
with the colostrum that is secreted in the first few
days after giving birth, activates and directs the in-
fant’s immune system (Hanson 1997). This pro-
tects infants from gastroenteritis (infectious diar-
rhea), lower respiratory illness, otitis media (ear
infections), bacterial meningitis, urinary tract in-
fections, and sudden infant death syndrome
(SIDS) (American Academy of Pediatrics 1997;
U.S. Department of Health and Human Services
2000). Breast-feeding also offers longer-term pro-
tection from obesity, diabetes, Crohn’s disease,
leukemia, asthma, and allergic disease. These find-
ings suggest that there are health risks associated
with formula feeding even in developed countries.

There are also developmental benefits for in-
fants that persist beyond breast-feeding. Breast-fed
infants have significant advantages on the achieve-
ment of developmental milestones, IQ scores, stan-
dardized achievement test scores, and high school
competency exams (Anderson 1999; Horwood and
Fergusson 1998). These cognitive and developmen-
tal benefits are present even when the study con-
trols for background differences among those who
choose to breast-feed their infants.

Breast-feeding is very convenient for the
mother: no preparation, no cleaning, no spoilage
worries. The milk is always ready, day or night. The
economic benefits include an approximately
$1,000 savings per child from not having to buy
infant formula. In addition, about $300 to $500
more is spent per child on health care for formula-
fed infants in the first year due to increases in oti-
tis media, lower respiratory tract illness, and gas-
trointestinal illness (Ball and Wright 1999). A
paper from the United States Department of Agri-
culture (USDA) indicated that the United States
could save about $3.6 billion per year if the breast-
feeding rates increased to the Healthy People 2010
goals (Weimer 2001).

Although the infant is born with several re-
flexes that facilitate breast-feeding, both the
mother and the infant need to learn how to
breast-feed. The mother needs to learn when her
infant is hungry, how to comfortably position
herself and her infant, and how to help her infant
latch on to the breast. The infant needs to learn
how to effectively latch on and suck. For the in-
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fant, this learning is facilitated by early access to
the breast (within one to two hours after birth),
skin-to-skin contact on the mother’s chest, and a
relaxed atmosphere in which the infant is al-
lowed to set the pace. Breast-feeding is most suc-
cessful with the mother’s and baby’s torsos lined
up facing each other and with the dark area
around the nipple (areola) fully in the infant’s
mouth. With stimulation from the infant’s suck-
ing, oxytocin released from the mother’s brain
stimulates the milk ejection reflex (MER), or
“let–down,” in her breasts. This reflex releases
the milk from its storage in the breast. With the
MER, the mother’s breasts may briefly feel tingly
or prickly, and milk may drip out. The MER is
promoted by relaxation and inhibited when the
mother feels tense or uncomfortable.

During the second half of pregnancy, the
mother’s breasts produce colostrum in small
quantities, and colostrum protects the infant from
infection with immunoglobulins, white blood
cells, and growth factors (Lawrence and Lawrence
1999). Immediately after birth, hormonal changes
lead to the transition of colostrum into “mature”
milk, a transition that involves changes in the
composition of the milk as well as an increase in
its volume. Mature milk has more sugar and fat
compared to colostrum. By the third to the fifth
day after birth, the breasts make about 500 ml of
milk each day (compared to 50–100 ml/day of
colostrum). This sudden change in volume is re-
ferred to as the milk “coming in.” Some mothers
will experience a day of engorgement at this time.
This uncomfortable fullness of the breasts hap-
pens when there is more milk produced than the
infant can drink. Milk is produced on a supply-
and-demand basis. As the infant nurses more, this
stimulates the production of more milk, and thus
the mother’s body is able to keep up with the nu-
tritional needs of her growing child. Weight gain
and elimination patterns (urination and defeca-
tion) easily allow the mother to determine if her
infant is getting enough to eat.

The benefits of nursing, or breast-feeding, her
infant that accrue to the mother include the feel-
ings of relaxation and nurturing that come from
the hormones released with breast-feeding, oxy-
tocin and prolactin (Gotsch and Torgus 1997).
Short-term benefits for the mother also include
postpartum weight loss and reduced anemia. Nor-
mal milk production consumes about 500 calories

each day for the mother. Breast-feeding protects
against anemia primarily by delaying the return of
menses. Long-term benefits to women who breast-
feed their infants include reduced likelihood of
breast cancer, ovarian cancer, and osteoporosis.

From an ecological perspective, we can con-
sider breast-feeding in the context of the family,
community, and social institutions. Support from
the infant’s father and grandmothers can make it
more likely that a woman will successfully breast-
feed her infant. Communities may provide other
supports. For example, the international La Leche
League (La Leche League International 1997) of-
fers mother-to-mother support to breast-feeding
women through group meetings, individual con-
sultation, and printed information. Some commu-
nities offer peer counselor programs, in which
women receive training to help other women with
breast-feeding. Professional lactation consultants
are certified by the International Board of Certi-
fied Lactation Examiners to provide accurate in-
formation to solve breast-feeding problems. In ad-
dition to community supports such as these, the
American Academy of Pediatrics has asked its pe-
diatricians to promote and support breast-feeding
and to become knowledgeable about lactation and
to provide accurate and helpful guidance with the
practical aspects of breast-feeding (American
Academy of Pediatrics 1997). Most breast-feeding
problems have a relatively simple solution and are
short-lived if the mother can get proper help.

Only a handful of conditions preclude breast-
feeding (American Academy of Pediatrics 1997).
Mothers with HIV and untreated active TB should
not breast-feed, nor should mothers who are using
illegal drugs. Although smoking and alcohol con-
sumption are not encouraged, moderate usage of
cigarettes or alcohol does not exclude breast-feed-
ing. Dietary restrictions are usually not necessary.
Even a mother with a poor diet can produce
healthy milk. Only a very few maternal medica-
tions are not safe during breast-feeding. Some
mothers who have had breast reduction surgery
will be unable to breast-feed. There are rare
anatomical causes leading to an inability to breast-
feed (such as lack of glandular development). This
leaves over 95 percent of mothers physiologically
able to support their infant’s growth and develop-
ment through breast-feeding.

Mari Douma
Marguerite Barratt
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See also: Birth; Osteoporosis; Public Policy and Early
Childhood; UNICEF; Women, Infants and Children
(WIC), Special Supplemental Nutrition Program
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Bronfenbrenner, Urie
Urie Bronfenbrenner has had a profound, endur-
ing, and generative influence on our understand-
ing of human development.As a teacher, he has in-
fluenced generations of Cornell students. Many of
his students have gone on to earn distinction as
scholars in their own right. His introductory
course in human development was so popular that
only Cornell’s concert hall could hold all the stu-
dents, and some years they spilled over into a sec-
ond lecture hall connected via closed-circuit TV.
Among the many thousands of students who took
that course, some who became social scientists
credit him with teaching them how to design re-
search when they were freshmen. His teaching ex-
tends to detailed critiques on work in progress,
which he generously provides to colleagues and
young scholars on campus and around the world.

Born in Moscow in 1917 and emigrating to the
United States at the age of 6, Bronfenbrenner has
retained his fluent command of Russian through-
out his long career as a developmental scientist. In
the course of his readings he became aware of the
work being done by leading faculty at Moscow

University, all of whom had been colleagues and
disciples of Lev Vygotsky—then no longer living,
but now generally recognized as one of the out-
standing theorists and designers of social pro-
grams that were successful not only in halting dys-
functional development, but also in producing
increased competence over the subsequent life
course. Bronfenbrenner felt that the Russian scien-
tific literature would also be of interest to develop-
mental scientists in the United States and began to
refer to it in his publications. But at the time, not
knowing the realities of the programs underway,
he did so only briefly.

Then in 1954, Bronfenbrenner had an opportu-
nity to speak with some of these scholars at an in-
ternational meeting in Montreal, and discovered
that quite a few of them were familiar with his
work and were interested in establishing a pro-
gram of exchange visits between Cornell Univer-
sity and Moscow University. Shortly thereafter, the
exchange began with several visits by Bronfen-
brenner, which laid the groundwork for his book,
Two Worlds of Childhood (1970). These were soon
followed with return visits to Cornell by Professor
Alexander Vladimirovich Zaporozhits, who had
primary responsibility at Moscow University for
the design, direction, and scientific assessment of
programs that had as their stated goal “the con-
structive development of children and youth,” and
that included both families and schools as part-
ners. As the program continued, other faculty and
staff from both universities participated in the ex-
change, as did, eventually, faculty and staff from
other universities as well as from government
agencies in both nations. The exchanges continued
until the mid-1980s, when the joint research
reached completion and many of those involved
had retired or were no longer living.

In addition to designing creative studies him-
self, Bronfenbrenner has continually discovered
gems hiding in data collected by others. The most
impressive of his reinterpretations would today be
called a meta-analysis of research on parental
practices. Taking a set of findings that others had
found inconclusive at best, Bronfenbrenner (1958)
separated subjects by the nature of the father’s em-
ployment—manual and non-manual (admittedly
crude but the best that the data allowed). He also
distinguished studies according to the age of the
children. Finally, he ordered the published studies
by the dates when the data had been collected.

84 Bronfenbrenner, Urie



This more differentiated analysis revealed a clear
historical trend toward greater permissiveness,
with middle-class parents leading the way. On a
much smaller scale, but similarly impressive as an
intellectual feat, was the analysis through which
Bronfenbrenner extracted from a study of low-
birth-weight infants (Drillien 1964) the complex
and theoretically important finding that the im-
pact of mothers’ responsiveness (on an index of
behavior problems at age 4) varied with family so-
cial class and with the severity of low birth weight.
In brief, maternal responsiveness reduces problem
behavior; it has its largest impact on children in
the lowest social class and, within that class, on
those of normal birth weight (Bronfenbrenner and
Morris 1998).

The achievement for which he is best known is
systematizing and communicating the way of
thinking that led to these insightful interpreta-
tions. Known by the title of his 1979 book, The
Ecology of Human Development, this way of think-
ing has two main axes. One, to which the book is
primarily devoted, applies to the environment or
the contexts in which development occurs. Bron-

fenbrenner conceives of that environment as a hi-
erarchy of four systems, nested one inside the
other like Russian dolls.

The microsystem is the immediate setting that
includes the developing person, for example the
home or classroom, and what happens in that set-
ting. Key aspects of a child’s microsystem are the
activities that the child engages in over time, the
relationships she has with significant others, and
the roles the child plays in that setting. Influenced
by the Soviet psychologist Vygotsky, Bronfenbren-
ner is especially interested in the joint activities
that occur between adults and children that con-
tribute to the growing competence of children.
However, drawing upon Freud, Bronfenbrenner
emphasizes that these joint activities are especially
powerful influences on development if the adult
and child share a strong mutual emotional attach-
ment.

A mesosystem is the system of microsystems in
which the child spends time, and the links among
them. For example, children spend time at home
and school, and each of these microsystems is im-
portant for their development. However, the rela-
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tions between home and school are also important
for their development. What kind of communica-
tion occurs between home and school? Do parents
and teachers respect each other and work together
on behalf of the children? Are their goals and prac-
tices compatible? These are questions about the
mesosystem.

The third level, the exosystem, refers to settings
that do not ordinarily include the child but can,
nonetheless, influence his development. A good
example is the parent’s workplace. Circumstances
at work may affect the time and energy that par-
ents have to spend with children or the parents’
moods and overall psychological well-being. An-
other example is a school board meeting.Although
the child may never attend a school board meet-
ing, what happens at the meeting may have a sig-
nificant impact on the child’s experiences in
school.

The macrosystem includes the culture, subcul-
ture, and social and economic system in which the
other settings are embedded. It includes cultural
beliefs and values, public policies and program,
and social norms that influence how institutions
and individuals conduct their day-to-day busi-
ness. Social class, race, and ethnicity are part of the
macrosystem, but Bronfenbrenner warns that sim-
ply identifying people and groups by their “social
address” is inadequate. We must understand how
such influence affects development.

Bronfenbrenner’s conception of the environ-
ment has made researchers more cognizant of
both proximal (e.g., parent-child relationships)
and distal (e.g, the parents’ workplace, government
policies) influences on children’s development, of
interactive as opposed to unidirectional influ-
ences, and of the importance of connections
within and among systems. The propositions and
hypotheses he set out to explicate this conception
continue to stimulate research and shape interpre-
tations of data almost a quarter of a century later.

However, Bronfenbrenner became increasingly
dissatisfied with that research because it has been
more about contexts than about development.
Therefore he set out in a series of essays to restore
the centrality of the developing person. The result-
ing bioecological model incorporates process, per-
son, context, and time (PPCT).

Proximal processes occur at the microsystem
level, where people interact face-to-face. They also
include “solo activities with objects and symbols”

(Bronfenbrenner and Morris 1998, 1013). “Proxi-
mal processes are posited as the primary engines
of development” (p. 996).

The characteristics of the persons who engage
in proximal processes matter. For example, when a
child and an adult interact, the characteristics of
both affect the developmental process: Some
adults are more nurturing than others; some chil-
dren are more curious and more open to new ex-
periences than others. Some person characteris-
tics are genetically endowed; others result from the
interaction of this endowment with experience.

Environmental contexts (at all four nested lev-
els) vary in the opportunities and supports they
afford for development. They are not immutable;
the developing person selects and shapes contexts
as well as being influenced by them.

By definition, development occurs over time. It
is also cumulative; those whose development has
been fostered at one time are better able to take ad-
vantage of future development-enhancing oppor-
tunities. Bronfenbrenner stresses that enduring
social relationships are most likely to foster devel-
opment. Time also refers to the historical period in
which a person develops, which affords some
kinds of developmental opportunities more than
others.

Some of the key ideas emerging from the bioe-
cological model are succinctly expressed in the fol-
lowing propositions (Bronfenbrenner 2001, 6965).

Proposition II. Over the life course, human de-
velopment takes place through processes of pro-
gressively more complex reciprocal interaction be-
tween an active evolving biopsychological human
organism and the persons, objects, and symbols in
its immediate external environment. To be effec-
tive, the interaction must occur on a fairly regular
basis over extended periods of time. Such endur-
ing forms of interaction in the immediate environ-
ment are referred to as proximal processes.

Proposition III. The form, power, content, and
direction of the proximal processes producing de-
velopment vary systematically as a joint function
of the characteristics of the developing person (in-
cluding genetic inheritance); the environment—
both immediate and remote—in which the
processes are taking place; the nature of the devel-
opmental outcomes under consideration; and the
continuities and changes occurring in the environ-
ment over time, through the life course, and during
the historical period in which the person has lived.
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One of the many provocative propositions and
hypotheses that flow from this framework will il-
lustrate its value. Acknowledging that develop-
ment is not always positive, Bronfenbrenner notes
that “the effects of proximal processes vary sys-
tematically depending on the developmental out-
come,”(Bronfenbrenner 2000, 132) and distin-
guishes outcomes that enhance competence from
those leading to dysfunction. He hypothesizes that
“The greater developmental impact of proximal
processes on children growing up in disadvan-
taged or disorganized environments is to be ex-
pected mainly for outcomes reflecting develop-
mental dysfunction. By contrast, for outcomes
reflecting developmental competence, proximal
processes are posited as likely to have greater im-
pact in more advantaged and stable environ-
ments” (Bronfenbrenner 2000, 132). In other
words, proximal processes can be expected to have
their strongest impact on negative outcomes for
disadvantaged children and youth, but on positive
outcomes for the advantaged.

This hypothesis is illustrated with yet another
imaginative reanalysis, this time with data col-
lected by Small and Luster (1990) relating parental
monitoring to school performance (GPA) in three
family forms: two-parent, single mother, and
mother with stepfather, and separately for boys
and girls. The effect of parental monitoring (a
proximal process) was strongest in families with
two biological parents when the mother had some
education beyond high school. Bronfenbrenner
also found that parental monitoring had a stronger
effect on the achievement of girls than boys. This
was true for all three family types, but strongest for
girls whose mothers had more than a high school
education (Bronfenbrenner and Morris 1998,
1003–1005). Consistent with his hypothesis, for a
positive outcome (GPA) the effect of the proximal
process is strongest in the most advantaged fami-
lies, whereas in the Drillien (1964) study, the nega-
tive outcome (problem behavior) was most
strongly affected by a promixal process (maternal
responsiveness) in the least advantaged families—
but for the children of normal birth weight. In
other words, maternal responsiveness did not help
GPA much in the least advantaged families, but it
could lessen problem behavior significantly, at
least for children of normal birth weight.

Throughout his career, Bronfenbrenner has
challenged researchers to study human beings in

the settings where they live and grow, rather than
relying largely on laboratory experiments. He
coined the term “ecological validity,” using it to
mean “the extent to which the environment expe-
rienced by the subjects in a scientific investigation
has the properties it is supposed or assumed to
have by the investigator” (Bronfenbrenner 1979,
29). He also champions “developmental science in
the discovery mode,” implicitly rejecting the con-
ventional notion that only “research in the verifica-
tion mode” is rigorous (Bronfenbrenner and Mor-
ris 1998, 999–1001).

Urging researchers to look beyond the labora-
tory manifests Bronfenbrenner’s commitment to
improving the lives of people and families. For
him, the purpose of understanding human devel-
opment is to promote human development. He has
pursued this purpose directly as an adviser to pol-
icy makers. He was one of the founders of Head
Start and has influenced other legislation through
published work and extensive testimony and con-
sultation. He has also welcomed opportunities to
speak and write for educators, human service pro-
fessionals, parents, and the public. His teaching
ability enables him to communicate effectively
with people who are not scholars, but also without
patronizing. Rather than just simplifying, his ap-
proach is to learn about his audience first, then to
relate his message to their concerns, and on that
basis to challenge them with complex ideas.

The message Bronfenbrenner has delivered
loudest and longest is a warning that chaotic forces
in the macrosystem threaten the capacity of Amer-
ican families “to make human beings human.” In
The State of Americans: This Generation and the
Next (1996), he and his colleagues amass data to
show that, relative to other developed nations,
youth in the United States are more likely to be vic-
tims or perpetrators of homicide, become teenage
parents, and eventually spend time in prison. Chil-
dren in the United States are more likely than chil-
dren in other developed countries to live in
poverty and in single-parent households. He has
consistently maintained that in order to develop
optimally, children need to engage in progressively
more complex activities on a regular basis for an
extended period of time with someone who is
committed to the child’s well-being and with
whom the child develops a mutual emotional at-
tachment. As he memorably synthesized the re-
search in a congressional hearing and elsewhere,
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“Somebody has to be crazy about the kid.” He has
also pointed out that the primary caregiver and the
child are more likely to engage in such activities
and develop these emotional attachments if an-
other adult provides support and encouragement
for the primary caregiver, and also shares in child-
care and household tasks. Although this support
person is typically the father, single parents may
also receive support from another adult in the
home, or key members of the social network out-
side the home, such as relatives, neighbors, or
friends.

Bronfenbrenner attributes the origins of his
ecological perspective to his personal history.
Being born in Russia but brought up in the United
States, he has always had the dual perspective of
the immigrant. In the Russian cultural tradition,
science and the arts are not so separate as in the
West. His mother nurtured his love of music and
literature, and Russian literature has always influ-
enced his thinking about people in society. He
learned about ecology in the natural world from
his father, a physician, who, after arriving in the
United States, was employed at Letchworth Village,
a state institution for developmentally delayed in-
dividuals in downstate New York. In long walks
around the grounds of the institution his father,
who also had a degree in zoology, would ask why
the same plant looked so different in two different
locations and then point to such factors as mois-
ture, shade, wind, and soil type to illustrate the
complex interdependencies between an organism
and its physical environment. Living on the insti-
tution’s grounds as a boy, the young Urie had daily
contact with clients who had been labeled feeble-
minded, but who nonetheless made valued contri-
butions to their small community. He noticed that
many became markedly more competent when
given both the opportunity to contribute and the
support they needed to do so.

He was also influenced by the boys in the Pitts-
burgh neighborhood where he lived briefly upon
arriving in the United States. His multiracial, mul-
tiethnic gang taught him how to “play fair,” espe-
cially in baseball, a lesson he came to see as fun-
damental to being American. They taught him to
speak English in the process, which made him the
family’s translator of both the language and the
culture. In addition to reinforcing his dual per-
spective, this experience led him to view the peer
group as a complement to the family in the social-

ization of children, a view that motivated some of
his earliest research and led him to reject the as-
sumption, implicit in much research, that the fam-
ily operates in isolation. Robert Cairns and Bever-
ley Cairns (1995) saw in his thesis research,
published in the early 1940s, part of the theoretical
and methodological foundation for contemporary
developmental science. These articles also fore-
shadow his lifelong advocacy of closer correspon-
dence between theory and design.

Bronfenbrenner received his B.A. in 1938 from
Cornell University, with majors in psychology and
music. He then received an M.A. from Harvard
University and a Ph.D. in psychology from the Uni-
versity of Michigan in 1942, one day before being
inducted into military service. Bronfenbrenner
was assigned to the Office of Strategic Services,
where he participated in developing methods to
assess the capability of potential spies. His col-
leagues included Theodore Newcomb, Edward Tol-
man, Kurt Lewin, and Henry Murray. Lengthy
after-hours discussions with these luminaries ex-
tended his education. He especially enjoyed talk-
ing to (and singing with) Lewin, whose formula-
tion that behavior is a function of the interaction
between characteristics of the person and the en-
vironment strongly influenced Bronfenbrenner’s
conception of the ecology of human development.

At the end of World War II, Bronfenbrenner
took a position as assistant professor of psychol-
ogy at the University of Michigan, but was soon
lured to Cornell University in 1948, with a joint
appointment in Psychology, in the College of Arts
and Sciences; and in Child Development and
Family Relationships, in the College of Home Eco-
nomics. Although colleagues warned him to keep
his distance from the lower-status college, he was
drawn to the department, where people worked
directly with children and families and where
strong women faculty members invited him to
learn from and contribute to their extension activ-
ities around the state. He maintained his primary
identification with that department throughout
his career and is now the Jacob Gould Sherman
Professor of Human Development and of Psychol-
ogy, emeritus. Cornell has honored him by estab-
lishing the Bronfenbrenner Life Course Center. He
has received numerous other honors, including
honorary degrees from universities around the
world. Perhaps most fittingly, the American Psy-
chological Association gave him its first Award for
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Lifetime Contribution to Developmental Psychol-
ogy in the Service of Science and Society in 1996,
and named the award for him.

Stephen F. Hamilton
Tom Luster

See also: Ceci, Stephen J.; Ecodevelopmental Theory;
Vygotsky, Lev
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Bubolz, Margaret M.
Margaret M. Bubolz is one of the foremost contem-
porary thinkers and theorists in family-centered
human ecology. A prolific and long-term contribu-
tor to theory development in human ecology,
Bubolz distinguished herself as a collaborative re-
searcher, writer, and educator in what may be
called the Michigan State University (MSU) school
of human ecological thought. Working with other
faculty and graduate students in the College of
Human Ecology, Bubolz was and remains a leader
in development of this school of thought, which
places special emphasis on the family ecosystem,
that is, interdependent family members as bio-
physical and social individuals and the family as a
social group in interaction with their natural phys-
ical-biological, social-cultural, and human-built
environments. Bubolz has made scholarly contri-
butions to human ecology as a field of study pri-
marily in the arena of conceptualization and the-
ory development to provide the foundation for
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professional practice in home economics, family
and community services, family resource manage-
ment, and higher education.

Bubolz was born Margaret Jacobson in 1925
near the small town of New York Mills, Minnesota,
to Finnish-American parents. Her upbringing in a
large farm family with seven siblings in a rural
community and her experiences as a youth with
4H activities through the Cooperative Extension
System influenced her pursuit of a bachelor’s de-
gree in home economics education at the Univer-
sity of Minnesota, St. Paul. Following graduation in
1947, she taught home economics in junior and
senior high school in Minnesota for a year, then
entered the Minnesota Cooperative Extension Ser-
vice, first becoming a home agent in two counties,
then home agent supervisor and assistant profes-
sor at the University of Minnesota. Building on her
interests in rural development and family life, she
completed a master’s degree at Cornell University
in 1956 in education and rural sociology and a
doctoral degree at Purdue University in 1963 in so-
ciology and psychology. After a brief period at
Pennsylvania State University as a home and fam-
ily living coordinator, she moved to MSU, where
she initially was a district leader, then a family life
specialist with the Cooperative Extension Service,
with simultaneous appointment as assistant and
then associate professor. This experience in pro-
gramming to address the needs and concerns of
rural families, their values, resources, and relation-
ships, provided the groundwork that supported
and guided her future theoretical focus.

From 1969 to 1974, Bubolz was professor and
chairperson of the Department of Family and
Child Sciences at MSU, during which period she
was a prime mover in redirecting the college from
home economics to human ecology, not only in the
name but also in vision, philosophy, and advance-
ment of theory and scientific research. From 1974
until her retirement in 1991, Bubolz was a profes-
sor in the MSU Department of Family and Child
Ecology. Upon the death in 1983 of Beatrice
Paolucci, another visionary professor and leader in
human ecological thought at MSU, Bubolz carried
on some of Paolucci’s thinking, expanding upon
her concepts and applying them to research and
practice in family ecology.

After leaving her administrative position,
Bubolz initiated a long-term research program in
the conceptualization of quality of life and the de-

velopment of methods for assessment of individu-
als’ and families’ perceived quality of life (Bubolz
et al. 1980). This led to concentrated effort in the
exposition of human ecology theory on the level of
what might be termed grand theory. She began
with the delineation and definition of basic human
ecological concepts and a model of the human
ecosystem that has application at various levels of
environmental complexity (Bubolz, Eicher, and
Sontag 1979). Building on this early work, she later
specified the normative value structure of human
ecology; further refined and specified general sys-
tem, human ecological, and family ecological con-
cepts; and formed theoretical propositions, includ-
ing premises and assumptions of human ecology
theory, particularly applied at the family level
(Bubolz and Sontag 1993).

Bubolz placed emphasis on the interdepend-
ence of families with resources in both the micro
and macro environments (Bubolz 1991). Families,
diverse in structure, ethnicity, life stage, and so-
cioeconomic status, have various needs and hold
values that they try to realize through decision
making and activities of daily living. These needs
and values influence the formation of goals and
the use of resources and artifacts to achieve goals.
By interacting with diverse environments, families
engage in adaptation through transformation of
matter-energy and information via processes of
perception, organization, communication, deci-
sion making, and management. They also carry
out activities related to sustenance and use of
technology and foster human development. The
quality of life and quality of the environment are
outcomes of such family functioning. In the aggre-
gate, families’ actions can help realize core ecolog-
ical values of survival of humans and other living
species and the sustainability of the nonliving en-
vironment (Bubolz and Sontag 1993). This ecolog-
ical perspective on family life both formed the
foundation of and grew from her research on fam-
ily stress and coping (Bubolz et al. 1986), families
on small farms (Sontag and Bubolz 1996), and re-
source exchange and management (Rettig and
Bubolz 1983a, 1983b).

As professor emerita since 1991, Bubolz contin-
ues her contributions to the field of human ecol-
ogy through historical writing (Bubolz 1996) and
continued conceptualizing (Bubolz 2001). She has
served as a consultant to universities, government,
and foundations and as an invited speaker both
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nationally and internationally on topics such as
social capital, integration of knowledge in human
ecology to address persistent practical problems of
families, and a critical science perspective on the
ecology of human development and the family.

Bubolz has then dedicated her professional ca-
reer to important areas of inquiry that have posi-
tive consequences for families. In recognition of
her creative scholarship and innovative teaching
and research, Bubolz is the recipient of numerous
awards. Bubolz directed thirty doctoral disserta-
tions and has served on many more doctoral com-
mittees. Thus, the influence of her thought and
guidance extends to many areas of the world, in
more and less developed countries, where many of
her students occupy positions of professional lead-
ership. She has inspired many students and col-
leagues with her creative intellect and enthusiasm
for teaching and research on issues vital to indi-
viduals’ and families’ quality of life.

M. Suzanne Sontag

See also: Cooperative Extension System (CES); Paolucci,
Beatrice; Social Capital
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Cancer: Prevention and Screening
Cancer affects everyone directly, through a per-
sonal diagnosis, or indirectly, through a family
member or friend. Cancer is the second leading
cause of death in the United States (American
Cancer Society 2002), with overall costs of cancer
reported by the National Institutes of Health top-
ping $156.7 billion in 2001 (American Cancer So-
ciety 2002).

A disease characterized by the uncontrolled
growth and spread of abnormal cells, cancer
causes include external exposures to carcinogens,
such as chemicals, viruses, and radiation, and in-
ternal factors associated with hormones, genetic
components, and decreased immunity (American
Cancer Society 2002, 1).

Everyone is at risk for developing cancer. Ap-
proximately half of the male population will at
some point develop cancer, and approximately a
third of the female population. Exposure to known
cancer-causing agents increases the risk of devel-
oping cancer. Heredity is associated with only 5 to
10 percent of cancers, leaving up to 90 percent of
cancer occurring because of genetic damage from
external or internal agents causing cell overgrowth
(American Cancer Society 2002, 1).

The leading sites of all new cancer diagnoses in
2001 included prostate cancer for men ; 31 percent)
and breast cancer for women (192, 200; 31 per-
cent). In the same year, the leading diagnoses of the
type that usually causes death included lung and
bronchus cancer for men (31 percent) and lung and
bronchus cancer for women (25 percent) (Ameri-
can Cancer Society 2001, 44). Each of these cancer

diagnoses is either detectable at an early, treatable
stage (prostate and breast cancer) or preventable
(lung and bronchus cancer). These facts and statis-
tics suggest the need for concerted efforts to in-
crease prevention and screening education within
communities and families from an ecological per-
spective, taking into consideration the interaction
of individuals and their environments.

Prevention
Certain characteristics associated with cancer,
such as genetic makeup, age, and sex, are im-
mutable and inaccessible to change. Reducing the
exposure to environmental cancer-causing agents
is therefore important to decrease the incidence of
developing cancer. Prevention involves the avoid-
ance of agents known to increase the likelihood of
developing cancer.

Tobacco smoke is the main environmental
causative agent associated with lung cancer. Ef-
forts to prevent lung cancer must include helping
individuals avoid smoke, either through smoking
cessation or reducing their exposure to second-
hand smoke. Community involvement in the sup-
port of smoke-free environments is essential in
the fight against lung cancer and other cancers
where there is strong evidence that smoking is a
causative agent (Glantz 2001, 463).

Avoiding sun exposure and the untoward ef-
fects of ultraviolet radiation reduces the develop-
ment of skin cancers. Current recommendations
include the use of sunscreens, clothing, and shade
to protect from the sun. The incidence of certain
skin cancers is on the rise, a fact attributable to in-
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creased sun exposure from depletion of the ozone
layer and lifestyle changes (Jerant et al. 2000, 357).
Although mass screening to detect skin cancer is
currently not recommended, community effort to
increase public awareness is an important compo-
nent of prevention.

Essential factors associated with cancer pre-
vention include proper nutrition and physical ac-
tivity (Go, Wong, and Ritva 2001, S3126). Up to a
third of all deaths from cancer each year have nu-
tritional factors associated with them (American
Cancer Society 2001, 33). Diets high in plant foods
(fruits and vegetables), with limited amounts of
animal products (meats, dairy) and high-fat foods
contribute to a reduction in cancer (American
Cancer Society 2001, 33). Coupled with exercise
and decreased caloric intake, nutrition is an essen-
tial component of prevention. Growing evidence
suggests the need to address the issue of obesity to
reduce cancer deaths attributable to the disease.
Prevention requires community involvement in
the development and support of public awareness
and educational programs that promote physical
activity and nutrition.

Screening
Screening efforts contribute to a reduction in late-
stage diagnosis of certain types of cancer (Prorok,
Kramer, and Gohagan 2001, 29). Cancers typically
targeted in widespread screening efforts include
breast, cervical, and colorectal cancer. Screening
provides the opportunity to diagnose cancer at an
early, more treatable stage and contributes to in-
creased life expectancy or cure.

Breast-cancer screening includes recommenda-
tions for monthly breast self-exam, annual clinical
breast exams, and mammography. Screening for
breast cancer in developed countries contributed
to a reduction in the mortality rate of breast cancer
deaths from 18.1 per 100,000 in 1985 to 6.8 percent
between 1989 to 1993 (Moss 1999, 144).

Cervical-cancer screening involves a yearly Pap
smear, a test designed to detect abnormal cells of
the cervix. Certain groups of women participate in
cervical-cancer screening less often than other
groups. Cervical-cancer-screening rates are lowest
among Hispanic women and women with low in-
come, low educational levels, and no health insur-
ance (American Cancer Society, 2001).

Colorectal-cancer screening for men and
women (age 50 years and older) includes a yearly

fecal occult blood test (FOBT) to check for the
presence of blood in the stool. Invasive screening
techniques, using flexible sigmoidoscopy every
five years or colonoscopy every ten years, allow the
physician to examine the colon for polyps or can-
cerous lesions and remove these abnormalities be-
fore they become invasive. Screening by all of these
methods reduces mortality rates. However, screen-
ing for colorectal cancer remains low and varies by
race and ethnicity (American Cancer Society 2001,
12). Because of the social taboos related to cancer
of the colon and rectum, efforts to increase screen-
ing must incorporate knowledge of the values and
beliefs of different cultural groups, delivered in a
comprehensive program (Cuzik 1999, 252).

The treatment of late-stage cancer of any type
is expensive for individuals and the health care
system. Therefore, effective cancer prevention and
screening programs must consider cultural beliefs
about cancer, costs of screening and prevention,
needs of the community, and access to services
and physicians who can perform the screening
tests.

An Ecological Perspective
A human-ecology model and family ecosystems as
a subset of this model provide a framework for ex-
amining the interaction of individuals within and
between their communities and environments
(Bubolz and Sontag 1993, 439). Cancer prevention
and screening program development using an eco-
logical approach takes into consideration cultural
values and beliefs associated with cancer, commu-
nication of information within and between sys-
tems, and access to needed services.

Values and beliefs about cancer vary among in-
dividuals, families, and cultural groups. The use of
prevention and screening programs requires that
individuals recognize the risk of getting cancer at
a future date and believe that early intervention
has an effect upon cancer when it is diagnosed. At
the same time, any study of the disparity in health
care experienced by racial and ethnic groups must
include a consideration of the part played by dis-
crimination and racial bias rather than cultural
beliefs in causing this disparity (Thomas 2001,
1047).

The transmission of information about cancer
prevention and screening within family systems
requires an understanding of family communica-
tion. Using a family paradigm approach, bound-
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aries established as part of the family power struc-
ture determine what information and individuals
have access to family members. To reduce the
number of individuals diagnosed with late-stage
cancer, individuals and families must recognize
the need for prevention and screening and must
then be able to participate in appropriate pro-
grams and strategies. Regular access to the same
health care provider builds trust and promotes the
transmission of information within the family sys-
tem. Lay leaders, faith communities, and trusted
family members and friends provide resources to
assist in the dissemination of prevention and
screening information within family systems.
When viewed as a priority, cancer prevention and
screening information can lead to early diagnosis
of cancer and a reduction in mortality rates asso-
ciated with late-stage disease.

Access to prevention and regular screening is
essential for the diagnosis of early-stage cancer.
Community efforts to increase prevention and
screening require an understanding of the types of
services currently available and the development
of services if none exist. Once an individual has
been diagnosed, access to cancer treatment serv-
ices is essential.Yet those individuals least likely to
participate in screening also may not have the
same opportunity to receive appropriate treat-
ment. Lack of insurance to cover the costs of treat-
ment results in poorer outcomes and higher rates
of mortality with ethnic and minority populations
carrying the greatest burden (Roetzheim et al.
2001, 1754).

Coordinated efforts of state and local govern-
ments to develop community coalitions designed
to help those at greatest risk for getting cancer
must include assessments of the barriers to pre-
vention and screening.

The Family Professional, Policy, and Research
The family professional is uniquely prepared,
through an understanding of the interaction of in-
dividuals with their environments, to develop and
promote public awareness programs about pre-
vention and screening within communities. An
understanding of the role families play in the fight
against cancer may contribute to early diagnosis
and reduced mortality. This suggests the need for
collaborative efforts between family and health
care professionals, community leaders, and state
and local governments in program development

designed to increase public awareness about pre-
vention and cancer screening.

Prevention measures must begin with young
families with children and continue throughout
the life course. One of the most difficult tasks faced
by concerned parties is convincing the young that
early participation in preventive measures such as
smoking cessation will result in long-term positive
outcomes and a reduction in cancer rates. The
family professional is an essential player in strat-
egy development designed to address the diverse
needs of individuals within families in the quest to
reduce the incidence of cancer.

Policy development must function to reduce
the disparities related to cancer. Policy to reduce
disparity and eliminate barriers to prevention and
screening must include the means to provide uni-
versal health insurance coverage, increase educa-
tion levels overall, and provide a living wage so
that families can access needed services.

Efforts to reduce the mortality rates associated
with cancer require an ecological approach and an
understanding of the interactive relationships be-
tween individuals within families, communities,
and their environments. Future research needs in-
clude efforts to understand the role of the family
in relationship to prevention and screening. We
must also gain a better understanding of the rela-
tive importance of racial bias and discrimination
versus cultural beliefs and values associated with
participation in prevention and cancer screening.
Even though a cure for all cancer remains elusive,
prevention of some cancers and screening for oth-
ers can reduce the mortality rate associated with
cancer.

Susan K. Hoppough

See also: Breast Cancer among Latinas; Smoking and
Tobacco Use; Tobacco Prevention and Youth
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Cardiovascular Disease
The term “cardiovascular disease” (CVD) refers a
group of disease entities that affect humans of all
genders, races, ages, socioeconomic classes, and
environments. CVD is a major public health issue,
since it is the leading cause of death in developed
and developing countries. CVD refers to diseases
of the circulatory system or the heart and network
of blood vessels that carry oxygen and nutrients to
the rest of the body. The primary cause of CVD is
atherosclerosis, or thickening and loss of elasticity
of the blood vessels. CVD, in turn, can lead to a
range of medical problems, including heart at-
tacks, sudden cardiac death, strokes, and gan-
grene. Factors that increase the likelihood of an in-
dividual developing CVD include genetic makeup
(e.g., family history), psychosocial issues (e.g., de-
pression, type A personality), environmental is-
sues (e.g., tobacco use, sedentary lifestyle, poor
nutrition, obesity), and biological issues (e.g., high
blood pressure, high cholesterol levels, diabetes
mellitus). These factors overlap with each other to
increase risk. Although individuals cannot alter
their genetic makeup, they can change their life-

styles so that they reduce the risk of developing
CVD. CVD is often diagnosed only after a person
experiences symptoms of the disease, which can
include severe chest pain or palpitations. Typical
treatments are risk factor avoidance or reduction,
interventions that return blood flow to affected or-
gans, and rehabilitation.

International trends suggest that environmen-
tal factors play a key role in rates of CVD.Although
people from everywhere in the world are affected
by CVD, individuals living in developing countries
are less likely to experience heart attacks and
strokes than individuals in developed countries.
These lower rates have largely been attributed to a
more active lifestyle, lower tobacco use, and the
lower-fat diets more common in developing coun-
tries. In contrast, individuals in developing coun-
tries, who tend to have less developed medical
care, are more likely to be exposed to the types of
infections that can lead to heart disease (Howson
et al. 1998).

In developed countries, such as the United
States, attempts to prevent, diagnose, treat and re-
habilitate CVD have increased life expectancies.
However, as the population ages, the risk for devel-
oping coronary artery disease and strokes also in-
creases. CVD is the overall leading cause of death
in the United States, but when results are broken
down by age, it does not become the leading cause
of death until the later decades of life. CVD was re-
sponsible for claiming nearly 950,000 lives in the
United States in 1998, which is 40.6 percent of all
deaths (American Heart Association 2001 Center
for Disease Control/National Center for Health Sta-
tistics 1988–1994). Nearly half of these deaths
were due to coronary heart disease (CHD), and
nearly 85 percent involved people age 65 and older
(American Heart Association 2001 Center for Dis-
ease Control/National Center for Health Statistics
1988–1994). The American Heart Association
(AHA) estimates that in 2001 the United States
will spend $298.2 billion on CVD and stroke
(American Heart Association 2001).

Prevention of the factors that cause CVD, espe-
cially atherosclerosis, is best started before individ-
uals find out they have the disease. The biological,
environmental, and psychosocial determinants are
mostly modifiable. Scientists continue to identify
more variables that cause CVD. Multidisciplinary
approaches, using clinicians, nurses, public health
officials, and other health care workers, have been
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used in reducing CVD risk factors and identifying
and treating CVD. To reduce risk factors individu-
als need to be aware of their risk factor profiles;
many, however, lack this knowledge. According to
the Sixth Report of the Joint National Committee
on Prevention, Detection, Evaluation and Treat-
ment of High Blood Pressure, almost a third of the
people with high blood pressure in the United
States don’t realize they have it (Joint National
Committee 1997 and American Heart Association
2001). Also despite widespread efforts to promote
screening programs, women tend to underesti-
mate their heart disease risk. Physicians have tra-
ditionally been more aggressive in diagnosing and
treating men than women.

Compared to Caucasians, African Americans
are at greater risk of CVD, including hypertension,
stroke, and coronary heart disease. The higher
CVD rates have been attributed to a range of fac-
tors, including worse access to health care and
screening and health care professionals’ less ag-
gressive treatment of risk factors and disease. The
National Institutes of Health have made reduction
of CVD disparities by race and sex a priority.

Although resources are needed to help identify
more risk factors for CVD, public health officials
argue that available resources should be used to
help society modify risk factors that are already
well documented. One in five deaths from CVD is
attributable to smoking (American Heart Associa-
tion 2001). Diet and physical activity have also
been implicated as important risk factors in CVD.
Other risk factors, such as high blood pressure,
high cholesterol, diabetes, and obesity, can be con-
trolled by proper diet and moderate physical activ-
ity. Debate still continues over whether nutrients,
antioxidants, and vitamins actually reduce the risk
of some cardiovascular diseases. Examples of nu-
trients that may prevent the development of coro-
nary artery disease include Vitamin E, Vitamin C,
and folic acid. Large ongoing clinical trials should
give  definitive results in the near future.

Diagnosing CVD usually occurs after clinical
symptoms appear. Coronary artery disease has
many diagnostic procedures, including stress tests
(stress induced by using a treadmill and by medi-
cine), cardiac catheterization (i.e., threading a
tube from a peripheral blood vessel into the heart
so that vessels that supply the heart can be im-
aged), and computed tomography (i.e., CT scans
or X-rays that reveal the anatomy of the body parts

of interest). The American Heart Association and
the American College of Cardiology have created
guidelines based on clinical trials that help physi-
cians decide which diagnostic procedure is best
suited for the different presentations of coronary
artery disease.

The treatment of CVD is focused around risk
factor modification, the restoration of blood flow
to affected organs, and rehabilitation in patients
who have already had a cardiovascular event.
These treatment modalities are all focused on the
individual and are very costly. With an increasing
consumption of fast foods and high percentages of
physically inactive people, the United States has a
long battle with CVD ahead. An ecological per-
spective to treating CVD is not to focus on the in-
dividual, but to focus on the environment that pro-
duces CVD risk factors (e.g., taxing high-fat foods
to decrease consumption and structurally chang-
ing our living environment to make it more con-
ducive to physical activity).

Jeffrey C. Lederman
Becca R. Levy

See also: Smoking and Tobacco Use
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Catholic Schooling: The Achievement
of Poor and Minority Students
Educational researchers have been intrigued by
the fact that low-income African American and
Latino high school students tend to excel in
Catholic schools, particularly when compared with
their peers in public high schools (Bryk, Lee, and
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Holland 1993). On average, Catholic as compared
to public high school students tend to have higher
grade point averages (GPAs) and Scholastic
Achievement Test (SAT) scores, and to be much
less likely to drop out of high school and much
more likely to continue their education after they
graduate from high school. The success of low-in-
come minority students in Catholic schools re-
flects a powerful and unique connection between
individuals (students, teachers, and administra-
tors) and their context, with positive results for
students of color. In order to understand these dif-
ferences in academic achievement, educational re-
searchers have compared curricula offered in
Catholic and public high schools, expectations and
standards for student achievement, school climate,
and school management practices (Coleman and
Hoffer 1987; Bryk, Lee, and Holland 1993; Hill,
Foster, and Gendler 1991).

The most interesting finding is that Catholic
schools appear to offset the educational disadvan-
tage ordinarily associated with poverty, minority
status, low parent education, and single parent-
hood. For example, in Catholic high schools, stu-
dents who come from single-parent homes do as
well in tests of verbal and mathematics achieve-
ment as their peers from two-parent families. This
is not the case for students in public high schools,
where the school achievement of students from
single-parent homes is lower than that of students
from two-parent homes. In addition, public-school
students from single-parent homes are more likely
to drop out of high school than their counterparts
in Catholic schools.

The body of research on the higher achievement
of Catholic as compared to public schools is not
without controversy. The greatest concern among
critics has to do with the issue of what is called self-
selection. In other words, Catholic schools are
schools of choice, and  parents who choose a
Catholic education for their children may be funda-
mentally different from parents who do not make
this choice. It is possible that the most motivated
and concerned parents choose Catholic schooling,
thus drawing in the most motivated, best-behaved,
and, perhaps, brightest students (McPartland and
McDill 1982). The fact that parents must pay tu-
ition raises the possibility that these schools serve
wealthier students. Furthermore, critics argue that,
as private schools, Catholic schools can admit and
expel whomever they wish.

Self-selection probably plays a role in the higher
achievement and more positive attitudes about
learning that have been documented by educa-
tional researchers. Paul Hill and his colleagues did
find that, relative to the public high school students
they studied, Catholic high school students were
slightly more advantaged in terms of family in-
come and parent education (Hill, Foster, and
Gendler 1990). On the other hand, Catholic schools
have the greatest success with the most economi-
cally disadvantaged students (Bryk, Lee, and Hol-
land 1993), and routinely admit students who need
a great deal of attention—those with behavior
problems as well as students who are far below
grade level. Their success is achieved with far fewer
resources than are available to public schools,
where the average amount of money allocated for
the education of each pupil is three times that of
Catholic schools. Furthermore, researchers who
have examined expulsion rates have noted that they
are no different for inner-city Catholic schools than
for inner-city public schools (Bempechat and
Boulay 2001; Hill, Foster, and Gendler 1990).

Educational researchers who have studied
tracking (the practice of grouping similar-ability
students in the same classroom) and curriculum
requirements in Catholic and public high schools
have reported that, generally, Catholic schools are
more demanding of their students than public
schools, with higher expectancies and standards
for both academic achievement and social behavior
(Lee and Bryk 1988; Marsh 1991). In a study of
thousands of students across the United States,Va-
lerie Lee and Anthony Bryk (1988) found that sig-
nificantly more Catholic than public school stu-
dents were enrolled in the academic track. These
researchers also found that there was a stronger re-
lationship between students’ educational aspira-
tions and their track placement. In other words, al-
most all the students in Catholic schools who
wanted to go to college were in the academic track
by the tenth grade. In contrast, public school stu-
dents with similar plans were much less likely to be
enrolled in their school’s academic track by the
tenth grade. Further, regardless of the track into
which students are placed, Catholic school students
are required to undertake more instruction in basic
courses. For example, even in the lower tracks, such
as general or vocational, Catholic students are re-
quired to take one full year more of mathematics
instruction than public school students.

98 Catholic Schooling: The Achievement of Poor and Minority Students



Recent research has shown that, among low-in-
come African American and Latino fifth- and sixth-
grade students, those enrolled in Catholic schools
have more positive beliefs about learning than their
public school peers (Bempechat 1998; Bempechat,
Drago-Severson, and Boulay 2002). In a survey of
their beliefs about learning, Catholic school stu-
dents indicated that they believed that doing well in
mathematics was due to their abilities. They be-
lieved that failure, when experienced, was not due
to lack of ability. In contrast, their public school
counterparts believed that success in mathematics
was due to external factors, such as luck, and fail-
ure, to lack of ability. These beliefs can be detri-
mental, since they suggest that these students per-
ceive that they have little control over their learning.
When students believe that they lack ability, for ex-
ample, they are more likely to give up in the face of
difficulty. This tendency to give up reflects a belief
that many students share, that ability is a quality of
the self that is internal, relatively stable, and over
which they have little control (Weiner 1994).

Scholars who have examined school manage-
ment practices have noted that Catholic schools
operate with much less bureaucracy than public
schools, a fact that allows them to be more focused
on the educational needs of their students (Bryk,
Lee, and Holland 1993; Hill, Foster, and Gendler
1990). Unlike public high schools, Catholic high
schools are, according to researchers, strong or-
ganizations that encourage rather than discourage
individual initiative. Perhaps most importantly,
these schools are oriented toward a single, shared
vision of preparing students for higher education.
In the service of this mission, Catholic schools em-
brace a central curriculum, in which high ex-
pectancies and standards are maintained for all
students, and where there is a much lower ten-
dency to separate students according to ability
level. Furthermore, individuals within the Catholic
school community—teachers, administrators,
students, and parents—are each held accountable
for the academic achievement of all students.

Currently, educational researchers are studying
the ways in which Catholic and public school stu-
dents themselves describe their educational expe-
riences. Through in-depth interviews, this trend in
the research is oriented toward understanding
how students perceive their learning in these dif-
ferent institutions.

Janine Bempechat

See also: Community Schools; Faith-Based Organizations;
Full-Service Schools; High School; High School, Advising
Students in; National Association for the Education of
Young Children (NAEYC)
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Ceci, Stephen J.
Stephen J. Ceci graduated from the University of
Delaware (B.A.) in 1973.After receiving his M.A. at
the University of Pennsylvania in 1975, he moved
to Great Britain to pursue a Ph.D. in developmen-
tal psychology under mentorship of Michael J. A.
Howe. Upon return to the United States in 1978,
Ceci joined the University of North Dakota as an
assistant professor of psychology.

While at the University of North Dakota, Ceci’s
interests in cognitive development began to take
on an ecological orientation. He began experi-
menting with aspects of the physical and social
context to determine what effect it had on memory
and reasoning. Until that time, such contextual
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variations were viewed by many as “noise,” to be
controlled or removed as a source of unwanted
variance. Ceci realized the potential of context as
an explanatory construct, and he began designing
experiments with this in mind. This direction of
his work led him ineluctably to the work of Urie
Bronfenbrenner at Cornell University. After two
years at the University of North Dakota, Ceci re-
signed his post to assume a similar one at Cornell.

At Cornell, Ceci flourished under the watchful
eye of Urie Bronfenbrenner. In a series of collabora-
tions that included a number of highly influential
and often cited papers, Ceci and Bronfenbrenner
found that their different academic backgrounds
were highly complementary. Ceci was trained in
state-of-the-art experimental techniques and
Bronfenbrenner was a master ecological theorist.
Partly as a consequence of their unusual collabora-
tion, Ceci was awarded the lifetime Helen L. Carr
Chair of Developmental Psychology. This honor
came in 1990, when Ceci was only 40.

Ceci’s research focus can be broadly construed
as the bioecology of intellect development. Under
this rubric are his studies of the development of
intelligence and memory (in particular alterna-
tives to psychometric theories of intelligence, and
his ecological model of cognitive development),
and his groundbreaking work on children’s court-
room testimony (particularly as it applies to alle-
gations of physical abuse, sexual abuse, and neg-
lect). Both programs of research lean heavily upon
the concept of ecological context of development.
For instance, in a landmark 1985 paper with Urie
Bronfenbrenner, Ceci showed that even microlevel
cognitive processes (e.g., calibration of one’s psy-
chological sense of time, or one’s internal mental
clock) are under the influence of children’s physi-
cal and social environment (Ceci and Bronfen-
brenner 1985), a conclusion further developed in
his book, On Intelligence, A Bio-Ecological Treatise
on Intellectual Development (Ceci 1996).

Drawing upon his research on intellectual de-
velopment in context, Ceci has built a worldwide
reputation in the field of children’s courtroom tes-
timony. His studies on young children’s eyewitness
accounts are characterized by the use of real-life
situations and materials, adding to the ecological
validity of his findings. His research on children’s
courtroom testimony culminated in an award-
winning article entitled “The Suggestibility of
Children’s Recollections: An Historical Review and

Synthesis” (Ceci and Bruck 1993), which has be-
come a citation classic, with nearly 400 cites to
date and numerous awards.

Currently, Ceci codirects the Cornell Institute
for Research on Children (CIRC), a multimillion-
dollar, National Science Foundation–funded cen-
ter for the conduct, synthesis, and dissemination
of developmental science in the public interest. As
part of this center, Ceci commissions teams of in-
ternational scholars to study important societal
problems and develop consensus reports that are
translated into public policy papers. Among the
list of luminaries who serve on CIRC’s advisory
board is, unsurprisingly, Urie Bronfenbrenner.

Although his career is still far from completed,
Ceci has amassed an enviable portfolio of awards,
honors, and prizes. He has received over $5 mil-
lion in governmental and foundation grants; he is
the author of nearly 300 articles, books, reviews,
and chapters; and he has given hundreds of in-
vited addresses and keynote lectures around the
world. He has appeared on national television
(ABC, NBC, CBS, PBS) and international televi-
sion (BBC, CBC) many times. In addition, he is
quoted frequently in major syndicated magazines
and newspapers such as The New York Times,
Newsweek, and Time Magazine.

Ceci is the recipient of over two dozen awards,
the latest of which is the 2002 American Psycholog-
ical Association’s Bronfenbrenner Award for Life-
time Contribution to Developmental Psychology in
the Service of Science and Society. Formerly, he has
been the recipient of the Lifetime Achievement
Award for the American Academy of Forensic Psy-
chology, and a National Research Career Develop-
ment Award from the National Institute of Child
Health and Human Development. He currently
serves on seven editorial boards and coedits the
journal he founded for the American Psychological
Society, Psychological Science in the Public Interest
(PSPI); and he is a member of numerous presti-
gious advisory boards, including the National
Academy of Science’s Board on Behavioral, Cogni-
tive, and Sensory Sciences, the National Science
Foundation Advisory Board for the Social, Behav-
ioral and Economic Sciences, the Canadian Insti-
tute for Advanced Research (CIAR), and the White
House Task Force on Research on Children and
Adolescent Research (plus many National Research
Council and governmental boards).

Currently, Ceci lives with his intellectual soul
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mate, Wendy M. Williams, herself a professor at
Cornell University, and they divide their time be-
tween Ithaca, New York, and Lichfield, Connecti-
cut, where they raise their children.

Eddy H. de Bruyn

See also: Bronfenbrenner, Urie; Investigative Interviews
with Children
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Child Abuse
There are four primary types of child abuse: phys-
ical abuse, sexual abuse, emotional abuse, and
neglect. Physical abuse is any intentional use of
force that risks physical injury, harm, or pain,
which includes hitting, slapping, choking, biting,
burning, shaking, beating with an object, or other-
wise harming a child. Sexual abuse occurs when a
person forces a child to participate in any sexual
activity in which a person uses a child for satisfy-
ing sexual needs. Sexual abuse includes inter-
course, fondling a child’s genitals, masturbation,
and exploitation through prostitution, production
of pornographic materials, or exhibitionism. Emo-
tional abuse occurs if there is a long period of inat-
tention to the child’s needs for love and affection,
or when a person ignores, blames, or threatens a
child. Emotional abuse also includes spousal
abuse in a child’s presence. Neglect represents a
failure to provide a child’s basic needs, such as
food, clothes, a warm place in which to live, health

care, and education. Neglect also includes leaving a
child alone at home or with inadequate supervi-
sion (Wolf 1999).

The U.S. Department of Health and Human
Services (2001) estimates that there were 826,000
victims of child abuse in 1999 across the United
States. The rate of victimization is 11.8 per 1,000
children: 58.4 percent suffered neglect, 21.3 per-
cent were physically abused, 11.3 percent were sex-
ually abused, and 35.9 percent were emotionally
abused (the sum of percentages is more than 100
percent because children may have been victims of
more than one type of abuse). The highest victim-
ization rates were for children under 3 years old,
and rates declined as age increased. Rates for
many types of abuse were similar for male and fe-
male children, but the sexual abuse rate for female
children was higher than the sexual abuse rate for
male children. However, these numbers do not rep-
resent an accurate picture of child abuse in the
country, since numbers of abused children are not
officially reported.

Although the literature usually identifies par-
ents as the prime perpetrators, older siblings or
peers, relatives, and other adults who are not fam-
ily members may also be abusers. Furthermore, it
is necessary to understand that children are often
abused with two or more types of maltreatment.

To be able to prevent child abuse it is necessary
to understand the risk factors that lead to child
abuse. Current approaches to understanding the
causes of child abuse emphasize the combination
of individual, family, environmental, and sociocul-
tural risk factors, and their dynamic interaction.

Parents who abuse their children tend to be so-
cially isolated, to have no friends, relatives, church,
or other support systems (Hecht and Hansen
2001). The strongest risk factor for child abuse is
poverty or low income. Parents who are unem-
ployed or live with their children in impoverished
communities, or both, show psychological distress
such as anxiety, depression, and hostility (Hecht
and Hansen 2001). Parents who are raising their
children alone tend to experience economic stress
along with the additional stressors of increased
child-rearing responsibilities and the lack of an-
other parent to support the raising of the child. In
general, parents who experience a lot of stress,
perceive child rearing as more difficult then enjoy-
able, and report higher levels of anger and conflict
in the family tend to abuse their children.
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Prior child abuse and family violence in child-
hood may continue a cycle of violence across gen-
erations. Other characteristics of families in which
abuse may be more likely involve parents who
abuse drug or alcohol or parents with cognitive
deficits. In addition, parents may be abusive when
they want to control the world, when they show
their power by expressing negative behaviors to
their children and other family members, and
when they believe (and also express their belief)
that children deserve harsh punishment (Wolf
1999). Although a child’s behavior may play a role
in the onset, continuation, or acceleration of abu-
sive or neglectful adult behavior, it is important to
understand that children are not responsible for
their own abuse; child abuse is an adult action that
is never justified.

Many children who experience abuse develop
social, behavioral, and emotional problems. How-
ever, it is not possible to predict with complete pre-
cision the effects for each child because of the het-
erogeneity of personal, social, and cultural
backgrounds, personal life experiences, and family

conditions. What is possible is to present the most
common effects of child abuse for each type of
abuse.

Physical child abuse causes unusual injuries in
some parts of body, such as the stomach, cheeks,
ears, buttocks, mouth, or thighs, that an active
child cannot easily get from everyday playing.
Black eyes, human bite marks, and burns the sizes
of a cigarette do not come from typical children’s
play. A child who is physically abused may seem to
be self-destructive or aggressive and violent to-
ward others. A child may wear inappropriate
clothes to cover the injured body, may seem to be
afraid of parents and other adults, and may spend
a lot of time at the playground and outside of the
house because of a fear to go home (Hecht and
Hansen 2001).

Sexually abused children might show different
kinds of physical and health indicators of abuse,
such as sexually transmitted diseases, genital
bleeding, genital pain or itching, problems while
walking or sitting, or wearing broken, dirty, or
bloody underwear. Sexual abuse seems to be asso-
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ciated with a number of internalizing behaviors
such as depression, suicidal ideation, anxiety, low
self-esteem, and somatic complaints. Moreover,
sexual abuse is related also to a number of exter-
nalizing problems, such as school problems, prob-
lems with peers, self-abusive behavior, inappropri-
ate sexual games or knowledge, and promiscuity.
Many sexually abused children develop symptoms
associated with posttraumatic stress disorder or
other clinical disorders (Webster 2001).

Emotionally abused children are likely to show
delinquent or aggressive behavior, substance
abuse, delay in physical development, and a prob-
lematic sense of self-worth. Emotional abuse may
affect a child’s happiness, relationships, and suc-
cess (Hecht and Hansen 2001). Neglected children
may sleep in class, steal food or beg for it, say that
their parents are never at home, show self-destruc-
tive behavior, or drop out of school.

Overall, the effects of child abuse depend on
how the child perceives and interprets the abusive
act and on the different life circumstances faced by
a child. In any case, a number of positive influ-
ences, such as supportive adults within and out-
side the family, supportive siblings, and successful
school achievement may over time moderate the
effects of abuse (Wolf 1999).

Given that the problems of child abuse affect
many individual, family, and cultural levels of
human ecology, the comprehensive prevention of
child abuse should target all these levels. Individ-
ual and family support programs and education
should be conducted for families, especially during
periods of transition and stress. Interventions for
preventing the onset of abusive behavior, such as
media campaigns, crisis hotlines, and community
enhancement of social networks have been strate-
gies used throughout the United States to express
and clarify community values and promote a pre-
vention orientation (Daro 1993; Wolf 1993). Com-
munities need to support a variety of interven-
tions because individual families must have access
to a range of supportive, educational, and thera-
peutic services in order to effectively reduce and
prevent the multiple causes of child maltreatment.

Helena Jelicic

See also: Externalizing Disorders; Public Policy and Early
Childhood; Sexual Abuse
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Child and Family Poverty
Compared to all age groups in our country, chil-
dren have the highest poverty rate. At the outset of
this century, 19 percent of American children
under the age of 18 lived in poverty (U.S. Bureau of
the Census 1999). When children near the poverty
line are added to this group, this rate skyrockets to
39 percent. Additionally, 41 percent of children age
6 and under live near or at the poverty line. These
figures do not bode well for the United States,
given that numerous studies have demonstrated
the negative effects of poverty on children’s physi-
cal, cognitive, and socioemotional development.
Currently, the three main contributors to high
poverty levels include the rise in female-headed
households, low educational attainment, and a de-
clining labor market for low-skilled workers.

Simply put, poverty means not having enough
money to meet the basic human needs of food,
shelter, and clothing. The index used to determine
poverty status was originally formed by estimat-
ing the minimal cost for food expenditures for
families of varying sizes and multiplying this
value by three. This calculation was deemed ap-
propriate in 1959, because food constituted about
one-third of household expenses. The current
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poverty threshold, which is based on this formula,
takes household size into account and is adjusted
annually for the cost of living (based on the Con-
sumer Price Index). Thus, families who receive less
money in a year than the federal poverty threshold
are considered poor. Another less common indica-
tor of wealth is household socioeconomic status
(SES), which is based on the primary breadwin-
ner’s level of education, occupation, and income.

The official poverty index has been challenged
by many organizations because of concerns that
the measure does not adequately address stan-
dard-of-living changes since the 1960s in such
areas as child and medical care. Indeed, there is
great concern for the larger group of at-risk chil-
dren from low-resource households who do not
meet the official poverty criteria (i.e., below 100
percent of the poverty line). Due to the efforts of
researchers and policy makers, children who live
below 200 percent or 185 percent of the poverty
line (but above 100 percent) are eligible to receive
assistance from federal programs such as Special
Supplemental Nutrition Program for Women, In-
fants, and Children (WIC) and School Lunch much
as their lower-income peers do.

Dispelling Poverty Myths
Poverty is not just an urban phenomenon. On the
contrary, according to the National Center for Chil-
dren and Poverty (NCCP), poor children age 6 and
younger are located in urban (29.9 percent), rural
(26.4 percent), and suburban (16 percent) envi-
ronments (1999 ). Contrary to some popular mis-
conceptions, most low-income families work. In
1997, nearly two-thirds (65 percent) of poor chil-
dren age 6 and under had at least one employed
parent (NCCP 1999). Longitudinal studies have
also shown that persistent economic hardship
leads to poorer physical, psychological, and cogni-
tive functioning and not vice versa (Haan, Kaplan,
and Camacho 1987; Lynch, Kaplan, and Shema
1997).

Risk Factors: Parenting
Research suggests that poverty affects children’s
social and emotional development indirectly
through its influence on parenting. Parental char-
acteristics such as child-rearing styles, mental
health, and coping skills all appear to partially ex-
plain how poverty exerts its influence on child ad-
justment. Stressors associated with economic

hardship contribute to higher levels of child mal-
adjustment, in part by increasing parents’ ten-
dency to use harsh and inconsistent discipline. Fi-
nancial strain may also steer parents toward
ineffective parenting styles that require less effort
(e.g., physical punishment or reliance on author-
ity). Taken as a whole, poverty appears to con-
tribute to child maladjustment by undermining
parents’ capacity to respond to their children in a
sensitive and consistent manner.

One protective mechanism that may buffer
children from the harmful effects associated with
economic disadvantage is the amount of social
support available to primary caregivers. The avail-
ability of social support reduces the likelihood that
low-income parents will engage in punitive par-
enting, which is important because, as numerous
studies have demonstrated, parenting styles are
linked to children’s adjustment. For example, so-
cial support may shield mothers from the effects of
some stressors and thereby decrease the potential
for maternal depression, which in turn reduces the
likelihood of nonresponsive parenting.

Although harsh parenting seems to explain
part of the reason why economic hardship is asso-
ciated with problem behaviors, research has also
shown that physical discipline and restrictiveness
are not necessarily linked to child maladjustment
for some at-risk families (Deater-Deckard et al.
1996). Considering that controlling parenting
styles appear to be adaptive for children who live
in dangerous neighborhoods, it appears that con-
text informs parenting as well as influences how
children respond to different types of discipline.

Consequences
Due to the complex and dynamic nature of child
development, the effects of economic disadvantage
permeate a child’s interactions in multiple set-
tings, such as the home, neighborhood, school, and
social environments. Poverty may compromise
children’s well-being directly through the absence
of essential resources, such as adequate nutrition
and child care, or through the presence of harmful
substances, such as lead chips from peeling paint
in old houses. The strongest effects of poverty are
on children’s cognitive development and achieve-
ment scores compared to children’s emotional out-
comes. Strong evidence exists to show that the ef-
fects of poverty on parenting and the quality of the
early home learning environment represent the

Child and Family Poverty 105



main ways in which children’s socioemotional ad-
justment and academic achievement may be un-
dermined. Early childhood poverty (0–5 years)
seems to have the greatest influence on high school
completion, compared to poverty experienced in
later childhood (6–10) or adolescence (11–15)
(Duncan et al. 1998).

Physical Health
Birth Outcomes. Low birth weight (2,500 grams
or less), which is more likely for children born to
impoverished mothers, places children at in-
creased risk for cognitive and emotional problems
that may persist throughout the life course. Addi-
tionally, low birth weight is linked to infant mor-
tality.

Nutrition. While being underweight is associ-
ated with poverty, American children from low-
income households are more likely to experience
deficits in their nutritional status as opposed to
malnutrition or starvation. At the same time, obe-
sity is becoming a paramount problem for low-
income children. Foods that are low in nutritional
value but high in calories are often less expensive
for parents to purchase in relation to healthier
foods, which may partly explain the increase in
weight gain among poor children.

Lead Toxicity. Given that poor preschoolers
are three times more likely to have lead in their
bloodstream than are their more economically ad-
vantaged peers (Seccombe 2000), toxicity that re-
sults from lead exposure might explain how
poverty is linked to declines in children’s cognitive
functioning. Today, eating chips from deteriorat-
ing lead-based house paint is the primary source
of lead exposure for young children.

Potential Buffers of Poverty
Studies on protective factors suggest that poverty
may not necessarily be linked to problematic ad-
justment. Instead the presence or absence of cer-
tain experiences or qualities may buffer some at-
risk children from the harmful outcomes
associated with economic disadvantage.

Quality of Parent-Child Interactions
The value that parents place on education may dis-
tinguish those children who make it out of highly
impoverished neighborhoods from those children
who do not. A positive parent-child relationship as
well as a cohesive and warm family environment is

highly protective and may shield children from
some of the adversity associated with economic
hardship.

Mentors
At-risk children who have adults who take a spe-
cial interest in them and act as role models do bet-
ter emotionally and academically compared to
those children who do not receive support or guid-
ance from a mentor. However, it would be mislead-
ing to imply that mentors initiate these relation-
ships with disadvantaged youth. On the contrary,
resilient youth often seek out prosocial connec-
tions with others. While these relationships are
protective, they do not erase the developmental
consequences associated with childhood poverty.

Neighborhoods
Social cohesion among neighbors, combined with
a willingness to intervene on behalf of the com-
mon good, appears to be associated with reduc-
tions in child maladjustment and community vio-
lence (Sampson, Raudenbush, and Earls 1997).
Neighborhood settings that are characterized by
mutual trust and a commitment to supervise and
monitor behavior may buffer youth from the neg-
ative effects of economic hardship.

Interventions
Comprehensive interventions that provide in-
home services to families in addition to early
childhood education appear to be most effective in
reducing poor school performance and the onset
of problem behaviors. For example, interventions
that include a preschool component in addition to
long-term home visitation have been shown to
mitigate some of the effects of poverty on chil-
dren’s scholastic performance (Campbell and
Ramey 1994). It is important to recognize that pro-
tective factors do not make children invulnerable
to the threats posed by poverty.

In 2001, the NCCP outlined three steps aimed at
reducing the child poverty rate. The first initiative
calls for an increase in family income through an
expanded earned income tax credit (EITC) for
working families, as well as access to affordable
child care, health insurance, and transportation to
and from work. It is notable that since the EITC be-
came more readily available in 1993, tax policy has
become one viable way to combat poverty for poor
working families. The second initiative encourages
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increases in cost-effective prevention programs
such as the Special Supplemental Nutrition Pro-
gram for Women, Infants and Children (WIC) and
Head Start. Third, NCCP advocates for adolescent
pregnancy prevention programs that have been
shown to be effective, such as the Teen Outreach
Program.

Lyscha A. Marcynyszyn

See also: Adolescent Pregnancy and Prevention; Head
Start; Lead Poisoning; Low Birth Weight Infants; Public
Policy and Early Childhood; Women, Infants and
Children (WIC), Special Supplemental Nutrition Program
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Child Care: Issues for 
Infants and Children
Child care (defined as nonparental care that occurs
on a regular basis) has come to play an essential
role in modern family life in the United States. Not
only does it provide support for parental employ-
ment, it also serves as an important context for
child development.With the majority of parents in
married-couple and single-parent households
now working, the number of children who spend
part of their day in the care of someone other than
a parent has increased dramatically over the past
few decades. In 1995, approximately 75 percent of
children under the age of 5 and nearly half of all
school-aged children were in some type of regular
child-care arrangement (Smith 2000, 70). Indeed,
the “average” American child spends a substantial
number of hours in care and typically experiences
multiple arrangements each week. Beginning in
1996, changes in the work requirements for fami-
lies receiving welfare have further increased the
demand for child care.

Because child care affects the daily lives of so
many children and families, it has become a topic
of great interest in the field of human develop-
ment. Researchers have examined why families
choose certain types of care; how characteristics of
care are related to child outcomes; and, how factors
at the community, state, and national levels influ-
ence the child care options available to families.

Types of Child-Care Arrangements
Child care can be classified into two broad types of
care arrangements. Center-based care (also called
formal care) refers to licensed or regulated group
care that takes place in an institutional setting.
States set maximum standards for child-to-staff
ratios and group size, as well as minimum safety
requirements; these regulations vary greatly across
states. Center-based care includes programs that
are designed primarily to supervise children while
parents are working, as well as those designed to
enrich or provide early education to young chil-
dren (e.g., Head Start or preschool). Home-based
care (also called informal care) refers to care pro-
vided by relatives or nonrelatives in either the
child’s home or the caregiver’s home (e.g., family
day-care homes). Home-based care may be for one
child or a group of children, unregulated or regu-
lated, and paid or unpaid. Parents often use a com-
bination of formal and home-based arrangements.
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Parental Preferences and Constraints
Parents choose different types of child-care
arrangements based on a complex combination of
their preferences and the constraints they face.
Parents may use care because they work or attend
school, or because they believe that it provides cer-
tain opportunities to their children. Preferences for
certain types of care likely reflect parents’ values,
as well as their beliefs about which arrangements
will provide the best care for their children and
will best suit the specific needs of their family
(e.g., work schedules). Many of these factors are
difficult to measure, and it has proven challenging
for researchers to identify exactly how child-care
decisions are made. One of the most significant
predictors of child-care use is child age. Parents
have different concerns and goals, and face differ-
ent care options for children of different ages.

Infants and Toddlers
Nonmaternal care has become commonplace even

for very young children. A national study of child
care reports that 72 percent of children experience
regular nonmaternal child care during the first
year of life (National Institute of Child and Human
Development Early Child Care Research Network
1997). On average, children enter their first care
arrangement at 3.3 months for an average of 28
hours per week. Early entry into care may be be-
cause of a mother’s desire to return to work, a lim-
ited leave policy, or limited resources. Under the
new welfare laws, fourteen states require most par-
ents with children under age 1 to work, and an ad-
ditional twenty-three states require the parent to
find work after the child’s first birthday.

Home-based care from relatives is the most
commonly used arrangement for infants and tod-
dlers. One large-scale longitudinal study of child
care reports that fathers provide the first nonma-
ternal care for infants in one in four families
(NICHD Early Child Care Research Network 1997).
Center care is less available for this age group, but
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it is also the case that many parents have reserva-
tions about placing very young children in center
and nonrelative care. Parents worry about whether
formal care will provide the nurturance and atten-
tion needed by infants. Moreover, parents worry
about the safety of their children in the care of
strangers, especially during the preverbal years
(Lowe and Weisner 2001). Nevertheless, it is esti-
mated that 22 percent of infants and toddlers are
cared for in centers, with another 34 percent in
nonrelative home-based care (Ehrle, Adams, and
Tout 2001).

Preschool-Age Children
Preschoolers (3- and 4-year-olds) are more likely
than either younger or older children to be in for-
mal arrangements (Smith 2000). As their children
enter the preschool years, parents may be increas-
ingly interested in the social and educational op-
portunities that center-based care can offer. Be-
tween the ages of 3 and 5, children also have
increased access to this type of care in the form of
preschool programs, Head Start, and pre-kinder-
garten programs. These types of programs are
often half-day, and may be one reason that pre-
school-age children are more likely than younger
children to be in several arrangements at the same
time (Smith 2000).

School-Age Children
Child-care research has focused primarily on in-
fants, toddlers and preschoolers. Once children
begin school the need for child care is reduced, yet
millions of school-age children still require care
during the hours before and after school while
their parents are working. Few jobs offer the flexi-
bility necessary to accommodate a school-aged
child’s schedule; this problem is especially true for
those parents who must work full-time to remain
self-sufficient or who work nontraditional sched-
ules that do not overlap with school hours. School
holidays (most notably the summer break) are
also a time when many families need care for older
children. Child care for this age group involves a
wide range of activities, including center-based
before- and after-school care, as well as such struc-
tured activities as sports and lessons.

National data from 1995 indicate that 39 per-
cent of children between the ages of 5 and 14 par-
ticipated in structured enrichment activities out-
side of school hours (Smith 2000, 70); another 43

percent received regular care from a relative, 17
percent were in center-based or nonrelative care,
and 18 percent regularly cared for themselves
(Capizzano, Tout, and Adams 2000). Though typi-
cally not defined as child care, self-care is an im-
portant issue for this age group.

Research suggests that, in addition to child age,
a range of parent and family-level factors (e.g.,
parent education, household composition, and
ethnicity) are associated with the likelihood of
using different types of care (NICHD Early Child
Care Research Network 1997). For example, His-
panic families are more likely to use relative care;
whereas White and Black families are more likely
to use center-based care (Capizzano 2000).

Cost
Many parents struggle with finding and paying for
adequate care for their children. High costs can
limit families’ child-care options. Center-based
care is typically more expensive than home-based
care, and can cost the equivalent of a year’s tuition
at many public universities (approximately
$4,000–$10,000 per year for full-time care). Care is
also usually more expensive for younger versus
older children, because they spend more hours in
care and rates are often higher for this age group
(especially for infants).

Finding affordable child care is particularly dif-
ficult for low-income families. For this reason,
poor families are less likely to use paid care; when
they do pay for care, however, they spend 500 per-
cent more of their income on care than families
who are not poor (Smith 2000). The recent welfare
reform legislation has exacerbated child-care is-
sues for low-income families; the Personal Re-
sponsibility and Work Opportunity Reconciliation
Act of 1996 greatly increased the number of par-
ents required to work, including those with very
young children.

Recognizing that the new requirements would
intensify the need for child care, policy makers si-
multaneously increased funding for child-care
subsidies. Despite the wider availability, however,
only 12 percent of children who were eligible for
subsidies in 1999 received them (U.S. Dept. of
Health and Human Services 1999). The extent to
which this figure reflects low take-up by families
as opposed to inadequacies of the subsidy system
has been debated; low usage rates are likely the re-
sult of multiple factors. First, not all families who
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are eligible for subsidies use paid care; some fam-
ilies may prefer types of care that are free or low-
cost (i.e., care by friends or relatives). Subsidies
generally can be used for informal or home-based
arrangements, as well as formal arrangements,
though many states require that the care be certi-
fied or regulated (i.e., meeting minimum safety
and health standards). Second, families may not
know they are eligible for assistance, particularly if
they are not receiving welfare. Parents who have
recently transitioned from welfare to work appear
to be largely unaware of the availability of subsi-
dies. Third, the way subsidy systems are structured
can make it difficult for parents to make use of
them. Most states require parents to make a copay-
ment, and the process of obtaining and maintain-
ing subsidies can involve several administrative
hurdles. Requirements that parents maintain a
continuous level of employment and an income
below a set level do not fit with the sporadic nature
of low-wage work.

Thus, parents whose work hours fluctuate can
cycle between eligibility and ineligibility, making it
difficult to maintain a stable subsidized arrange-
ment. Finally, subsidy reimbursement rates are
usually lower than market rate, and therefore not
necessarily sufficient to pay for quality care. A re-
cent analysis of several experimental welfare-to-
work programs suggests that generous and well-
structured child-care assistance can increase
families’ use of subsidies and decrease child-care
problems related to parents’ finding and maintain-
ing employment (Gennetian et al. 2002).

Availability
Availability issues place additional constraints on
the types of care families can use. Care for infants
and school-age children is often more difficult to
find than for preschool-age children. For example,
the current supply of school-age child care is esti-
mated to meet less than 25 percent of the demand
in urban areas (U.S. General Accounting Office
1997). Market supply conditions vary greatly
across states and communities. In general, the
supply of child care tends be lower in low-income
neighborhoods than in higher-income neighbor-
hoods, and may be particularly scarce during non-
standard hours and for children with special needs
(U.S. General Accounting Office 1997). Only 10
percent of centers and 6 percent of family child-
care homes offer care on weekends (Phillips 1995),

and fewer offer care during the nighttime hours.
Again, this issue is heightened for low-income par-
ents, who are much more likely than other parents
to work evenings, weekends, or rotating shifts.

Effects of Child Care

Quality
Most of the research on child care has revolved
around its effects on developmental outcomes; this
body of work demonstrates that quality of care is
critical. Child-care quality is usually assessed by
(1) the child-provider relationship (e.g., amount of
verbal and cognitive stimulation, responsiveness,
stability); (2) structural and caregiver characteris-
tics (e.g., ratios, group size, caregiver education,
physical environment and materials); and (3)
health and safety provisions. Quality is often as-
sessed using observational methods, though these
are quite time-intensive and costly to use. Some
indicators of quality (such as child-to-staff ratios,
group size, and teacher education and training)
can be assessed using questionnaires or inter-
views.

The primary challenge in examining the rela-
tionship between child-care quality and child out-
comes is the fact that child care is a naturally oc-
curring event rather than part of a well-controlled
experiment (where children are assigned to differ-
ent types of care). Families who choose different
types of care are likely to differ in many ways,
making it difficult to disentangle the effects of care
on children. Despite methodological challenges,
child-care research over the last two decades has
provided a fairly consistent and convincing argu-
ment that quality matters. Poor-quality care has
been associated with delayed language and read-
ing skills, as well as problematic social behavior,
including aggression toward adults and peers.
Children in high-quality care, on the other hand,
perform better on cognitive tasks and have fewer
behavior problems than their peers in low-quality
care. The size and endurance of these effects is not
entirely clear.

Despite research demonstrating its importance
for child development, high quality care is not
readily available; on average, care in the United
States is rated as poor to mediocre in quality. It is
estimated that 40 percent of infants in child-care
centers experience care that jeopardizes their
health, safety, and development, and that one-third
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of family child-care homes are of inadequate qual-
ity (see Vandell and Wolfe 2000). In general, chil-
dren from more disadvantaged homes receive
lower-quality care, with the exception that the
working poor and families just above the poverty
line experience the lowest quality, because they
have only limited access to child-care subsidies
and intervention programs such as Head Start.

One question often asked by parents and de-
bated by researchers, policy makers, and practi-
tioners is whether certain types of care are more
beneficial to children than others (e.g., formal ver-
sus home-based arrangements). Given the large
variation in quality across types of arrangements,
this question is not straightforward. When quality
is held constant, center-based care during the
infant/toddler and preschool years is associated
with better cognitive, language, and school per-
formance than home-based care (NICHD Early
Child Care Research Network 2000). The advan-
tages of center care over home-based care for cog-
nitive and intellectual development may due to the
fact that they are uniformly subject to state-spe-
cific regulations on group size, child-to-staff ra-
tios, and safety, whereas this is the case for only
some home-based arrangements (primarily fam-
ily day-care homes). Centers are also more likely to
have developmentally appropriate materials and
may have staff trained in child development and
early education. For school-age children, formal
arrangements appear to benefit academic skills,
social behavior, and peer relationships more than
informal arrangements (e.g., hanging out with
friends) or self-care. Children who experience high
amounts of self-care are more likely to have prob-
lems with truancy, poor school performance, and
substance abuse (see U.S. Department of Educa-
tion 1998). Structured and supervised care may be
particularly important for low-income youth, who
often live in dangerous neighborhoods and are ex-
posed to negative peer groups (e.g., gangs).

Age of Entry and Stability of Care
Along with quality, researchers have also exam-
ined whether age of entry into care, the number of
hours spent in care, and the stability of care matter
for how children are affected by child care. One
concern has been that nonmaternal care at an
early age might interfere with the development of a
secure attachment between mother and child.
Much of the available data, however, does not sub-

stantiate this concern, and instead identifies the
mother as the primary influence in determining
the mother-infant relationship. The more impor-
tant question concerning early care may be how
quality of care interacts with children’s experi-
ences at home; there is some indication that high-
quality care may serve as a protective factor, while
low-quality care may compound other risk factors
(National Research Council and Institute of Medi-
cine 2000).

Stability of care has been linked primarily with
effects on social behavior. Stable arrangements
allow children to develop a relationship with their
provider and with other children. Children may
experience instability because of turnover in
child-care staff or because family circumstances
lead them to be in multiple arrangements (consec-
utively or concurrently). It is estimated that 34
percent of infants and toddlers of working moth-
ers are in two or more arrangements each week
(Ehrle, Adams, and Tout 2001); relatively less is
known about how many different caregivers chil-
dren are likely to experience over time.

Early Childhood Interventions
Quality of care appears to be particularly impor-
tant for children who are at risk; low-quality care
may exacerbate existing problems, while high-
quality care may act as a protective factor. Several
early childhood intervention programs have pro-
vided intensive services to low-income children
and their families in the context of a preschool
program, with notable success in improving such
outcomes as academic achievement, grade reten-
tion, freedom from crime, and adult earnings (see
Vandell and Wolfe 2000).

Head Start is one of the largest and oldest early
childhood intervention programs. Started in 1965,
this federally funded preschool program was de-
signed to improve the school readiness, social
skills, and health of children from low-income
families. As part of the Head Start program, par-
ents also receive a range of services and supports.
Over the years, evaluations of Head Start have
shown generally positive short-term effects on
children’s academic performance and IQ, as well as
long-term effects on cognitive ability, achieve-
ment, social adjustment, grade retention, and edu-
cational attainment (Barnett 1995; Currie and
Thomas 2000). The long-term effects of Head Start
are somewhat tenuous and appear to depend in

Child Care: Issues for Infants and Children 111



part on children’s ethnicity and their school experi-
ences in the years after Head Start (Currie and
Thomas 2000). Historically, Head Start has not
been considered child care because of its half-day
schedule and involvement of parents. With in-
creased pressure on low-income parents to work
(and to work full-time), there have been some ef-
forts to expand Head Start to better meet the needs
of working poor families. Some Head Start pro-
grams now provide “wrap-around”child-care serv-
ices to extend the program to a full day. In 1995,
Early Head Start was also started to provide child
and family development services from birth to age
three. An initial evaluation of Early Head Start
demonstrates positive effects on children’s cogni-
tive, language, and social-emotional development
after one to two years of program participation
(U.S. Dept. of Health and Human Services 2001).

Policy Issues
Evidence that high-quality child care is in short
supply and often unaffordable raises questions 
of what can be done at the local, state, and national
level to improve families’ access to care that sup-
ports parents’ employment and children’s develop-
ment.

Child-care workers historically earn very low
wages, and receive no benefits or paid leave. As a
result, staff education and training levels are usu-
ally low, and turnover rates are high (estimated to
be 31 percent a year for centers). Increasing tuition
rates to improve staff wages, however, would only
increase the already substantial financial burden
that child-care costs pose to families.Alternatively,
public or private funds could be used to subsidize
wages and provide benefits to child-care workers.

All center-based care, as well as some forms of
home-based care, is subject to state regulations
on quality. These regulations mandate minimally
acceptable levels of supervision and safety, and
vary widely across states. Quality may be im-
proved by increasing state standards, although
policy makers and others have expressed concern
that doing so will make some types of care unaf-
fordable for families, and may also increase the
likelihood that home-based providers will choose
to be unregulated.

The distinction between day care, preschool,
and early childhood programs has become less
clear in recent years. Many programs now provide
a range of services including supervision and nur-

turance while parents are working, early learning
and school preparation, health and developmental
screening services, and interventions for at-risk
families and children. Given the increased need for
care while parents are working and the increased
interest in preparing children for school, some
have argued that such integration needs to be
more widespread, and that it warrants public
funding (similar to the public education system).

Danielle A. Crosby
David M. Casey

See also: Attachment; Head Start; Maternal Deprivation;
National Association for the Education of Young Children
(NAEYC); Public Policy and Early Childhood
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Child Custody
Child custody refers to the legal and physical rights
and responsibilities parents have with respect to
their child.

Questions of child custody are usually thought
of in connection with divorce, and divorce cer-
tainly does account for many cases in which child
custody must be decided. At a divorce rate of 4.0
per 1000 population in the United States in 2001
(U.S. Department of Health and Human Services.
National Center for Health Statistics 2002), which
amounts to approximately 1.1 million divorces a
year, and an average rate of 0.9 children per di-
vorce decree, approximately 1 million children are
affected by divorce each year in this country. Di-
vorce, however, is not the sole reason for child cus-
tody allocations. Currently one out of three chil-
dren in the United States is born to unmarried
parents (U.S. Department of Health and Human
Services. National Center for Health Statistics
2002). The legal determination of custody is not
based on parents’ marital status, and thus the
number of children affected by child custody allo-
cations is much larger than the number of children
affected by divorce. Reporting of child custody

cases is neither uniform nor comprehensive
within and across states, and many states only
begin recording custody-related data after families
enter mediation. Official numbers of custody allo-
cations do not account for cases that never utilize
mediation services or the large number of parents
who resolve their custody issues informally. Only if
parents cannot agree on a custody arrangement
and seek the help of the court will the courts be-
come involved.

There are two primary types of custody. Legal
child custody refers to the right to make all major
decisions regarding the child’s health, welfare, ed-
ucation, and religious training. Physical custody is
the right to the daily care and control of the child.
In practice, one may encounter different types of
child custody, which involve various combinations
of legal and physical rights:

Sole legal custody grants to only one parent the
right to legal custody. This “custodial” parent has
the right to make all major decisions regarding the
child, independent of the other parent. The other
parent, who is referred to as the noncustodial par-
ent, typically has visitation rights, including
overnight visits, vacations, and holidays.

Sole physical custody grants exclusive physical
custody to one parent. Only in rare cases are both
sole legal and physical custody granted to only one
parent. Most commonly this is the case when the
other parent has neglected or abused the child.

Joint legal custody grants legal custody rights to
both parents equally. This means that parents need
to inform and agree with each other before making
major decisions for the child.

Joint physical custody grants physical custody
rights to both parents. However, the actual amount
of time each parent spends with the child may not
be equal. Parents with joint physical custody may
have a parenting plan, a specific court order, or an
informal arrangement that specifies the actual
times the child will spend with each parent. Parents
who share physical custody typically also share
legal custody; however, sharing legal custody does
not necessarily entail shared physical custody.

Split custody refers to “splitting” siblings be-
tween parents and may entail any combination of
physical and legal custody.

When parents cannot agree on custody issues
they may take their dispute to court, where a judge
will decide the specific custody arrangement,
based on the child’s best interests. What consti-
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tutes the child’s best interests has historically been
subject to ideological changes. Until the mid-nine-
teenth century, fathers were unequivocally favored
in custody decisions, and mothers had virtually no
rights. Over the next hundred years, psychologists
increasingly emphasized that the mother was nat-
urally the more nurturing parent because biology
predisposed her to the parenting task. The father
was seen as playing an indirect role, as the
provider for the mother-child relationship.As a re-
sult, the allocation of custody rights shifted from a
complete right of fathers to a sweeping preference
for mothers. The new maternal preference was ex-
pressed in the “tender years doctrine,” which held
that children of tender years should be raised by
their mothers.

In the 1970s and 1980s, further significant
changes occurred. The courts and the country
moved away from the presumption that mothers
are always the best parents. The “tender years doc-
trine” was discarded in most states because it was
solely based on gender and was thus unconstitu-
tional. Many states began to require that parties to
a custody dispute had to first attend mediation.
Mediation is a non-adversarial process through
which a neutral person, typically a mental health
professional, attempts to help parents settle their
dispute.Another important change was the shift to
a preference for joint custody in many states: Joint
custody is ordered unless it is proven not to be in
the child’s best interest. Other states grant joint
custody only if both parents agree to it. Under the
Uniform Child Custody Jurisdiction Act, judges are
required to give “full faith and credit” to custody
orders issued in other states and to enforce these
decrees.

Currently the majority of children, approxi-
mately 85 percent, who live with a single parent
live with their mothers (U.S. Census Bureau 2001).
About 40 percent of these children live with moth-
ers who have never been married. The numbers of
children living with fathers increased to 2 million
in 2000 (U.S. Census Bureau 2001). In father-
headed households, it was more likely that fathers
were divorced (44 percent) than never married (33
percent) (U.S. Bureau of the Census 1998). In con-
trast, mothers who were the custodial parent were
as likely to be divorced as never married. The in-
crease in father-headed households reflects the ef-
forts of a growing national fatherhood movement
and, perhaps as a result, father-friendlier courts.

What Determines the Child’s Best Interest?
An estimated 90 percent of child custody cases are
settled according to the parents’ wishes. The courts
will accept what parents propose. Critics point out
that this process does not necessarily insure the
child’s best interest. If, for example, violence exists
in the family, the terms of the agreement may not
be fair but coerced and may prolong the child’s ex-
posure to violence.When parents cannot agree, the
court tries to evaluate the best interests of the
child, considering many factors. The best-inter-
ests-of-the-child standard has been much criti-
cized because it is imprecise and may therefore
contribute to legal conflicts between parents, as
each has an incentive to demonstrate that he or she
is the better parent (Fineman 1988).

Another criticism is based on the observation
that the best-interests standard does not provide
clear and definite guidelines but leaves the deci-
sion to the judge; it may thus permit judicial bias
and arbitrariness, as judges may weigh criteria ac-
cording to their own personal values. The follow-
ing describes some of the primary factors that
judges may consider in their decision making.

The Parent-Child Relationship
It has been recommended that young children be
placed with their primary caregivers to minimize
disruption for the child (Maccoby 1999). Other
things being equal, this recommendation is proba-
bly followed, although fathers have protested that
this standard favors mothers. In response, it has
been suggested that this standard provides an in-
centive for fathers to be involved in their children’s
upbringing during the marriage. Parents’ ability to
provide adequately for the child (e.g., food, cloth-
ing, medical care) is also taken into account.

Continuity in the Child’s Experience
The courts consider not only the child’s continuity
with the primary caregiver but continuity with
home, schools, and community. In the spirit of
continuity, some states and some judges may favor
the parent who is more likely to allow the nonresi-
dential parent access to the child.

Parents’ Mental and Physical Health
Courts frequently depend on expert testimony to
ascertain the effect of parents’ health on children.
It needs to be demonstrated that parents’ health af-
fects child rearing in order to be deemed relevant.
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Courts may also consider any special needs the
child may have, including those influenced by the
child’s age and gender.

Lifestyle and Conduct of Parents
Parental conduct, including drug or alcohol use,
likelihood of exposing the child to secondhand
smoke, parental neglect or child abuse, and, in-
creasingly, evidence of domestic violence, may in-
fluence the determination of child custody. In con-
trast, parents’ sexual relationships are no longer
considered relevant unless it can be shown that
parents’ activities have a negative impact on the
child.

The Wishes of the Child
Whether the child’s wishes should be considered is
controversial and varies from state to state. For ex-
ample, Georgia permits children age 14 and older
to choose the parent who will have custody,
whereas California and most other states do not
rely on the child’s age but consider the child’s ma-
turity. There is a concern that children may not
know what is in their best interests and may even
pick a parent because he has more money or is
more permissive. A further concern is that letting
the child choose the custodial parent will induce
later guilt feelings in the child.

Sometimes neither parent is fit to have custody
of the child because, for example, of substance
abuse, criminal activity, or child abuse and neg-
lect. The court may in these situations award cus-
tody to a third party (e.g., relatives or foster par-
ents).

Evaluation of Different Custody Arrangements
Parents commonly ask whether any custodial
arrangement is better than another. Because of the
great diversity in individuals and in their living
circumstances, there is no simple answer to this
question. That is, we cannot generalize that any
one type of arrangement is better for all children
or all parents. However, it is possible to identify
certain trends from an examination of the re-
search on child custody.

A primary advantage of joint custody is that it
permits continuing contact and involvement with
both parents (e.g., Wallerstein and Kelly 1980).
Joint custody has also been linked to parents’
higher satisfaction with the custody arrangement
because it alleviates some of the burdens of par-

enting for each parent, as parents get time off for
their own interests. These positive outcomes are
found primarily if parents agree to joint custody.
In contrast, if parents did not want joint custody
but the court ordered it nonetheless, joint custody
has been associated with lower rates of well-being
and satisfaction and higher rates of relitigation
(Maccoby 1999).

Disadvantages of joint custody include less sta-
bility for children. They must be shuttled between
the parents, which may mean strong contrasts in
family structure when one or both parents have re-
married, different household rules and parental
expectations, and often even a change in socioeco-
nomic status from one household to another. Joint
custody also poses problems for parents who want
to move to a different area. Perhaps the most cru-
cial consideration is parents’ level of conflict. Re-
search has consistently shown that ongoing
parental conflict is a primary predictor of chil-
dren’s maladjustment (e.g., Hetherington and
Parke 1993). A recent meta-analytic review of
thirty-three studies found that children in joint
physical or legal custody tended to be better ad-
justed than children in sole custody (Bauserman
2002). They showed fewer behavior and emotional
problems, higher self-esteem, better family rela-
tions, and better school performance than chil-
dren in sole custody arrangements. The parents in
these joint-custody arrangements tended to report
less conflict than parents in sole-custody families.

However, this does not mean that joint custody
causes less conflict or better child outcomes. The
more likely explanation is that more cooperative
parents choose joint custody and that their coop-
eration and parental commitment contribute to
both less conflict and better child outcomes.

Cornelia Brentano

See also: Divorce, Children’s Adjustment to; Divorce
Mediation; Father-Child Relationships following Divorce;
Remarriage
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Child Development, Cultural 
and Community Influences on
The ways in which children experience the
changes involved in growing up, as well as the ways
in which families support this process, are shaped
by the cultural communities in which they live
(Harkness and Super 1995). The complex and ever
changing ecologies of communities, including
such elements as economic practices, contact be-
tween generations, and governance systems, give
rise to unique beliefs about children, how they are
raised, and ultimately how they develop.

Although past research has tended to focus on
the mother’s and, to a lesser extent, father’s role in
child rearing, it is important to recognize that
other individuals are also an integral part of chil-
dren’s development. However, who these individu-
als are and the extent to which they are involved
vary by community. In some communities, pedia-
tricians, preschool teachers, and day-care workers
play a major role in providing support and advice
to parents. Children spend hours learning from
and being entertained by television characters
such as Big Bird and Barney, and babysitters tem-
porarily come into homes to feed, bathe, and play
with young children. In other communities, moth-
ers delegate much of the care of their children to

older siblings, under the watchful eyes of grand-
mothers, neighbors, and aunts, and traditional
healers and shamans are called in when advice
from experts is needed.

Because those involved in parenting generally
come from the same community, they often share
common beliefs about how best to raise children.
These beliefs may be explicit, but more often than
not they are unquestioned, taken-for-granted
ideas about the nature of children, how they
should develop and what is needed to prepare
them for adult roles (Harkness and Super 1996). In
some communities, newborns are considered to be
part of the spirit world and thus need to be in-
dulged in an effort to convince them to join the
human world (Lancy 1996). In such places, care-
givers believe that an infant’s every need should be
met on demand in order to draw them into close
family relationships. In other communities, it is
believed that this type of responsiveness will spoil
children. Newborns are thought to be totally de-
pendent and thus to need to learn to regulate
themselves by adapting to adult feeding and sleep
schedules (Harkness and Super 1996).

Parents in different cultural communities also
have diverse expectations about young children’s
milestones. For example, the extent to which devel-
opmental events are recognized and celebrated,
whether it be Baby’s First Word, Baby’s First Step,
or Baby’s First Errand, will vary by community.
Similarly, expectations and feelings about when
these culturally salient milestones should occur
are shaped by context (Harkness and Super 1995).
In some communities, this may mean expecting
three-year-olds to buy bits of food or greet adults
using appropriate titles. In other communities,
parents focus more on toddlers being able to con-
trol their temper or achieve independent toileting.
Even in areas as seemingly universal as walking,
talking, and eating, there is noticeable disparity
between what communities expect. For instance,
some believe that children can eat solid foods dur-
ing the first few months while others see this as
detrimental, believing that they should be exclu-
sively breast-fed for much longer periods.

Community dynamics are also reflected in par-
ents’ views about what is needed to develop appro-
priately—what is seen as physically, socially and
cognitively good for children. For example, parents
in some areas of the world believe that young chil-
dren need to be actively encouraged to eat, or even
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force-fed, in order for proper physical growth to
occur (Harkness and Super 1996). Yet this is un-
thinkable in other communities, where it is under-
stood that children are able to regulate their own
food intake and will eat when hungry. Likewise,
some communities believe that frequent face-to-
face conversations and play are necessary for nor-
mal social and cognitive development (Schiefflin
and Ochs 1986), while other communities assume
that normal development requires highly regu-
lated routines of rest, stimulation, and sleep
(Harkness and Super 1996). More stimulation is
not necessarily considered better.

Parenting beliefs, or what parents say, may be
clearly reflected in parenting practices, or what
parents do. But usually the connection between
belief and practice is hidden by a myriad of other
factors and circumstances. Parents may, for exam-
ple, believe that elderly female relatives are the best
caregivers for young children.Yet, due to such con-
straints as limited resources and migration, they
may not be able to meet this ideal. In addition, par-
ents in different communities may have similar ex-
pectations for their children (e.g., obedience, clev-
erness), but different ways of helping their
children to achieve these goals.

Regardless of these seeming inconsistencies
between belief and practice, taken together, the
parenting practices of communities transmit mes-
sages to children about cultural values and valued
ways of being (Harkness and Super 1995). Each
community generates daily routines around feed-
ing, sleeping, hygiene, and socialization to meet
the perceived needs of its young children. Where
these routines take place and how children and
others participate in them are structured by spe-
cific community dynamics. For example, in some
communities children fall asleep in the midst of
ongoing family activities, eventually to be scooped
up and tucked in next to parents and siblings
(Morelli et al. 1992). In other communities, “bed-
time” is a highly structured event. At a predeter-
mined hour, children are prepared to sleep by
themselves. Teeth are brushed, stories read, lulla-
bies sung, and bottles warmed, and children are
tucked in with their favorite blankets and stuffed
toys. Similarly, feeding takes many forms. In many
communities, young children continually eat small
portions of food from easily accessible cooking
pots and rice boxes, often while wandering around
with other children. In contrast, young children in

other communities are strapped into highchairs
and pulled up to tables to eat with adults. Food is
often specially prepared and apportioned by care-
givers at “mealtimes,” and helping oneself to
snacks is discouraged.

Socialization is an area that is particularly
shaped by community differences. For instance,
the extent to which language development is ac-
tively promoted varies quite a bit from community
to community. Adults in some communities sim-
plify what they say according to children’s per-
ceived understanding, using distinctive “baby
talk” to facilitate early communication. In other
communities adults may also see the need to adapt
language for young children, but instead use struc-
tured call-and-response routines to foster the de-
velopment of appropriate language skills (Schief-
felin and Ochs 1986). In still other communities
adults seem not to make any adjustments at all in
the use of language, only initiating conversation if
directions need to be given or information is re-
quired. Rather than explicitly being taught, young
children in such communities develop language
and other necessary social skills through observa-
tion and imitation of everyday life (Rogoff 1990).

The ways in which communities raise their
young children vary widely, and children, as a re-
sult, develop different skills at different rates.
However, despite this difference, it is important to
realize that most children, regardless of where
they live and how they are raised, ultimately grow
up to be contributing adults and valued commu-
nity members.

Lisa J. Albion
Heidi Verhoef

See also: Acculturation; Early Childhood Assessment;
Culture and Human Development; Early Childhood
Education; Ecodevelopmental Theory; Families,
Southeast Asian; Family Diversity; Family Paradigms;
Parent Education Programs for Immigrant Families
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Children from Immigrant Families
Since 1990, the number of children of immigrant
families in the United States has grown approxi-
mately seven times faster than the number of chil-
dren to U.S.-born families. Given this growth rate, it
is estimated that one out of every five children
under the age of 18 living in the United States (14
million) is an immigrant or is a child of an immi-
grant parent (Board on Children, Youth and Fami-
lies 1998). This figure can be viewed in light of the
fact that approximately 99 percent of today’s Amer-
icans are either immigrants themselves or have an-
cestors who came to this country within the past
400 years, which, in terms of the history of global
migration, is a minuscule span of time (Cafferty et
al.1983).Therefore, the experience of today’s immi-
grant families is one that is shared, at least in some
measure, with a majority of American families,
whether currently or within their family history.

The children of immigrant families make up an
extremely diverse group, rendering it difficult to
build generalizations regarding their needs,
strengths, and risks. Beyond the basic needs of
food, clothing, shelter, physical safety, psychologi-
cal nurturing, health care, and education, it ap-
pears that the needs, strengths, and risks of chil-
dren of immigrant families vary considerably.

Some children of immigrants do very well in
their new country. On many measures of health
and well-being, many children from immigrant
families perform as well as or better than U.S.-born
children with U.S.-born parents. Evidence from the
Ontario Child Health Study (Munroe-Blum, Offord,
and Kate 1989) indicates that immigrant children
are not always at heightened risk for psychiatric
disorders or poor school performance and also

tend to make use of mental, health, and social serv-
ices less often than their nonimmigrant peers.
However, despite the many success stories, it is im-
portant to recognize that the consequences of im-
migration for immigrant children and their fami-
lies can be lifelong and that, while many immigrant
children succeed, others work very hard just to sur-
vive (Suarez-Orozco and Suarez-Orozco 2001).

A large number of individual and contextual
variables impact the successful and healthy devel-
opment and acculturation of children from immi-
grant families. Consequently, it may be necessary
to reevaluate the assumption that all children of
immigrant families experience the same kind of
acculturation process.

Contextual variables
The contextual variables include, but are not lim-
ited to, the following:

Pre-Immigration Status and 
Experiences in Country of Origin
Immigrant children and families come to the
United States for a variety of reasons and under a
host of circumstances. While some families come
to the United States to flee from war and violence,
others may come in search of new opportunities
for themselves and their children. Some families
come to the United States with many monetary
and nonmonetary resources, while other families
come with very few social and economic re-
sources. The pre-immigration experiences as well
as the level of resources that immigrant families
come with can impact their acculturation process.
Families that come with previous experiences of
violence and fewer resources are often at higher
risk for acculturative stress.

Pattern of Arrival
A large percentage of immigrant families come to
America in units, rather than as a whole family
(Suarez-Orozco and Suarez-Orozco 2001). These
intrafamilial separations differ in length of time,
with the longer separations being usually more
challenging for the family and more difficult for
the children.

Sociopolitical Relationship between Receiving
Country and Country of Origin
International relationships between countries
often impact the immigration process and accul-
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turation experiences of immigrant children and
families. Immigrant children and families who are
originally from countries that are not politically al-
lied with the United States may face particular
hardships. For example, immigration policies are
influenced, in some measure, by political relation-
ships between nations, and often immigration
laws and other structures allow powerful countries
to distinguish between wanted and unwanted im-
migrants.

Social Capital of Receiving Region
Different regions in the United States are
equipped with varying levels of social capital,
which includes the monetary and nonmonetary
resources of a particular ethnic community that
can assist with jobs, launch businesses, and estab-
lish a pool of suppliers and clients (Portes 1995).
Immigrant children and families who move to an
area that is richer in social capital may find more
economic resources and more support from an
ethnic enclave.

Social and Cultural Milieu of the United States 
The social and cultural milieu of a country can
change over time and is dependent on other con-
textual factors. For example, economical trends
tend to impact the social context, attitudes toward
immigration being one example of a domain that
is susceptible to these kind influences.

Individual Variables
The individual variables that impact the develop-
ment and acculturation process of children from
immigrant families include, but are not limited to,
the following:

English Language Proficiency
The level of English language proficiency is an area
where immigrants greatly differ and an area that
can significantly impact the acculturation experi-
ence. Some immigrant children and families come
to the United States fluent in English, while others
come with very little English proficiency. Although
speaking English is likely to have a favorable im-
pact on school success for immigrant children, it is
unclear whether simultaneous maintenance of the
home language is positively or negatively corre-
lated with school success. Language differences
between home and the English-speaking school
have been considered one of the major factors im-

pacting school success. However, Mouw and Xie
(1999) argue that bilingualism has a positive effect
on academic achievement because speaking mul-
tiple languages stimulates cognitive development
and maintaining language proficiency in their na-
tive language allows immigrant children a mecha-
nism to resist unwanted assimilation.

Documentation Status
Some immigrant children and families have docu-
mentation that proves their temporary or perma-
nent status as U.S. residents or citizens, while other
immigrant children and families do not have any
documentation and are here illegally. Nondocu-
mentation status is often extremely stressful for
immigrant children and families.

Acculturation Strategy Adopted
The way in which an individual engages in or as-
sociates with the host culture is described as an
acculturation strategy. The strategies of accultura-
tion include (1) assimilation, which occurs when
individuals do not wish to maintain their original
cultural identity and primarily seek social rela-
tionships with the dominant society; (2) separa-
tion, which is characterized by a maintenance of
the original culture and identity, and by a wish to
avoid social relationships with the dominant soci-
ety; (3) integration, which occurs when individu-
als wish to maintain relationships with their origi-
nal culture and at the same time want to develop
social relationships with the dominant society, and
(4) marginalization, which occurs when individu-
als do not maintain their original cultural identity
and do not have a desire to develop social relation-
ships with the dominant society. Differences in ac-
culturation strategy appear to be a factor that con-
tributes to the amount of acculturative stress
experienced by an individual (Berry, Segall, and
Kagitcibasi 1997).

Given the variety of individual and contextual
factors that impact the acculturation and develop-
ment of children from immigrant families, under-
standing the general health, psychological, educa-
tional, and social needs of this population requires
a more comprehensive view. The internal and ex-
ternal variables as well as the interaction between
them need to be considered when designing and
implementing services and programs, and when
devising educational plans. This perspective is es-
pecially important, given that for children of im-
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migrant families, performance in school, psycho-
logical adjustment, and the acculturation process
interact (Munroe-Blum et al. 1989).

The most critical context for the acculturation
of children is the school. Although some of the
specific needs of immigrant children are related to
their newcomer status, another potential area of
need is related to the home-school link. Immigrant
children and U.S.-born children of immigrant par-
ents have to negotiate what is often a misalign-
ment between the culture of home and the culture
of school. This can be particularly stressful, espe-
cially as many schools are unable to meet the aca-
demic needs of this student population. Since
schools serve as acculturating organizations for
children from immigrant families, they have a
great deal of power to facilitate the healthy devel-
opment of these individuals. In order to do so,
schools must make both internal organizational
changes (e.g., rethinking the belief that assimila-
tion is the only way to acculturate) and external
changes (e.g., creating, implementing, and sus-
taining programs that target the special needs of
this population).

In the same way, since both individual and con-
textual variables are critical in determining the ac-
culturation process of children of immigrant fam-
ilies, successful interventions of any kind aimed at
helping this population require change at the indi-
vidual and context level.

Jennie Park-Taylor
Mary E. Walsh

See also: Acculturation; Families, Southeast Asian; Family
Diversity; Hispanic Immigrant Experience; Parent
Education Programs for Immigrant Families
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Children of Alcoholics
Recent national estimates indicate that there are
more than 30 million individuals currently living
in the United States who have grown up in an alco-
holic family—such individuals are referred to as
children of alcoholics (COAs). COAs are at in-
creased risk of expressing a range of undesirable
outcomes. For example, male COAs are four times
more likely than male non-COAs to have serious
problems related to the consumption of alcohol
(e.g., passing out, drinking and driving) and to de-
velop a clinically diagnosed alcohol disorder.
COAs, in general, are also more likely than non-
COAs to have academic difficulties, mental health
problems such as depression and anxiety, behav-
ioral problems such as physical fighting and steal-
ing, and legal encounters with the police and other
legal authorities.

Although COAs, relative to non-COAs, are at in-
creased risk for behavioral maladjustment and
poor health outcomes, most COAs in fact do not
develop serious difficulties; rather, many COAs
adapt to their adverse circumstances and proceed
with development across the life span in a manner
much like non-COAs. These highly disparate de-
velopmental pathways and outcomes among COAs
(i.e., some manifest heightened levels of academic,
behavioral, and emotional problems, whereas oth-
ers manifest a more normative developmental pat-
tern) have precipitated considerable interest
among scientists and clinical practitioners. There
has been an increasing focus on genetic and
human ecological factors that seem likely to play
more of a role in those COAs who develop serious
difficulties in adjusting to the challenges and op-
portunities confronted during the lifelong course
of human development.
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Biological factors have been identified among
COAs that contribute to risk for the development of
alcohol problems and other forms of maladjust-
ment. For example, maternal alcohol consumption
during pregnancy, a prenatal biological influence,
has been associated with a wide range of negative
effects on offspring, including facial aberrations
(e.g., thin upper lip and elongated flattened mid-
face), skull or brain malformations, neuropsycho-
logical and intellectual deficits (e.g., impaired at-
tentional control), and behavioral problems (e.g.,
impulsivity) (Streissguth 1986). These negative ef-
fects have been referred to as fetal alcohol effects
(FAEs) and collectively as fetal alcohol syndrome
(FAS). Longitudinal studies, in which children
with FAEs or FAS are studied periodically from
birth across time, indicate that these children have
persistent problems in academic performance
(e.g., lower school grades, lower IQ scores, more
learning problems, poorer short-term memory
functioning) and behavior domains (e.g., impul-
sivity, aggression) into childhood and adolescence,
and probably beyond (Streissguth et al. 1995).

In addition to these prenatal (biological) influ-
ences associated with maternal alcohol consump-
tion, genetic influences have also been identified
as risk factors for COAs. For instance, by attaching
electrodes to the human scalp and recording elec-
trical responses to stimuli, researchers have found
that COAs differ from non-COAs on an electrical
response referred to as P300 (a positive event-re-
lated potential response that occurs approximately
300 milliseconds after stimulus presentation). The
P300 response has a large genetic component and
has been associated with important cognitive
functions (e.g., allocation of attentional resources
and maintenance of working memory). The P300
response amplitude has been found to be signifi-
cantly lower among COAs compared to non-COAs.
Although a genetic explanation is neither a defini-
tive nor comprehensive explanation for differences
in outcomes between COAs and non-COAs, re-
search findings regarding the P300 response do
suggest that COAs may inherit a neurobiological
(brain) deficit (i.e., reduced P300 response), which
in turn impacts important cognitive (thinking)
functions related to attention and memory, ad-
versely influencing behaviors (e.g., attentional-
focus, memory retention) and performance (e.g.,
test scores) in key contexts such as school and the
home.

Besides genetic and biological influences, fam-
ily influences have been a prominent focus of fac-
tors impacting COAs. For instance, parenting
deficits, such as harsh discipline, low monitoring
(e.g., not knowing where their children are, or who
they are with), and inconsistency (e.g., one day
cheerful and helpful, the next day angry and ob-
structive) are more typical among parents of COAs
than parents of non-COAs. Such parenting deficits
may be attributable, in part, to heavy alcohol con-
sumption by parents that may impair parental
judgement and decision making, and may also in-
fluence mood fluctuations that children experi-
ence as inconsistency. Parents of COAs, relative to
parents of non-COAs, are also more likely to have
higher levels of marital conflict and violence. COAs
exposed to higher levels of marital conflict and vi-
olence are more likely themselves to develop emo-
tional and behavioral problems, and to fail to opti-
mally develop important adaptive capacities
related to emotional self-regulation and perceived
self-competence. Problems associated with heavy
alcohol use by the parents of COAs may also un-
dermine the family (and child’s) sense of eco-
nomic security; an alcoholic parent may lose a job
or frequently miss work, thereby producing finan-
cial strain on the family unit (e.g., Windle and
Tubman 1999).

Several individual attributes have also been
found to distinguish COAs from non-COAs. For in-
stance, COAs have been reported to have more dif-
ficult temperaments than non-COAs, and this may
bode ill for interpersonal relationships with par-
ents, siblings, peers, teachers and other adults. A
difficult temperament is characterized by higher
levels of activity, greater distractibility, more nega-
tive mood states (e.g., anger, hostility, negativity),
and inflexibility (e.g., difficulty adjusting to
changes). COAs with a difficult temperament are
commonly viewed as problematic or difficult to get
along with, and thereby may not benefit from pos-
itive interactions with significant others (e.g., fam-
ily members, teachers, peers) to develop important
social-cognitive skills, positive perceptions of self,
and prosocial behaviors (e.g., empathy). Moreover,
because temperament has a strong genetic compo-
nent, both COAs and their parents may have diffi-
cult temperaments, resulting in heightened levels
of parent-child conflict within the family context.

Other individual attributes that distinguish
COAs from non-COAs are alcohol expectancies.Al-

122 Children of Alcoholics



cohol expectancies are beliefs associated with the
consumption of alcohol, whether positive (e.g., al-
cohol helps me think more clearly), or negative
(e.g., alcohol impairs my thinking). COAs are more
likely to perceive alcohol as having more positive
effects and fewer negative effects than non-COAs,
thus suggesting that COAs are more predisposed to
drink alcohol because they believe it will produce
more highly desirable effects. When confronted
with stressful circumstances in life, COAs are also
less likely than non-COAs to use problem-solving
coping strategies. That is, rather than seeking sys-
tematic solutions to the stressful life events en-
countered, COAs are more likely to use coping
strategies (e.g., drinking) to avoid addressing the
problem.

As noted at the outset of this contribution, it is
important to retain the fact that most COAs do not
develop serious alcohol problems or express men-
tal health difficulties. However, there are a number
of risk factors, many enumerated above, that often
occur within the family ecology of COAs that pose
considerable risk for disrupted development. Im-
portant work remains to determine both how it is
that many COAs appear to follow a normative de-
velopmental course despite these adverse family
circumstances, and how interventions can be ap-
plied early in development to assist those COAs
who are at risk for problematic outcomes.

Michael Windle

See also: Prenatal Development and Care
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Children of Incarcerated Parents
Current estimates indicate that between 1.5 million
and 2 million American children have an incarcer-
ated parent, and that many thousands of others
have experienced or will experience the incarcera-
tion of a parent at some point in their lives (Sey-
mour 1998). Given the escalating rates of adults
being incarcerated in the United States, these fig-
ures are only likely to increase in the future. Most
researchers traditionally assume that the conse-
quences of the incarceration of a parent are nega-
tive and potentially traumatic for their children
(Sack, Seidler, and Thomas 1976).Yet, many crucial
variables (e.g., child’s age and gender, type of crim-
inal offense) need to be taken into consideration
when assessing the overall impact of a parent’s in-
carceration on the children (Gabel 1992).

The rate of incarceration in prisons and jails in
the United States has recently escalated at an ex-
tremely fast pace. According to the U.S. Depart-
ment of Justice (2001), the proportion of incarcer-
ated U.S. residents has increased from 1 in every
218 to 1 in every 142 from 1990 to 2000. This trend
seems to have affected both men and women. In
2000, there were 110 female inmates per 100,000
women in the United States, and 1,297 male in-
mates per 100,000 men (U.S. Department of Jus-
tice 2001). Certain minorities are affected more
than others. For instance, 12 percent of Black
males, 4 percent of Hispanic males, and 1.7 per-
cent of White males in their twenties and thirties
were in prison or jail in 2000 (U.S. Department of
Justice 2001). As a direct result of this exponential
increase, a growing number of children in the
United States now have a mother or father in
prison. Although their precise number is still un-
clear, mainly due to the lack of a specific agency or
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system charged with collecting data about this
population, it is commonly estimated that approx-
imately 200,000 children in this country have an
imprisoned mother, and that more than 1.6 mil-
lion children have an imprisoned father (Seymour
1998).

Despite the scarcity of precise information in
the field and the constraints inherently associated
with prison settings, most studies usually conclude
that the incarceration of a parent produces negative
consequences for the children (Sack, Seidler, and
Thomas 1976). Among the most commonly cited
effects are the strains of economic deprivation; loss
of parental socialization through role modeling,
support, and supervision; feelings of abandonment
loneliness, shame, guilt, sadness, anger, and resent-
ment; eating and sleeping disorders; diminished
academic performance and disruptive behaviors at
home or school. In addition, feelings of being stig-
matized by peers, teachers, and society in general
might emerge, unless the incarceration is seen as a
direct result of social prejudice against minorities
(Gabel 1992). Finally, many children receive a dis-
torted explanation of why their mother or father is
absent, which might lead to further problems. In-
deed, such practices are universally condemned in
the literature as harmful to the child, and poten-
tially the cause of behavioral difficulties (Sack, Sei-
dler, and Thomas 1976).

Yet, much of the research involving children
with incarcerated parents has been methodologi-
cally limited (Gabel 1992). This is partly due to the
diversity of situations that individuals may en-
counter. In that respect, many different variables
need to be taken into consideration when assess-
ing the overall situation of a given child and the
impact of the parent’s incarceration. These vari-
ables include the age, developmental stage, and
gender of the child; the parent’s gender (e.g.,
mother or father); the kind of criminal offense
committed by the parent; the type of relationship
between the incarcerated parent and the child or
other family members prior to the parent’s incar-
ceration; the duration of imprisonment; the type
and frequency of visits and other contacts; the
child’s living arrangements during and after the
parent’s incarceration (e.g., remaining parent,
grandparents, foster care, adoption); the family’s
ethnicity and socioeconomic status (SES).

As in other types of separations (e.g., divorce),
several studies have shown that behavioral changes

in children can be accounted for by other factors in
addition to the separation itself. For children of in-
carcerated parents, such factors may include
parental discord, home instability, and financial
stress (Gabel 1992). Sometimes, imprisonment can
even represent a source of relief from difficulties
associated with the removed parent (e.g., financial
strain, domestic violence, sexual abuse).

However, in most cases, the incarceration of a
parent is a difficult and painful event in the life of a
child. In that respect, the amount and quality of the
contacts that children are allowed to establish and
maintain with their incarcerated parent are crucial
variables. In fact, several studies have shown that
children who interact with their incarcerated par-
ent only once a month or less develop substantial
emotional needs as compared to children who visit
their parents more often. These studies have also
indicated that failure to provide nurturing relation-
ships that fulfill these emotional needs might con-
tribute to a continuation of the cycle of incarcera-
tion (Landreth and Lobaugh 1998).

On the other hand, when regular contacts and
visits take place, children get an opportunity to
better understand their parent’s situation, to see
the parent realistically, and to express their emo-
tional reactions to the separation. Regular visita-
tion also allows parents and children to maintain
their existing relationship, thus allowing the fam-
ily to reunite more successfully following separa-
tion (Johnston 1995). Yet, despite these beneficial
aspects, approximately one-half of incarcerated
parents in the United States do not receive any vis-
its from their children, while many others receive
only infrequent visits (Seymour 1998).

In any case, children of incarcerated parents
face unique difficulties. Assessing and addressing
their specific needs is a complex task, and the child
welfare system faces many challenges in that re-
spect. However, this growing population demands
attention.

Sophie Naudeau

See also: Attachment
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Children’s Health in Family Policy
All children and adolescents require preventive
health care. Children, especially those in low-
income and poverty situations, are unlikely to re-
ceive such care without health insurance. Provid-
ing access to health care for uninsured low-income
children has been the focus of two major
federal/state programs: Medicaid and the State
Children’s Health Insurance Program (SCHIP).
These two programs—referred to as the health
care safety net for low-income children—are
prime examples of macrosystem policies (i.e.,
policies that operate at the societal level; Bronfen-
brenner 1979) designed to improve the ecology of
children’s health.) The goal of both initiatives is to
ensure meaningful health benefits to children who
are at risk of poor health due to economic circum-
stances, benefits that include routine preventive
care, as well as treatment for acute, emergent, and
chronic conditions.

Medicaid
In 1965, the federal government enacted Medicaid,
authorized by title 19 of the Social Security Act.
Medicaid is a joint federal- and state-funded
health insurance program for the poor, financed
through general tax revenues. The federal govern-
ment share ranges from 50 percent in the wealthi-
est states to 80 percent in those states with the low-
est per capita personal income. In some states,
local governments share a portion of the state
costs. The program is administered by each state
under federal regulations and guidelines.

Two basic groups of individuals are eligible for
Medicaid: low-income children and families, and
the aged, blind, and disabled. An eligible Medicaid
recipient must meet income and asset limits that

vary by category. Medicaid is available to children
whose family income is below 100 percent of the
federal poverty level (FPL).

Since its inception, both program enrollment
and expenditures have grown well beyond original
expectations.A major expansion occurred in 1989,
when the United States Congress mandated that
states provide all Medicaid services allowable
under the Social Security Act to children under the
age of 21. Medicaid has been a successful program
in providing health care to millions of uninsured
children at the lowest levels of poverty: In federal
fiscal year 1998, for example, 20.2 million children
were covered by Medicaid. Even so, during the
same time, more than 10 million children re-
mained uninsured (U.S. Department of Health and
Human Services 2001). Moreover, because of state
differences in definitions of allowable income and
assets, some have reported that only half of the
persons who are below the federal poverty stan-
dard actually qualify in their states for Medicaid
(Raffel and Raffel 1994).

SCHIP
As part of the bipartisan Balanced Budget Act of
1997, the State Children’s Health Insurance Pro-
gram (SCHIP) was born. Created under title 21 of
the Social Security Act, the broad goal of SCHIP is
to extend health insurance coverage to uninsured
children whose families earn too much for Medic-
aid but too little to afford private health insurance.
The law targets children living in families with in-
comes below 200 percent of the federal poverty
level (FPL).

SCHIP is the largest expansion of the federal
commitment to health insurance since the enact-
ment of Medicare and Medicaid in 1965. This pro-
gram, which began in fiscal year 1998, makes ap-
proximately $4 billion available to states each year.
To obtain these federal funds, states must con-
tribute matching funds at rates that are 70 percent
of their state share under Medicaid. Under SCHIP,
states can expand their existing Medicaid pro-
grams, establish a program separate from Medic-
aid, or combine the two approaches. Unlike Medic-
aid, however, SCHIP is not an entitlement
program, which means that the state is not obli-
gated to provide title 21 benefits to all children
who qualify, and can establish a waiting list for the
program. To be eligible for title 21–financed pre-
mium assistance, federal law specifies that a child
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must be under age 19, be uninsured, be ineligible
for Medicaid, not be the dependent of a benefits-
eligible state employee, and have a family income
at or below 200 percent FPL.

The State Children’s Health Insurance Program
is noteworthy for the considerable flexibility it ex-
tends to the states in designing their children’s
health insurance initiatives. While states expand-
ing coverage through Medicaid are largely held to
that program’s rules, states creating new programs
have the freedom, within certain federal limits, to
design new benefit packages and service delivery
arrangements, impose cost sharing, adopt simpler
eligibility rules and processes, and avoid the enti-
tlement obligation of Medicaid by creating enroll-
ment or budget caps, if they desire. Three years
after the passage of title 21, every state (and the
District of Columbia) had a SCHIP program up
and running, with eighteen states adopting Medic-
aid expansions, fifteen implementing separate
programs, and eighteen  choosing a combination
approach (Health Care Financing Administration
2000). This successful program enrolled 3.3 mil-
lion children during federal fiscal year 2000.

Lise M. Youngblade
Elizabeth A. Shenkman

See also: Bronfenbrenner, Urie; Ecodevelopmental Theory;
Public Policy and Early Childhood
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Coactions
See Individual Development as a System of Coac-
tions

Cocaine and Crack
The 2000 National Household Survey on Drug
Abuse (NHSDA) reported that an estimated 1.2
million Americans, aged 12 and older, were current
cocaine users and that 265,000 were current crack
users (Department of Health and Human Services
2000). Estimates suggest that at least an additional
1.2 million people may be classified as occasional
cocaine users (used in the past year but on fewer
than twelve days). Although these rates reflect
slight declines in general cocaine use over the past
twenty years, most experts agree that cocaine re-
mains one of the most serious challenges to health
and welfare in America’s communities.

The prevalence of cocaine abuse is strongly as-
sociated with the ease with which the drug can be
modified to a cheaper and yet more potent form
such as crack. Research has shown that drugs that
are more readily abused tend to be the ones that
are less expensive and more easily obtained. In-
deed, crack cocaine is very inexpensive to produce
and to obtain, usually bought for as little as a few
dollars. Because most street forms of cocaine are
cheap, there are few obstacles to experimenting
with it and going back for more. Like all abused
drugs, cocaine serves to exploit the vulnerabilities
of individuals who may not have the resources
they need to assist them in avoiding risky behav-
iors. Despite the stereotypes of drug abuse risk,
cocaine has been shown to be an equal opportu-
nity drug that can degrade the functioning of any-
one who becomes ensnared within its powerful
effects.

Cocaine hydrochloride, the powdered form of
cocaine, is the most recognized form of the drug; it
is inhaled through the nose (by snorting, as it is
called), dissolved in water for intravenous injec-
tion, or smoked. Crack is the most popular form of
smoked cocaine in the United States. It is made
from cocaine hydrochloride dissolved in water that
is mixed with baking soda or sodium bicarbonate
and heated. The process leaves a soft mass of co-
caine drug that, when dried, takes the form of a
hard (crystallized) chunk of concentrated cocaine.
Crack “rocks” are usually smoked in glass pipes
that are used to vaporize the crystallized drug. Co-
caine users who smoke the drug do so because this
method allows extremely high doses of the drug to
reach the brain more quickly than snorting the
drug through the nose would. As a result, a more
efficient, intense, and immediate high is achieved
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with a smaller and therefore less expensive
amount of the drug.

In any of its forms, cocaine acts as a stimulant,
producing increased activity or alertness within
the brain and nervous system, and sometimes pro-
ducing a euphoric emotional state. At moderate
doses, cocaine can cause negative experiences
such as nervousness, paranoia, and anxiety. When
used in high doses, the drug can cause nausea,
sleeplessness, tremors, and psychotic mental
states. Consistent use at high doses of the drug can
cause seizures, stroke, respiratory arrest, and
death. Injecting or smoking cocaine is particularly
dangerous because a hyperconcentrated cocaine
dose reaches the bloodstream and brain almost in-
stantaneously, greatly increasing the risk of a
deadly physical reaction.

Ironically, consistent use of cocaine generally
results in desensitization to most of the drug’s
pleasant effects and sensitizes the user to the dan-
gerous convulsive effects of the drug. In fact, it is
common for cocaine users to report that they seek
but fail to achieve as much pleasure as they did
from their first exposure. Cocaine users often de-
velop a psychological dependence on cocaine, in
which they come to rely on the drug to maintain a

desired level of physical and emotional function-
ing that never seems to be met, even though they
never quite seem to achieve it.

The powerful reinforcing properties of cocaine
compel individuals to spend a great deal of time
and effort in obtaining the drug, even while de-
structive physical and social consequences domi-
nate their lives. Unfortunately, cocaine abuse also
tends to degrade the functioning of people around
them, especially family and friends. Because co-
caine abusers often exhibit poor judgment and be-
have impulsively, their ability to maintain respon-
sibilities at home and work may suffer, leading to
family stress and work difficulties. Research has
shown that cocaine abusers can become trapped
within a dangerous cycle of stress and despera-
tion, which can result in domestic neglect or abuse
and social alienation.

Hundreds of millions of dollars are spent each
year in order to meet the countless challenges that
cocaine use creates, including criminal, family,
health, and work-related problems. Because the
problems and costs of cocaine abuse are complex,
they are rarely resolved by simple social or legal
strategies. Unfortunately, families and communi-
ties carry more than half of the financial costs and
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suffer nearly all of the ecological damage associ-
ated with cocaine. Therefore, any strategy de-
signed to reduce the use of cocaine, crack, or other
drugs must work to develop and reinforce the
foundations of families and the communities in
which they live.

For information about drug abuse treatment
and referral, call the National Drug Information
and Treatment Referral Hotline, 1-800-662-HELP.
This hotline provides drug-related information to
people seeking a local treatment program, and di-
rects those affected by the substance abuse of a
friend or family member to support groups or
services. Valuable resources can also be found on
the Internet, including the National Institute on
Drug Abuse (www.nida.nih.gov) and the National
Clearinghouse for Alcohol and Drug Information
(www.health.org).

George T. Ladd

See also: Domestic Violence
References and Further Reading

Carlson, Neil R. 1998. Physiology of Behavior. Boston:
Allyn and Bacon.

Cadogan, Donald A. 1999.“Drug Use Harm.” American
Psychologist 54: 841–842.

Department of Health and Human Services, Substance
Abuse and Mental Health Services Administration.
2000. 2000 National Household Survey on Drug Abuse.
Rockville, MD: U.S. Department of Health and
Human Services.

Office of National Drug Control Policy. 2001. The
Economic Costs of Drug Abuse in the United States,
1992–1998. Washington, DC: Executive Office of the
President.

Cognitive and Language Skills: Early
Environmental Influences on Apes
The study of our closest evolutionary relatives can
tell us much about our development as humans.
Apes are our closest relatives (as we are theirs) and
their physical, social, and cognitive development is
therefore the most revealing of any nonhuman
species when one attempts to draw evolutionary
parallels that may shed light on early human be-
havior. Recent research in the field has provided
strong evidence that chimpanzees have complex
learned behaviors that could be classified as cul-
tural (Whiten et al. 1999). These findings under-
line the importance of studying our closest evolu-
tionary relatives when attempting to explore the
earliest development of human cultures. As cul-
tures are often determined by environment, the

study of how environment affects apes can be very
revealing in the study of human ecology. Recent
studies at the Language Research Center in At-
lanta, Georgia, some of them so recent that they
have not yet been published, have found that the
right environment during early development can
stimulate cognitive abilities in apes previously
thought to be unattainable in nonhumans.

Three bonobos and a chimpanzee were raised
by human caregivers in a language-enriched envi-
ronment; they have demonstrated language abili-
ties comparable to at least the level of a two-and-a-
half-year-old human child. Other nonhuman
language research failed to demonstrate similarly
complex abilities despite extensive cultivation, due
to minor, but important, environmental differ-
ences (Gardner and Gardner 1969; Terrace 1979).
Additionally, a bonobo and a chimpanzee, reared
in the enriched environment but only after the age
of two, failed to develop similar language abilities,
suggesting a sensitive period to language acquisi-
tion in apes similar to the sensitive period of lan-
guage acquisition suggested for humans
(Williams, Brakke, and Savage-Rumbaugh 1997).

Early ape language research (Furness 1916;
Hayes 1951; Kellogg and Kellogg 1933) concen-
trated on attempting to teach apes to speak—a fu-
tile attempt, as apes do not have the physical
equipment to produce human language (Lieber-
man, Crelin, and Klatt 1972). Later researchers
such as Alan and Beatrix Gardner and Herbert Ter-
race and his colleagues changed their focus to ges-
tural communication (sign language)—a modal-
ity more suited to the apes (Gardner and Gardner
1969; Terrace 1979). These researchers did find
some communication abilities, but later re-
searchers called into question the linguistic abili-
ties of these apes. The criticism focused on the fact
that apes learned to produce symbols in very
structured contexts, but either failed to produce
them outside those contexts, or failed to recognize
those symbols when used by others. These re-
searchers had focused on training the apes to use
signs, assuming that the apes would not learn to
utilize symbols without specific training (Terrace
et al. 1979; Savage-Rumbaugh et al. 1980).

Other studies focused on training the apes to
utilize a computerized keyboard to create sen-
tence-like structures. In one such study, the chim-
panzee Lana could very quickly activate a long
string of keyboard presses to request food items or
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other environmental changes (Rumbaugh 1977).
This study was criticized along with the sign-lan-
guage studies for showing language-like struc-
tures that were much less impressive than they
looked. For example, Terrace criticized his own
work as well as that of others by stating that all of
the apes simply produced symbols until they got
what they wanted (Terrace et al. 1979). In the case
of Lana, Terrace suggested that she produced
“stock” sentences in which the only meaningful
piece was the lexigram that contained her request.

Savage-Rumbaugh later found that chim-
panzees trained to use the computer keyboard
could learn to produce and recognize symbols and
only use them in meaningful contexts, but only
with specific training on each type of symbol used
(Savage-Rumbaugh 1986).

Savage-Rumbaugh later went on to work with
bonobos (Pan paniscus), an ape closely related to
the chimpanzee, often incorrectly known as a
pygmy chimpanzee (Savage-Rumbaugh and
Lewin 1994). She began to train Matata, an adult
female bonobo, using the same approach she had
used successfully with the chimpanzees. Matata,
however, was unable to learn more than the very
basics of symbol use. Despite her failure, Matata’s
son, Kanzi, amazed his caregivers when, at the age
of 2, he began to use the lexigram keyboard spon-
taneously, with no direct training. It also became
clear that Kanzi could comprehend the use of spo-
ken English by his caregivers, although this ability
was completely unexpected. After all, several lan-
guage-using apes by that time had failed to acquire
the ability to comprehend spoken English. How
was it possible that Kanzi, with no direct training,
had learned what his mother, the focus of the
study, and all other language-using apes had not?

Kanzi had been beside his mother as she had
been trained in symbol use, and thus his environ-
ment was markedly different from hers or those of
the early ape language subjects. Kanzi was very
young when first exposed to the lexigram keyboard,
a fact that had surprising importance in his success.
His caregivers also utilized spoken English and ges-
tures, when appropriate, to communicate. This mul-
titude of linguistic inputs created an environment
that was richer in communication than those of
other language-using apes.A key component of this
language environment was the provision of an evo-
lutionarily adaptive method for the humans to ex-
press themselves (English) as well as an expressive

method that the apes could utilize easily (a lexigram
keyboard). These communicative options allowed
for the maximum use of language by both the apes
and the humans. The final environmental distinc-
tion, and perhaps most the most important, was
that the use of language (whether in spoken English
or through the use of the keyboard) served an im-
portant communicative purpose for Kanzi.

While Matata was being trained to use sym-
bols, Kanzi was free to use the symbols or not.
During daily interactions with humans and his
mother, their communicative use of spoken Eng-
lish and the keyboard provided predictive power
to the infant ape. When a human caregiver would
mention a type of food, that type of food would
often be offered to the apes. When a caregiver
mentioned a location, that location would likely be
a destination for the apes. In contrast, the environ-
ment of the other language using apes could be
considered to be communicatively impoverished.
The early ape language researchers had assumed
that the apes required a strong stimulus to acquire
symbol use. With that restriction in mind, they
heavily rewarded any use of a symbol, whether
used communicatively or not. In this type of envi-
ronment, the apes quickly developed an associa-
tion between a reward and the particular kind of
gesture or printed picture whose use would result
in the food, but did not necessarily assimilate the
communicative function of language. Indeed, sev-
eral of these sign-language-trained apes seemed
to have trouble comprehending others’ use of sym-
bols. Also, these language-trained apes had a high
frequency of direct imitations of their caregivers, a
tendency not shared by Kanzi.

Once the researchers at the Language Research
Center realized the importance of this commu-
nicative power of symbol use, they exploited it fur-
ther. Kanzi’s days were transformed from training
sessions into daily interactions with caregivers,
during which his desires could be communicated
via the keyboard and his caregivers would collabo-
rate with him to determine the events of the day. In
this manner, Kanzi attained not only predictive
power, but some measure of control by being able
to successfully communicate his desires. These
communicative powers promoted symbol use in
Kanzi that was not restricted to requests, but also
included comments, statements of intent, and
value judgements. Kanzi was later tested for com-
prehension of English sentences alongside a two-
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and-a-half-year-old human female and was found
to have a similar proportion of correct responses.
Later, a second bonobo, Kanzi’s sister Mulika, was
also successfully reared to comprehend English
and utilize the keyboard.

After the linguistic successes of Kanzi and Mu-
lika, one question remained: Was this linguistic
ability truly attributable to the environment or did
bonobos differ enough from chimpanzees to allow
their acquisition of an ability that was beyond the
chimpanzee’s reach? To explore this puzzle, a
bonobo and a chimpanzee were coreared in the
same enriched environment that had proved suc-
cessful with Kanzi and Mulika.

Panbanisha (a bonobo) was born to Kanzi’s
mother Matata and four weeks later Panpanzee (a
chimpanzee) was brought to the Language Re-
search Center to be raised alongside her. For three
years these two apes were nearly inseparable,
raised in as close to an identical environment as
was possible. Panpanzee became the first chim-
panzee to acquire language abilities at similar level
to Kanzi’s, and her abilities and Panbanisha’s have
not proved to be significantly different statistically.
Again, their environment seems to have been the
important factor in their linguistic success (Sav-
age-Rumbaugh, Shanker, and Taylor 1998).

Finally, another research project was initiated
to determine the importance of early exposure to
the development of language abilities in apes. A
bonobo and a chimpanzee, both over the age of
two, were brought into the language-enriched en-
vironment. Although these apes were exposed to
the same environment and the same caregivers as
Panbanisha and Panpanzee, these apes failed to
acquire similar language abilities. These results
stress the importance of early environment in pro-
ducing language abilities in apes, implying that
apes, although not specifically evolved to use
human language, can acquire language abilities
during a sensitive period in early infancy (Wil-
liams, Brakke, and Savage-Rumbaugh 1997).

These findings are consistent with the promi-
nent belief in human language research that expo-
sure during infancy is paramount for language to
develop normally in humans. “Normally,” in this
instance, implies that the human in question
learns to utilize the language as a native speaker
would. Much research into second-language acqui-
sition in humans demonstrates that speakers who
acquire a second language after childhood never

learn it at the same level as a speaker who learned
earlier. Additional evidence from “wild children”
(children not raised with human contact) suggests
that human children who are not exposed to nor-
mal language use in early childhood never acquire
language at an adult level (Bloom 1993).

Upcoming findings from the Language Re-
search Center will show that the language-compe-
tent apes can learn new words with very few expo-
sures to them, a phenomenon similar to that
known as fast mapping in children. Apes also
make errors on vocabulary tests that suggest that
their mental representations of symbols are con-
tained in a hierarchical categorization system.
Such a system is also considered to be part of the
mental representations of symbols by humans.
The apes also preferentially order lexical combina-
tions in a way similar to young children. This pref-
erential ordering could be conceived of as a pre-
cursor to complex syntax in the language systems
of humans. These complex linguistic abilities have
previously only been seen in humans and under-
score the importance of early environment in the
promotion of complex cognitive skills.

Because apes acquiring language require the
same kind of early exposure as humans do, one
can argue that our closest relatives have a language
acquisition biology that is very similar to that of a
human. However, to date, ape language studies
have not reported any ability in the apes to use
syntax at the level of a child over the age of two.
This may be a crucial evolutionary difference.
However, the lack of data that show syntactical
abilities in apes may yet turn out to be due to an
early environment that did not stress syntactical
abilities. It is certainly clear that abilities that are
not part of the apes’ naturally evolved abilities
(e.g., understanding spoken English) can be pro-
moted by the right early environment (Savage-
Rumbaugh, Shanker, and Taylor 1998).

This research was funded by NICHD grants
06016 and 38051.

Heidi Lyn
Duane Rumbaugh
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Cognitive Assessment
Psychologists and educators have been interested
in studying and measuring cognitive abilities for
almost 200 years. Cognition refers to thinking and
reasoning skills, rather than to emotional func-
tioning or the feeling aspects of human experi-
ence. Interest in assessing cognitive abilities grew
from efforts to identify and teach gifted children
and children with mental retardation and to match
individuals with jobs that best utilize their cogni-
tive skills. During World War I, for example, the
U.S. military turned to cognitive assessment as a
method of selecting individuals for specialized

training, such as piloting aircraft.
The testing of cognitive abilities is a common

practice today in schools, businesses, the military,
and mental health clinics and hospitals. Psycholo-
gists continue to develop new measures of cogni-
tive abilities and to use measures that have existed
for many years. Some of the most common tradi-
tional measures of cognition are intelligence tests,
such as the Wechsler Intelligence Scale for Chil-
dren, third edition, the Wechsler Adult Intelligence
Scale, third edition, and the Stanford-Binet Intelli-
gence Scale, fourth edition. These tests are admin-
istered to one person at a time and assess cognitive
skills such as abstract reasoning, word knowledge
and verbal reasoning, numerical reasoning, short-
term and long-term memory, concentration and
attention, and visual-motor skills. Other familiar
measures of cognitive abilities include college and
graduate school entrance examinations, such as
the Scholastic Aptitude Test (SAT) and the Gradu-
ate Record Examination (GRE). These tests are ad-
ministered in group sessions, rather than individ-
ually. These tests assess word knowledge, verbal
reasoning, and mathematical reasoning skills, in
addition to other skills.

Although cognitive assessment remains a com-
mon practice in the United States, the practice is
controversial. This controversy is related, in part, to
group differences in the results of cognitive assess-
ment and to the use of the results in making im-
portant educational decisions. The average scores
of African American and Latino youth are lower
than those of White youth. Thus, when test scores
are used for identifying children for special educa-
tion,African Americans and Latinos are more likely
than Whites to be classified as mentally retarded.
When test scores are used for college and graduate
school admissions, Whites are likely to be admitted
at higher rates than African Americans or Latinos.
Ethnic and racial group differences in test perform-
ance can be explained by a variety of factors. These
include cultural bias in testing conditions and test
content. Poverty and racism also determine
whether young people have the opportunities to
learn the skills measured by these tests. When the
results of cognitive testing result keep racial and
ethnic minorities from attending good colleges and
universities and from obtaining good jobs, the cycle
of poverty and racism continues.

Controversy also exists concerning the skills as-
sessed by traditional cognitive measures.Although
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these measures are commonly believed to assess
innate or genetic ability, they actually measure
skills that are learned throughout life in school, at
home, and in the community. The kind of skills
that young and old people learn depends upon the
kind of learning opportunities available to them,
the kind of skills valued by the community or cul-
ture in which they live, and the kind of skills they
use or practice in their lives. Cognitive assess-
ments are designed to measure cognitive skills,
rather than emotional, social, or cultural factors,
yet all of these factors interact and influence per-
formance on cognitive tests. For persons living
near the North Pole, for example, snow is an im-
portant element of the environment that impacts
daily life. Individuals living in this region can
identify many different types of snow and have
knowledge of many different words that distin-
guish these different types of snow. If a teenager
living in New York City were to perform poorly on
a test assessing cognitive knowledge of snow
types, low genetic or inherited ability is not likely
the reason for the poor test performance. The
teenager’s daily experience in identifying snow
types and the relevance of this knowledge to sur-
vival and success clearly influence the teen’s cogni-
tive knowledge and skills on this task. Assessing
the cognitive ability of a teen in New York City by
asking questions about snow types is an example
of cultural bias in test content. The questions are
not relevant to success in New York City and are
thus biased for New York teens.

As previously mentioned, cognitive assessments
typically measure abstract reasoning, word knowl-
edge,mathematical reasoning,memory,and visual-
motor and spatial skills. These skills are learned
within the home and school and are related to suc-
cess in school. Critics of traditional cognitive meas-
ures of assessment point out that these skills are
important to success in middle-class European
American culture in the United States, but not in
many subcultures in the United States and through-
out the world. The measures tend not only to ignore
cognitive skills that are valued in other cultures but
to neglect a number of skills that are in fact impor-
tant for success in middle-class America. Robert
Sternberg (1992), for example, noted that the Grad-
uate Record Examination (GRE) assesses a type of
analytical reasoning that contributes to success in
graduate school. It does not, however, measure
other skills, such as creativity and practical knowl-

edge, that are related to success both in graduate
school and in later professional work. People who
make the most important scientific discoveries ex-
hibit creativity and the ability to generate new
ideas, which are not assessed by traditional cogni-
tive measures. People who are successful in the
work world also possess practical knowledge about
how to get things done, which is ignored by most
cognitive assessments.

Howard Gardner (1983) also criticized tradi-
tional cognitive measures and expressed a belief
that tests need to be expanded to assess a variety
of culturally and socially relevant skills. Gardner’s
theory of multiple intelligences identifies many
different kinds of intelligence. In addition to lin-
guistic/verbal, spatial or visual-spatial and logi-
cal/mathematical intelligences, which are as-
sessed by traditional cognitive measures,
Gardner’s model includes musical intelligence,
bodily-kinesthetic intelligence (related to move-
ment and athletics), interpersonal intelligence
(related to understanding others), intrapersonal
intelligence (related to self-understanding), and
naturalist intelligence (related to awareness of the
environment). Gardner expressed the hope that
through awareness of the multiple types of intel-
ligence, psychologists, educators, parents, and
others would come to recognize and value a
broader range of skills than are assessed by tradi-
tional cognitive measures. This way of thinking
encourages schools to think about ways to help
children develop skills across all seven domains
of intelligence.

Traditional models of cognitive assessment
were conceptualized without taking into consider-
ation the ecology of human development. Contem-
porary models and assessment strategies, such as
those of Sternberg and Gardner, take into account
the importance of culture, recognize the interrela-
tionship of cultural, social, and emotional develop-
ment, and consider the critical role of environment
in the development of cognitive skills. Knowledge
of the role of the culture, economics, and educa-
tion for the development of cognitive skills is im-
portant. This knowledge may offer suggestions for
enhancing cognitive competence for children
across a variety of cultures.

Maureen E. Kenny

See also: Creativity and the Arts in Child and Adolescent
Development; Early Childhood Assessment
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Colonias, Las
Those communities that constitute a world in be-
tween two worlds (entre dos mundos), las colonias
(unincorporated settlements, neighborhoods, or
communities in Texas and other areas of the
Southwest), represent an ecological challenge for
researchers and practitioners. If we subscribe to
theories that discuss levels of embeddedness in
the ecology of human development (e.g., Bronfen-
brenner 1977, 1979; Gottlieb 1991; Lerner 1984
Magnusson and Stattin 1998), then a general un-
derstanding of the real-life situations within which
children and families exist and interact becomes
central to our conceptual and practical under-
standings. Although the general study of human
ecology has introduced various methodological
and conceptual challenges, they are manifested in
an even more complex manner for those who live
in the colonias.

Colonias, as opposed to municipalities, often
have little in the way of a support system to sustain
housing. Water and sewer systems, paved roads,
and police protection, for example, are lacking or
nonexistent. Residents of colonias, the majority of
whom are legal U.S. residents on the U.S. side of
the border and Mexican citizens on the Mexican
side of the border, are generally part of the
maquiladora industries and service economies of
nearby urban communities. Yet, although part of
larger systems, residents tend to look toward their
cultural heritages and past to shape their world-
views and life values. In other words, residents on
both sides of the border tend to look to the interior
of Mexico, where the majority of their families
continue to reside. Deep connections, both emo-
tionally and financially, are a core root of identity
and sufficiency, as many of these colonia residents
offer financial support to their families.

Colonias are not new to the United States, hav-
ing emerged along the U.S.-Mexican border over

the last half-century. Although originally (and still
predominantly) inhabited by Mexican laborers,
they now serve as residential communities for a
large population base, especially in light of the ris-
ing cost of affordable housing options and the
shortage of low-income housing. Colonias have,
for example, dramatically increased along the
length of the U.S.-Mexican border, with more than
1,400 colonias in Texas alone.

But for most researchers, policy professionals,
practitioners, and the general public, these inhab-
itants are the forgotten Americans. As an interest-
ing footnote, The Forgotten Americans was the title
of a documentary film developed at Southwest
Texas State University, with funding from the W. K.
Kellogg Foundation, to begin addressing the social
and political challenges and realities of residents
of both sides of the border. The term “Americans”
here refers to hemispheric residency, not a U.S.
identity. The film was broadcast nationwide by
PBS on December 14, 2000, airing 282 times in 40
states to 60 million households and 152 million
people, according to the PBS report of March 2001.
Aside from such impressive attempts as this film,
the daily lives and realities of the inhabitants of las
colonias have generally been overlooked; they are
not a focus of research, policy development, or
programmatic interventions. Yet these contexts
offer unique opportunities to understand the ecol-
ogy of human development.

Strengths
One major strength of the culture of the colonias
lies in its family networks. Families of Mexican
origin are typically characterized by a large and
cohesive familial unit embracing both lineal rela-
tives (e.g., siblings) and collateral relatives (e.g.,
cousins). Thus Mexican families have direct-de-
scent hereditary and secondary relatives ties be-
yond the nuclear family that are strong and exten-
sive, with reciprocal rights and duties involving all
relatives, including grandparents, aunts, uncles,
and cousins. Unrelated relatives (fictive kin, that is,
people regarded as relatives but in whom no blood
or legal relation exists) are also considered to be
part of the extended network (Gonzalez 1992; Vega
1995).

Another strength is the value placed on educa-
tion. This value has cultural roots, and it also has
important contemporary cultural meaning.
Specifically, gaining an education, or being bien

Colonias, Las 133



educado, possesses a cultural meaning that is an
integral component of the socialization process of
realizing common family and cultural values of
being well educated, respectful, and respected in
both the Mexican community and the larger soci-
ety. As noted in the film Forgotten Americans, de-
spite the fact that not all parents were bilingual,
their children still achieved academic success be-
cause the family was together.

Within the household structure, parents assign
responsibilities (household and educational) to
their children and communicate with each other,
as well as with other adults in their surrounding
environments, which extend into their family,
church, and schools. These networks are used by
families as a support system and to resolve prob-
lems, and, as Luis Moll and Nancy Gonzalez have
noted, they offer important “funds of knowledge”
(Moll and Gonzalez 1995, 443).

Although it might not seem ideal, the environ-
mental layout of colonia households offers a
unique structure supporting educational and in-
tergenerational opportunities. Specifically, since
their homes are small, youth must do their home-
work at the kitchen table and thus are immediately
connected to adults and neighbors who enter their
homes freely and frequently. Thus, given the open
nature of colonia households, the flow of traffic
with other visiting adults is further fostered.

Another advantage of the colonias is the open
layout of the community itself. Specifically, homes
tend to be built in proximity to each other and to
use an open-space architecture. Stated somewhat
differently, traffic patterns, community gardens,
and the flow of people in and out of neighboring
homes promote a sense of community for residents
and create a community fund of knowledge (Moll
and Gonzalez 1995) for residents.This is manifested
in the comfort and ability of community residents,
building upon the knowledge, skills, and expertise
shared by certain individuals, to create an informal
labor exchange economy (e.g., plumbing services
might be exchanged for electrical assistance).

Challenges
Familial and community strengths notwithstand-
ing (which, due to space limitations, cannot be ex-
panded upon), life in the colonias presents an
array of challenges that impact the developmental
pathways of individuals and families. As previ-
ously noted, these communities exist across the

border region of the United States and Mexico. In
the state of Texas alone, this area spans nearly
1,260 miles, from El Paso–Ciudad Juarez on the
western side of the state to Brownsville-Mata-
mores on the eastern side of the state. This  span
covers five Mexican States and forty-three Texas
counties; add into this the entire U.S.-Mexican
border region, and one comes to quickly recognize
that the border region covers not only a vast geog-
raphy, but also different sociopolitical realities.
This dispersion means that the binational, bicul-
tural, bilingual, and bipolitical subculture involved
differs within itself, as border issues are often left
to be resolved by municipalities, rather than by na-
tional or international border policy. Thus, rela-
tively proximal communities may have different
policies to which they must adhere.

By every economic indicator, the Texas border
region has grown at a rate that exceeds the national
growth of either Mexico or the United States, and
despite the infusion of industries related to the
North American Free Trade (NAFTA) agreement,
the prosperity has not impacted residents (Busta-
mante 1992). Many jobs are in the service sector,
and many in unregulated maquiladora factories,
international or U.S.-owned factories that have re-
located to the U.S.-Mexican border to take advan-
tage of labor costs and tax incentives. Accordingly,
there are challenges that impact family and indi-
vidual well-being. Most obvious, for example, is the
lack of affordable high-quality housing and insur-
ance and quality health care. In addition, environ-
mental toxins have been inadvertently introduced
into the water tables and general environment be-
cause of lax environmental regulations related to
NAFTA. This environmental degradation in the
form of air, water, soil, and biotic pollution has oc-
curred as a result of population and industrial
growth. The major categories of pollution found
are inorganic and organic chemicals and nutrients
and disease agents.As a result of lack of sewers and
household drainage systems, disease agents such
as bacteria, viruses, and amoebas are prevalent in
colonias (Jones 1999).

Finally, along the  border between Texas and
Mexico, many preventable diseases are considered
to be reaching epidemic proportions. Cases of He-
patitis A and gastrointestinal viruses borne by
contaminated food and water, for example, are four
times as common in these parts of Texas as in the
rest of the state (Texas Department of Health
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1996). The impact of the rapid growth on health
has been significant. High levels exist of infectious
diseases such as Hepatitis A, and other diseases,
such as diabetes, allergies, diarrhea, and asthma,
are a result of environmental lead exposure and
pesticides found to be very prevalent in colonias
(Texas Department of Health 2000). Moreover, as
recently as 1998, all but two of Texas’s forty-three
border counties, which include the colonias across
this region, were federally designated medically
underserved communities.

Binational coordination is imperative; health
has no boundaries, and certain diseases ignore the
border. Furthermore, improving water and the en-
vironment in general, promoting community
health, and preventing disease need a holistic ap-
proach that recognizes and builds on the strengths
and cultural values of the Hispanic community
(e.g., family structure, loyalty, and solidarity).

A Land of Opportunity
Entre dos mundos. Between two worlds. These
three words describe the ecological context of
colonias residents. To the north are prosperity and
dreams. To the south are family and history. Colo-
nias residents, trying to keep their feet in both
worlds, have migrated to a land of opportunity
that confronts them with numerous challenges
that impact their developmental pathways. Ironi-
cally, although research might show that these res-
idents, and the youth in particular, possess the four
anchors of healthy development that James Gar-
barino (1998) has identified as necessary for
healthy outcomes, numerous social and environ-
mental toxins may make that healthy development
unlikely. Research that can document the effects of
these toxins, as well as the mechanisms that pro-
mote resiliency, will deal with issues that human
ecologists should devote attention to in the quest
to understand the ecological and systemic factors
that influence human development.

Jamie Chahin
Francisco A. Villarruel

See also: Acculturation; Adolescence in a Cultural Context;
Bronfenbrenner, Urie; Children from Immigrant
Families; Ecodevelopmental Theory; Hispanic
Immigrant Experience; Latino Leadership
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Community Schools
A community school is a K-12 educational institu-
tion that combines the best educational practices
with a comprehensive range of health and social
services as well as supportive resources to ensure
that children are socially, physically, and emotion-
ally ready to learn (Children’s Aid Society 2001).
Community schools, also known as comprehen-
sive or full-service schools, were established to ad-
dress the nonacademic barriers to learning that a
significant number of schoolchildren face—
including poverty; violence in the home, school,
and neighborhood; chronic health problems; inad-
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equate nutrition; unsupervised out-of-school
time; unsafe sex; and mental health problems.
Community schools are unique in that they ad-
dress the needs of the whole student (Walsh and
Murphy 2002).

Community schools represent a radical depar-
ture from traditional schools. Typically, elemen-
tary and secondary schools have primarily fo-
cused on the cognitive development of children,
while families and community agencies have as-
sumed the responsibility for socioemotional de-
velopment. However, an increasing awareness of
the impact of numerous barriers to learning is
leading to a realization that a comprehensive, inte-
grated approach to fostering children’s healthy de-
velopment and learning is necessary. In urban and
rural areas across the country, community schools
have been designed to provide a systemic, collabo-
rative approach to education that recognizes the
intimate link between a student’s performance in
the classroom and that student’s physical, social,
and emotional health and well-being. In addition
to collaboration across the institutional bound-
aries of school and agency, effective interventions
in the school require the collaboration of a wide
range of professions, including teaching, school
administration, school counseling, psychology, so-
cial work, medicine, and law (Dryfoos 1990).

What Do Community Schools Look Like?
Community schools serve as a center for the col-
laborative efforts of teachers, student support
staff, school administrators, parents, and commu-
nity members and agencies to address barriers to
student learning. These schools are open extended
hours, before and after school as well as on week-
ends, and offer programming that provides super-
vision during out-of-school time as well as educa-
tional enrichment activities. Community schools
also offer medical, dental, mental health, and vi-
sion and hearing services to address health prob-
lems that a student may have. In addition, many
community schools have family resource centers,
which help to include parents in the process of
their child’s education by offering parent support,
as well as courses leading to a general equivalency
diploma (GED) and other academic classes. Fi-
nally, community schools offer free breakfast and
lunch programs to help ensure that every student
has the proper nutrition and energy to learn
throughout the school day.

Examples of Community Schools

CoZi Schools
CoZi schools are a combination of community
school programs developed by James Comer and
Edward Zigler. CoZi schools have operated since
1992; they combine the School Development Pro-
gram (SDP) of the Comer schools (designed to
meet the needs of inner city schools and students)
with the 21stCentury model of a community
school. The SDP is a collaborative decision-
making model designed to provide developmental
support to help children achieve academic success
by engaging parents, teachers, administrators,
counselors, school staff, and community mem-
bers in the learning process. The program called
Schools of the Twenty-first Century was devel-
oped to provide a continuum of support from
birth through adolescence (Yale University Bush
Center 2002). CoZi schools were implemented to
advance the efforts of the SDP to engage parents
more directly in the management of the school
through participation in school services. These
schools also offer a decision-making model for
Schools of the Twenty-First Century so that serv-
ices within these schools can be expanded. CoZi
schools are designed to combine the strengths of
the Comer and Zigler models (Coalition for Com-
munity Schools 2002).

Children’s Aid Society
Children’s Aid Society (CAS), the oldest social
service agency in New York, collaborated with the
New York School Board to create a system of com-
munity schools. The mission of the Children’s Aid
Society is to provide a learning and developmental
experience for children, families, and the commu-
nity by providing a seamless, comprehensive sys-
tem of services. Included in the framework of
services are an extended day program that offers
educational enrichment during out-of-school
times, dental and medical services, mental health
services, a parent-involvement program, events to
involve the community, early childhood education,
and adult education.

CAS community schools are cofacilitated by the
school and a community-based organization, with
school-level decision-making bodies that include
parents and other community representatives.
CAS currently operates eight schools in New York
City, with the CAS model also being adopted for
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community schools in other cities in the United
States (Children’s Aid Society 2001).

Beacon Schools
The New York City Youth Bureau developed Beacon
schools in New York City in 1991. Community or-
ganizations were awarded grants to organize com-
munity centers in these schools that offered educa-
tional enrichment, social services, recreation
activities, and vocational activities designed to in-
volve youth and families in the community (Dry-
foos 2000). Ten of New York City’s poorest neigh-
borhoods were identified, and Beacon schools
were implemented, each school meant to serve as a
safe place, open seven days a week, sixteen hours a
day, for children and families.

The services offered at a Beacon school vary,
depending on the provider agency and the needs
of the community, but many include educational
enrichment services, art programs, and health
clinics. All of the Beacon schools encourage family
participation. In addition, the community centers
in the schools not only provide services for the stu-
dents, but also serve as locations for community
meetings (Dryfoos 2000).

Conclusion
Community schools work to remove nonacademic
barriers to student learning, thereby improving ac-
ademic achievement. Because community schools
are relatively new, there is little in terms of long-
term outcome research to ascertain if they are
meeting this goal. Joy Dryfoos (2000) completed a
preliminary outcome evaluation of forty-nine
community school programs. The results showed
that thirty-six of the forty-nine programs evi-
denced academic gains over a two-to-three-year
period. In addition, nineteen programs reported
improvements in school attendance, while eleven
programs reported reductions in rates of sub-
stance abuse, teen pregnancy, and disruptive be-
havior. Twelve programs reported increases in
parental involvement in the school, and six pro-
grams reported lower rates of violence in the com-
munity. Thus, although the outcome evaluations
on community schools are relatively new, there is
convincing evidence that community schools pro-
vide crucial services to improve student learning
and development.

James G. Barrett
Mary E. Walsh

See also: Early Childhood Education; Full-Service Schools;
High School; High School, Advising Students in; National
Association for the Education of Young Children
(NAEYC); Transition from School to Work and Adult Life
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Community Youth Development
Community youth development is an emerging
framework whose philosophical roots are
grounded in a human ecological perspective and
which is being employed in research on adoles-
cence and programs for adolescents (e.g., non-for-
mal educational programs and extracurricular ac-
tivities). The community youth development
framework involves a shift away from concentrat-
ing on problems, concentrating instead on
strengths, competencies, and engagement in self-
development and community development. In-
deed, community youth development is defined as
purposely creating environments that provide
youth with constructive, affirmative, and encour-
aging relationships with adults and peers that are
sustained over time, while concurrently providing
an array of opportunities that enable youth to
build their competencies and become engaged as
partners in their own development, as well as in
the development of their communities.

History
Historically, communities have used research and
program efforts that were based on problem-
focused models rather than on opportunities for
positive youth development. These problem-
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focused programs and policies have typically fo-
cused on the elimination of problems associated
with various risk conditions and behaviors. Gener-
ally, such efforts have focused on one particular
behavior (e.g., drinking, violence, or academic
success) instead of on the youth’s entire ecology. In
addition, these efforts have targeted young people
who were already experiencing some form of diffi-
culty in their daily lives (e.g., juvenile diversion or
substance abuse problems). If successful, these
programs and policies may prevent young people
from further engagement in the same risk behav-
ior or from engagement in other risk behaviors
(e.g., sexual activity or school failure). However,
such intervention and prevention programs do not
necessarily prepare young people to meet the chal-
lenges and demands that they face now or those
they will face in the future. Effectively preparing
young people to meet challenges requires provid-
ing them with the foundation to make decisions
that will promote their own positive development.
Thus, programs and policies need to provide a
foundation that promotes young people’s growth
and development by engaging them in skill-en-
hancing opportunities.

Scholars assert that if the United States, as a na-
tion, is to win the war against conditions that place
youth at risk for unhealthy and negative develop-
mental outcomes, communities must develop
community-wide efforts that (1) promote positive
youth development for all young people and pro-
vide youth with the opportunities to develop posi-
tive relationships, skills, competencies, and atti-
tudes that will assist them in making positive
choices for their lives, and (2) reduce the risks that
youth face in the environments in which they live.

In the 1990s, positive youth development used
the motto, “Problem free is not fully prepared”
(Pittman 1992). However, this motto leaves open
an important question, that is, “Fully prepared for
what?” Certainly we want our youth to enjoy life
and develop the skills and competencies needed to
become well-rounded, productive citizens as
adults. But what about now, during their youth?
Besides being “fully prepared,” youth need to be
engaged by adults as partners in their own devel-
opment and in the development of their commu-
nities. Developed by the National Network for
Youth (Hughes and Curnan 2000), community
youth development integrates the positive youth
development framework and provides a context

for this engagement. Or, as Pittman (2000) stated,
“Fully prepared isn’t fully participating.” Commu-
nity youth development moves the focus from
problem-free and fully prepared young people to
engaged partners.

Defining Community Youth Development
Youth development, either positive or negative, oc-
curs as youth interact with all levels of their ecol-
ogy and the systems within those levels, including
the other people in their environment, such as
family, peers, other adults, and members of their
communities. Drawing on resiliency research, a
community youth development framework shifts
the focus from the individual to the interaction of
the individual with the multiple levels of her ecol-
ogy. Therefore, fostering community youth devel-
opment requires positive supports, opportunities
for skill and competency development, and part-
nerships with youth at multiple levels of young
people’s ecology and within the systems that com-
prise that ecology. These partnerships are efforts
of young people, aided by adults, to be producers
of their own development and shapers of their
communities.

Community youth development is defined,
then, as an integration of youth development and
community development. Community youth de-
velopment is comprised of four parts: (1) the nat-
ural unfolding of the potential inherent in the
human organism in relation to the challenges and
supports of the physical and social environment;
(2) a commitment to enabling all young people to
achieve their potential—characterized by a posi-
tive, asset-building orientation that builds on
strengths and also addresses specific problems
faced by some youth (e.g., substance abuse, in-
volvement in violence, and premature parent-
hood); (3) programs and organizations that em-
ploy a planned set of activities that foster young
people’s growing capacity; and (4) engaging youth
as full contributors in problem solving for the
community through employment of the skills and
competencies that they are developing (Lerner
2002; Perkins, Borden, and Villarruel 2001).

The way community youth development uses
intervention and prevention can be explained
using the analogy of a medical model. Intervention
is defined as discontinuing or stopping an already
exhibited problem behavior, as when an individual
goes to the doctor for medicine to help stop a dis-
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ease from progressing. Prevention, on the other
hand, means taking advance measures to keep
something (e.g., youth participation in problem
behaviors) from happening. To use the medical
model once more, prevention would mean going
to the doctor for a flu shot to build one’s immune
system as protection against ever catching the
flu. Community youth development is a step be-
yond prevention. Community youth development
is a process by which youth’s developmental
needs are met, their engagement in problem be-
haviors is prevented, and, most importantly,
youth are empowered to build the competencies
and skills needed to become healthy, contribut-
ing citizens now and as adults. In terms of the
medical example, community youth develop-
ment can be compared to the individual taking
an active role in his health by getting an immune
shot and strengthening the body through physi-
cally appropriate exercise and dietary actions, in
the context of an environment shaped to support
him in that endeavor.

Building Blocks
Assets are the building blocks of positive youth de-
velopment. Assets are the individual and environ-
mental characteristics that promote and enhance
young people’s development toward becoming
successful adults. Developmental assets may be
external factors in the young person’s environ-
ment, such as positive relationships in families,
friendship groups, schools, and the community. Or
they may be internal factors, such as the teenager’s
personal competencies, values, and attitudes. Just
as there are nutritional building blocks in the food
pyramid that are necessary for healthy physical
development, assets are the necessary building
blocks for healthy youth development. For exam-
ple, just as one needs to eat calcium-rich foods in
order to have strong bones, youth need opportuni-
ties for skill development to gain a sense of self-
efficacy. One also needs to eat vegetables for the
iron needed to build the red blood cells that fight
infections, and likewise youth need caring adults
for emotional support in the normal struggle to
develop their identity.

Assets are not the outcomes of positive youth
development. Rather, they are elements of the de-
velopmental process, through which young people
are able to be contributing members of their com-
munities now and are also launched on a positive

trajectory toward becoming productive citizens in
adulthood (Benson 1997). The relationship be-
tween assets and risk behaviors, as well as that be-
tween assets and healthy and positive outcomes,
has been clearly documented in research. The
more assets youth possess and have available to
them, the less likely they are to engage in risky be-
haviors and the more likely they are to engage in
healthy and positive behaviors (Scales et al. 2000).

National leaders of youth programs, govern-
ment officials, and policy makers are all seeking
direction to address the needs of young people and
foster youth’s citizenship in their local and na-
tional communities. Those who work in the field
believe that community youth development pro-
vides a framework for the direction they seek.
Adopting this framework leads to consciously cre-
ating and sustaining environments for socializa-
tion and learning that surround youth with exter-
nal developmental assets and also foster internal
assets. Indeed, young people who have grown up in
communities that promote their positive develop-
ment have a better understanding of their own val-
ues, often become lifelong learners, are actively en-
gaged in their communities, and are more likely to
promote the positive well-being of other young
people (Blyth and Leffert 1995; McLaughlin 2000).
The goals of community youth development in-
volve what Richard Lerner (in press) has identified
as the five Cs: (1) competence of four kinds, aca-
demic, social, emotional, and vocational; (2) confi-
dence in the person one is becoming (identity); (3)
connection to self and others; (4) character that
comes from positive values, integrity, and a strong
sense of morality; and (5) caring and compassion.
However, from a community youth development
perspective, there is a sixth C, as highlighted by
Karen Pittman (2000), and that is contribution. By
contributing to their families, neighborhoods, and
communities, and through participation in youth
programs, youth are afforded practical opportuni-
ties to make use of the other five Cs.

Community youth development efforts are
about creating contexts that foster community
youth development. An African proverb sums the
community youth development message up nicely:
“He who does not cultivate his field will die of
hunger.” The message is simple: the progression of
the world depends on cultivating our youth so that
they will grow up problem-free, fully prepared, and
fully engaged in their own lives and in the com-
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munities in which they live (Perkins, Borden, and
Villarruel 2001).

Daniel F. Perkins
Lynne M. Borden

See also: Adolescence in a Cultural Context; Adolescent
Identity Formation; Community-Based Organizations;
Ecodevelopmental Theory; Extracurricular Activity
Participation; Faith-Based Organizations;
Intergenerational Programs in Communities;
International Youth Foundation (IYF); Positive
Development; Resiliency; Search Institute; Youth
Development
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Community-Based Organizations
Over a million community-based organizations
exist in the United States, providing much needed
support to America’s communities (e.g., health
programs, shelters, child care, and youth pro-
grams) (Van Til 1994). It is by design that these or-
ganizations “provide vital services and resources
that enhance the quality of life” for community
members (Benson 1997, 211). Community-based
organizations, or nonprofits as they are often
called, are the “newest and fastest growing cate-
gory of organizations” (Hall 1994, 3). Community-
based or nonprofit organizations “actually deliver
a larger share of the health and human services fi-
nanced by government than do public agencies
themselves” (Brundy 1987, 6).

History
In the United States, we have a long history of pro-
viding community-based services for local citi-
zens. For example, during Colonial America, towns
and parishes provided relief to community mem-
bers when family members and friends were un-
able to help. These early colonial responses to the
needs of community members were the first ex-
amples of a kind of intervention that has contin-
ued throughout U.S. history, one in which the com-
munity steps in to provide assistance when other
support systems fail (Kagan and Neville
1993–1994). For instance, in the 1880s, the first
settlement house opened in New York. Settlement
houses were designed to assist community mem-
bers in a manner that was “intimate, community-
based, and comprehensive” (Kagan and Neville
1993–1994, 6). Community-based organizations
have met the needs of the poor, hungry, and sick.
Moreover, community-based organizations have
also played a role in responding to many impor-
tant social issues (Stafford, Rog, and Vander Meer
1984). The Civil Rights Movement of the 1950s and
1960s, Mothers Against Drunk Driving, and vari-
ous school reform acts have all demonstrated the
power of a community-based organization to ad-
dress the needs and concerns of a community and
a country.

Defining Community-Based Organizations
Defining community-based or nonprofit organiza-
tions is difficult, given the depth and breadth of
services these organizations provide. Community-
based organizations vary dramatically in both
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scope and scale, ranging from community and
neighborhood organizations with no assets and
no employees to large organizations with sizeable
budgets and numerous employees (Hall 1994).
The roles of community-based organizations
within their areas of service vary widely; most
basically, some are direct-service organizations,
others intermediary organizations. The mission
of direct-service community-based organiza-
tions is to provide service directly to their clien-
tele. Their wide-ranging services might include
everything from assisting the unemployed to
running after-school programs for children and
youth. Intermediary organizations are those or-
ganizations within the community that link
much-needed resources (e.g., money and volun-
teers) with the various direct-service organiza-
tions in the community.

Both direct-service and intermediary commu-
nity-based organizations are by definition de-
signed to meet the needs of the community
members at all ages and stages of life. For exam-
ple, there are community-based organizations
that focus on meeting the needs of newborn ba-
bies and their mothers and others that focus on
meeting the needs of older adults. Community-
based organizations vary in size and scope, iden-
tifying their role in the community through their
identified mission, funding, and staffing. More-
over, the roles of community-based organizations
within the community tend to be focused in three
primary areas: (1) service (e.g., Lions, Rotary,
and Shriners), (2) advocacy (e.g., Sierra Club,
Mothers Against Drunk Driving, and Green-
peace), and (3) member-benefit (e.g., YMCA, Ju-
nior League, Toastmasters, and Grange) (Van Til
1994).

Service organizations work within the commu-
nity to meet the needs of children, youth, and their
families, addressing various necessities such as
child care, food pantries, and housing for homeless
individuals and families. Community-based or-
ganizations with a service focus often offer a wide
range of educational opportunities for the commu-
nity. Such programs might focus on everything
from how to start a community child-care program
to programs that meet the needs of a disabled fam-
ily member. Moreover, these community-based or-
ganizations provide a wide range of programs de-
signed to promote the positive development of
children and youth. These organizations vary enor-

mously from small grassroots organizations to
large state and national organizations.

Advocacy organizations work to have policies
and procedures established that would promote a
more just and humane society (Van Til 1994),di-
recting their efforts to changing the policies and
procedures that influence the lives of community
members. These organizations focus on a wide va-
riety of issues, from advocating for more available
child care to creating policies and procedure for a
healthy environment. For example, there are com-
munity-based child-care networks that have been
established across the United States to provide
parents with current information about the quality
and the availability of child care in their commu-
nities. Moreover, there are numerous community-
based organizations focusing on the air, water, and
land-use issues that affect the quality of the living
environment.

The third type of community-based organiza-
tion is designed to benefit its members through
collegiality and a common-interest focus (Van Til
1994). These community-based organizations
vary from faith-based organizations to service or-
ganizations such as Toastmasters, Junior League,
and the Grange. These community-based organi-
zations serve two roles. They build a small com-
munity within the organization for their member-
ship, and the membership identifies and strives to
address community needs. Thus, these groups
have a dual focus, first on their membership and
second on the community.

Youth-focused community-based organiza-
tions, like their adult counterparts, strive to pro-
vide service, advocacy, and benefits to their mem-
bers. There are some twenty-five national youth-
serving organizations that have approximately
300,000 full- or part-time staff (Hahn and Raley
1998). These organizations, such as 4-H Youth De-
velopment, Boys and Girls Clubs, and Boys and
Girls Scouts, offer young people the opportunity
not only to learn important life skills but also to
use these skills to better their community through
service. For example, Youth Force is an organiza-
tion run primarily by youth to organize campaigns
(e.g., juvenile justice advocacy), outreach events
(e.g., Street University, a training institute on or-
ganizing and advocacy), and leadership in pro-
gramming (Burgess 2000). This organization com-
bines all three types of organization: service,
advocacy, and member-benefit.
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Volunteers
A key element of all types of community-based or-
ganization is the person who becomes a volunteer
for the organization.Volunteers provide the much-
needed manpower to assist these organizations in
meeting their goals. In 1998, 109 million people
volunteered and gave an approximately 19.9 bil-
lion hours in both formal and informal volunteer-
ing (Independent Sector 1999). These volunteer
hours are equal to approximately 9.3 million full-
time employees, and the worth of the volunteer
time was estimated at $225.9 billion (Independent
Sector 1999). Thus, volunteers comprise a critical
component of the success of many community-
based organizations.Without dedicated volunteers
to support their work, many of the community-
based organizations would have to limit the scope
of their work within the community. These volun-
teers serve to move the work of the organization
forward.

Community-based organizations, or nonprof-
its, are a vital part of the community’s infrastruc-
ture, the complex network of connections that
constitutes a healthy community. This infrastruc-
ture is critical to the social capital available within
the community. According to Robert Putman
(2000), at the end of the twentieth century we face
a similar situation as at the turn of the last cen-
tury—the stagnation of America’s stock of social
capital. One hundred years ago, that stock of social
capital was reduced by urbanization, industrializa-
tion, and vast immigration, all of which uprooted
Americans from their families, friends, and social
institutions. The country righted itself by creating
a range of community-based organizations (e.g.,
4-H Youth Development, the American Red Cross,
and the YWCA). Community-based organizations,
or nonprofits, play an important role in reweaving
the social fabric needed and desired in our neigh-
borhoods.

Lynne M. Borden
Daniel F. Perkins

See also: Comprehensive Community Initiatives;
Community Youth Development; Extracurricular Activity
Participation; 4-H Youth Development
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Compliance
See Treatment Adherence

Comprehensive Community Initiatives
Comprehensive community initiatives (CCIs) plan
and enact reforms to shape the immediate ecolog-
ical systems in which humans live. In the United
States, CCIs evolved in reaction to the growing and
increasingly fragmented health and human serv-
ice, education, and justice formal systems that
emerged following federal reforms in the 1960s.
Early efforts focused on integrating services, filling
gaps through services continuums, and building
coalitions among the various systems in local com-
munities. As devolution of resources from federal
to local control evolved, CCIs extended these ef-
forts, guided by the overarching principle that local
solutions are the best response to local problems.
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At the community level, CCIs integrate institu-
tions that focus on human development (e.g.,
schools and service agencies), physical environ-
ment (built and natural), economic development,
and civic and cultural development. Their purpose
is to change the leadership structure and process
so that future change, not just immediate needs,
can be effectively managed. The general goal is to
empower communities and transform systems.

Characteristics of CCIs include the following:

Local control, responsibility, and relevance, so
that systems are designed to fit local assets
and needs

Full democracy; that is, inclusive participation
in decision making by local residents,
elected officials, and system workers at all
levels (i.e., workers, managers, and execu-
tives)

Comprehensive representation from all sectors
of the community (e.g., government, non-
profit, religious, business and industry), sig-
nifying recognition that social, civic, eco-
nomic, cultural, and physical community
development are inseparable

Consumer responsiveness, involving con-
sumers of systems as expert partners in sys-
tem governance and delivery, systems re-
sponding to holistic needs of families and
individuals, and system components flexible
enough to meet unique situations

Inclusion of historically excluded populations,
such as those who have disabilities or are
poor, young, or old, or recent immigrants

Quality and accountability through focus on re-
sults and emphasis on cost-effectiveness
and efficiency

Collaboration through interorganizational per-
sonnel preparation and formal agreements

Strength and asset focus, with emphasis on pre-
vention and early intervention, in addition
to problem-solving

Focus on neighborhood capacity and small-
area development

Reliance on leveraging and redeployment of ex-
isting resources rather than on infusion of
substantial new resources

Focus on sustainability and lasting change

Comprehensive community initiatives that last
over time tend to have clearly articulated vision,

mission, and goals that are understood by mem-
bers of the community. They emphasize action as
well as planning, and they take many shapes and
forms. Some are focused on specific (though com-
prehensive) issues, such as early childhood devel-
opment or alcohol and drug abuse prevention.
Others aim at broad community building, with
participants setting the agenda for priority action.
Some CCIs are ad hoc informal organizations; oth-
ers are independent nonprofit organizations. Some
are organized as community development corpo-
rations (CDCs), which particularly focus on com-
mercial, industrial, and residential concerns while
blending the expertise of local specialists in such
fields as financing, marketing, and management
with wisdom of local residents most affected by
the community’s status.

Building and maintaining a CCI can be grueling
work. The initiative must superimpose new ways of
interacting on institutions that have established
and mandated activities and organizational cul-
tures. This transformation creates demands and
resistance, even when participants agree on com-
mon goals. A critical ingredient in an effective CCI
is a clearly designated lead agency that has a facili-
tative style, promoting shared power and full par-
ticipation among partners and allowing time for
giving up old ways and embracing new ones. Com-
prehensiveness brings forth diverse perspectives,
which can lead to complex conflict. Individuals
who provide staff support for the initiative must ef-
fectively and flexibly manage multiple relation-
ships and activities in a dynamic environment. The
core work of CCIs is about building and nurturing
relationships throughout the community. Through-
out the organization, professional staff must retool
to let community residents lead. Staff roles must be
facilitative and promoting of resident skill building
rather than prescriptive. Often, staff are themselves
members of the community and driven by their
commitment to its improvement.

Integrating representatives of the corporate
community and diverse faith communities into
comprehensive community initiative can pose
unique challenges. Government and nonprofit or-
ganizations, though their organizational cultures
may differ considerably, have fundamental man-
dates to pursue the public good. The corporate
community with its profit incentive and faith com-
munities with various paths to their spiritual goals
have obvious interests in the public good. How-
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ever, their organizational cultures tend to be differ-
ent from those of public and nonprofit service
agencies. Therefore, building bridges among vari-
ous sectors is a key process for the success of many
CCIs.

Lasting CCIs can respond organically as new
opportunities and challenges arise. For example, a
community that decides to focus on low-income
home ownership through a CCI may pursue do-
mestic violence prevention when evidence indi-
cates that families often lose home mortgages due
to this problem. Until recently, community mem-
bers who focused on home ownership tended to
work in isolation from those who served families
affected by domestic violence.

Some communities have been slow to develop
CCIs because of beliefs that they may be cumber-
some, difficult, and expensive. Accountability may
be hard to document, because CCIs aim to change
community processes, which makes for difficulty
in measuring results that are clearly attributable to
the CCI rather than to another entity. These con-
cerns are likely to be addressed as more informa-
tion emerges about how to efficiently build effec-
tive CCIs.

Foundation and government support have con-
tributed to the growing popularity of CCIs. Exam-
ples of foundation-initiated programs include the
Mott Foundation’s Building Infrastructure pro-
gram, which supports intermediate support or-
ganizations (ISOs) that provide financial and tech-
nical assistance to local community-building
efforts, and the Annie E. Casey Foundation Re-
building Communities Initiative, which aims to
improve local housing, economic, and human
services for improved child and family life. Feder-
ally, the Center on Substance Abuse Prevention
(CSAP) of the U.S. Department of Health and
Human Services funds collaborative partnerships
that include businesses, labor unions, faith com-
munities, schools, and the traditional health and
human services organizations involved in the
issue. Also, the Empowerment Zone and Enter-
prise Community legislation stimulates broad
support in designated underdeveloped areas that
are funded through competitive block grants for
extended periods of time. An example of a state
initiative is Missouri’s Family Investment Trust,
designed to change the ways decisions are made
and services are delivered and financed, which led
to the Caring Communities initiative throughout

the state. In the United States, the proliferation of
CCIs focused on early life development led the
Aspen Institute to establish the Roundtable on
Comprehensive Community Initiatives for Chil-
dren and Families so that participants can share
lessons learned and stimulate new ideas. On an in-
ternational level, the Ford Foundation’s Asset
Building and Community Development program
supports programs across the globe that educate
and empower local citizens to understand and in-
fluence their area’s sustainable development. Many
organizations sponsor CCI development, but the
key to their success lies in a committed local citi-
zenry who aim to transform their immediate eco-
logical setting.

Arlene Bowers Andrews

See also: Community-Based Organizations; Domestic
Violence; Search Institute; Social Justice and Human
Science Programs
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Computer and Internet 
Access Skills for Senior Citizens
See Intergenerational Programs in Communities

Consumer Economics/ 
Consumer Education
It is increasingly important for consumers of goods
and services to recognize well-designed products.
This entry provides general guidelines for con-
sumers to consider before initial purchase.A better
understanding of what constitutes well-designed
products will likely result in greater satisfaction. In
many cases, the purchase of superior products will
save money by providing a trouble-free, long-term-
use benefit to the consumer. This entry seeks,
among other things, to increase the awareness and
consideration of human factors related to product
design before purchase and use (Wickens 1998, 2).
These guidelines should be especially helpful for
those who plan to purchase durable goods.

Consider the Product’s Ease of Use
When considering a purchase, consider the prod-
uct’s ease of use. The product should use graphics
in such a way that you can see and understand the
controls easily. Often this is achieved through the
use of sharp contrasting colors or other key color
markers. Well-designed products should stimulate
visual and tactile interest, so that the mind better
understands how each product is to be employed.
If possible, read the basic instructions to deter-
mine if they are logical and easy to follow. Any in-
structions should provide a graphic diagram as
well as accompanying text. Successful product se-
lection includes being sure that there is a logical fit
between need and overall ease of use (Green and
Jordan 1999, 4–5).

Note the Quality of Materials 
and Construction
Note whether quality materials and construction
techniques are employed in the products. Materi-
als employed in the construction of products
should last over a reasonable period of time. Con-

sider the ergonomic form and fit of products you
intend to purchase (Ergonomics Society 2001, 1).
If those products are in some way used by hu-
mans, material forms should easily interact with
standardized measurements of the human body
(Jordan 1996, 32). All materials should be con-
ducive to the product’s intended use.

Look carefully at the edges and corners of
products. One indication of quality construction is
that products employ rounded rather than
squared edges and corners. It costs a bit more to
round edges and corners during the process of
manufacturing, and use of this technique would
be one indication of increased design thought in-
volved in the creation of these products. In addi-
tion, the safety of products generally increases
when products employ rounded edges and corners
(Green and Jordan 1999, 75–76). Note any irregu-
lar seams, and avoid sharp edges and corners
when possible. Avoid excessive ornamentation, as
this is usually an indication of inferior quality.
Well-manufactured products should be skillfully
and neatly fitted together.

Well-designed products tend to be utilitarian,
in the sense that they are void of unnecessary
moving parts that clearly do not contribute to the
overall function of the product. Moreover, well-
designed products should be aesthetically appeal-
ing; successful products are often a unique blend
of function and applied art. In the final evaluation,
aim to get an overall sense of the way material
forms, function, and construction fit together
(Green and Jordan 1999, 6).

Seek the Advice of Professionals
It is important that consumers research products
before completing purchases. Read  magazines
that conduct tests of consumer products in order
to become a better-educated consumer. Learn to
acquire nonbiased information. When speaking
with salespersons, ask lots of questions, and listen
carefully. Seek the opinion of several professionals
to ensure reasonably correct information. In most
cases, avoid basing your decision on the opinion of
one salesperson.

In addition, look for manufacturers that consis-
tently produce well-designed, high-quality prod-
ucts. For example, research any trends in the man-
ufacturing of automobiles that show good to
excellent marks for the same company several
years running. You can then be relatively sure that
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buying one of their automobiles will create a long-
term use benefit.

Plan Ahead to Avoid Impulse Purchases
Fight the urge to buy products on impulse. Learn
to walk away from items the first time you see
them and feel the urge to buy them and to allow
time to consider products in terms of cost versus
benefit. Letting time go by between the first time
you see a given product and the time you buy it
helps to ensure a greater return on each invest-
ment. Make a habit of returning to buy only those
products that you have carefully considered.

Plan ahead by focusing your search criteria for
a specific product. It is helpful to identify a specific
manufacturer and model number. In this manner,
your judgment as a consumer is no longer clouded
by the variety of products available.

Know Comparative Cost 
and Warranty Information
An informed consumer is often in a better position
to make wise choices. Once you have identified a
specific product, it is important to know the rela-
tive cost of the product in a given market. Spend
time comparing the purchase price between com-
petitive retailers. In addition, comparison shop
using mail-order catalog and Internet resources.

In addition, check to see if the manufacturer
provides easy access to the company. Specifically
look for a toll-free phone number and a street ad-
dress.Always read and understand warranty infor-
mation provided by the manufacturer before pur-
chasing any product.

Jeff C. Plant

See also: Energy and Home Usage; Energy Efficiency in
the Home; Energy: Standards, Codes, and Labels;
Household Appliances, Shopping for
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Consumption, Ethical
Ethical consumption refers to buying practices
that frequently eschew immediate personal gain.
Often the ethical consumer is willing to forgo tra-
ditional interests in price, quality, and convenience
in order to address an ethical ideal. These ideals
can be grouped around concerns with our envi-
ronment, with human dignity, and with the dignity
of other animals. Ethical consumers might, for ex-
ample, buy electricity from renewable sources,
fair-traded chocolate, or what are called freedom
foods, for which an independent organization has
verified the practice of some minimum animal
welfare standards.

Researchers first began to speak of “green” con-
sumption—which reflected an increase in envi-
ronmental awareness—in affluent countries in the
late 1970s. Later, as it became clear that some con-
sumers were responding to a very wide range of so-
cial and environmental concerns beyond these ini-
tial concerns, the terms “socially responsible
consumption”and “ethical consumption”were used
to describe the practice of these consumer groups.
Research has confirmed this tendency as an endur-
ing phenomenon, only marginally affected by eco-
nomic recessions. The rise of ethical consumption
closely mirrors the increasing interest in business
ethics and ethically screened investment.

Two plausible explanations for the ethical con-
sumption phenomenon have been advanced. One
is that in order to maintain their moral integrity,
humans are likely to express their ideals in their
primary areas of activity: family, work, leisure, and
so on. Since most people in the affluent countries
expend more time thinking about, engaging in,
and recovering from consumption than any previ-
ous generation, we should expect to encounter a
significant consumer ethics in those communities.

The other explanation is that the nature of the
risks we face has changed. We have moved from a
situation where the risks were mostly natural: crop
failure and food shortages, storms, extremes of
temperature, and so on, to one where they are
likely to be caused by human beings. These risks
are associated with practices such as nuclear
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power generation, genetically modified organisms,
social instability generated by extremes of in-
equality, and ailments associated with industrial
farming methods. Ulrich Beck (1999) argues that
there are two outcomes of such a situation. Firstly,
consumption becomes politicized, and secondly,
because the consequences are inescapable, every-
one is drawn into action and debate.

Increasingly sophisticated methods of assess-
ing the level of ethical consumption are being de-
veloped. An instance of this is the new Ethical
Trading Index (ETI) developed by the New Eco-
nomics Foundation and the Co-operative Bank in
the United Kingdom. The ETI tracks ethical buy-
ing, which was calculated to have grown by 18 per-
cent in the financial year 1999/2000, significantly
ahead of general economic growth.

Detailed research by Deirdre Shaw and Ian
Clarke (1999) suggests that ethical consumption
derives from the concern of individuals to main-
tain their moral integrity. A consumer who rejects
violence might, for example, avoid the products of
companies that also manufacture armaments.
Some consumers, however, take individual and
collective actions aimed to achieve specific
changes in society. Many, for instance, have joined
boycotts (see Smith 1990). Others have arranged
what have been dubbed buycotts, boycotts of spe-
cific products, retailers, or producers that have not
met their ethical requirements (Friedman 1996).
These consumers are inevitably concerned with
the consequences of their actions, and their action
in the marketplace could be regarded as a consid-
ered vote.

The notion of consumption as “voting” in the
marketplace can be dated back to the 1940s. The
economist L. E. von Mises (Gonse 1990) proposed
the concept of consumer sovereignty. His thesis
was that it was consumers rather than producers
who held ultimate power in market economies. In
the 1960s, the UK politician Enoch Powell referred
to the consumption choices people make as a
“great and continuous general election.” The idea
of consumer power became synonymous with the
name of Ralph Nader in the United States, where
consumer actions were effectively prosecuted. Eth-
ical consumers extend this principle from individ-
ual preferences and product quality to wider envi-
ronmental and social concerns.

In order to cast a meaningful vote in the mar-
ketplace, the ethically concerned consumer must

have accurate and up-to-date information. The UK
magazine Ethical Consumer informs consumers on
issues that are of concern in the early twenty-first
century. The environmental issues the magazine
reports on include company environmental re-
porting policy, pollution, genetic engineering, and
nuclear power. The magazine also reports on ani-
mal issues, including testing and factory farming,
and social issues, including oppressive regimes,
worker’s rights, companies’ codes of conduct, and
irresponsible marketing. The editors alert con-
sumers to issues such as political donations com-
panies have made and any specific boycott calls
that have been issued. Globalization issues are also
included as they occur. So, for instance, consumers
were informed which companies were supporting
the proposed Multinational Agreement on Invest-
ment (MAI), an international economic agreement
comprising a set of rules restricting government
action regulating international investment and
corporate behavior.

The generic areas within which consumers in
the various affluent countries have exhibited con-
cerns are similar, but the emphasis varies geo-
graphically. There would appear, for example, to be
more emphasis on human as opposed to animal
rights in mainland Europe than is the case in the
UK. Significantly, the Fair Trade movement origi-
nated in the Netherlands. The ethical consumption
movement in the United States has put a strong
emphasis on company policy toward women’s and
minority opportunities, an emphasis not as evi-
dent elsewhere.

The trends in ethical consumption have been
well documented in surveys and market research.
Much of this work has been concerned with
recording the growing areas of concern and relat-
ing consumer attitudes to purchase behavior. Typ-
ically, slightly more women than men have re-
ported themselves as ethical consumers, but
ethical consumption is far from being a predomi-
nantly female phenomenon. Consumers have typi-
cally been segmented into categories according to
their reported strength of commitment and pur-
chase behavior.

Case study (Newholm 2000) and focus group
(Shaw and Clarke 1999) research have suggested
that in their everyday consumption people exhibit
a considerable diversity of human behavior. For in-
stance, respondents to surveys often report them-
selves as vegan, vegetarian, piscarian, or pursuing
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various low-meat diets. However, seemingly in-
consistent practices might be justified. Consumers
were found who pursued a vegan diet at home but
were vegetarian in public.

A degree of what is called voluntary simplicity
is often apparent in the lives of ethical consumers
(see Shaw and Newholm 2002). However, thrift, re-
pair, maintenance, and buying second-hand may
well be accompanied by high-tech solutions such
as solar power installations and expensive bicy-
cles. Simplicity might mean learning to live own-
ing fewer cars or the choice of a frugal lifestyle.
Consumers might or might not know about the
wide range of issues typically included among the
concerns of their affluent culture. Political action,
however, did not necessarily follow awareness of
particular concerns. An individual might con-
sciously decide to assiduously avoid animal-based
products but do nothing about trade inequities.
Although aware of Fair Trade products and favor-
ably disposed to the arguments supporting them,
they might choose to give their effort to animal
rights. The opposite would be equally possible.
Hence, individuals’ ethical consumption projects
were highly diverse, not necessarily consistent, and
could only be understood in the context of their
particular biographies. Many product sectors
claiming to be ethical are now well established,
with their own national or sometimes interna-
tional certification systems and marks of compli-
ance. Examples are the Fair Trade movement,
managed forest products, Freedom Foods, and the
long-established organics movement. In some of
these areas, notably Fair Traded coffee and tea
products, claims to higher quality than competing
products have been made. Consumer concern in
other product sectors, notably fashion and cloth-
ing, where child labor and worker’s rights are
strong issues, is exerting pressure for a similar
movement.

Many chapters in Ethics of Consumption, edited
by David Crocker and Toby Linden (1998), link
consumption choices, made on the basis of ethical
beliefs, with ecological carrying capacity. Carrying
capacity refers to the theoretical calculation of the
(human) population size and activity the environ-
ment can just maintain. For example, low or non-
meat diets are low-energy options. Thus they are
linked both to human equity, since more people
can be fed as vegetarians than as omnivores, and
to environmental sustainability. Transport choices,

replacing car journeys with cycling or public
transport, are individually beneficial but also ar-
guably ecologically less damaging. Similar argu-
ments were made in the Brundtland Report in
favor of a more equitable distribution between the
affluent and poor of the world. Such arguments are
inherent in the Fair Trade movement.Although the
issues are complex and contested, an ecologically
sustainable human future is hardly thinkable
without an appropriate ethics of consumption.

The growing recognition of ethical consump-
tion has made possible and necessary the concern
with business ethics. Expertise in techniques such
as “social auditing” has grown rapidly. As well as
new independent organizations offering social au-
diting services, many mainstream financial audit-
ing companies now additionally offer this service
to their clients. The Internet and e-commerce offer
new opportunities for ethical consumption. A pro-
liferation of Web sites offer services to consumers,
and portals can direct consumers to ethical prod-
ucts, retailers, and producers, while ethical retail-
ers offer products and information about sources
of knowledge about products. The possibilities are
legion.

Terry Newholm
Deirdre Shaw

See also: Energy Efficiency in the Home; Energy:
Standards, Codes, and Labels; Environmental Justice;
Environmental Movement in the United States and
People of Color; Sustainable Development
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Contemporary Men’s Movement
Given the broad diversity of American society,
there is no single definition of male identity (e.g.,
men as providers) appropriate or useful to all men.
Likewise, male self-definition and identity may be
modified over the life course, in response to diverse
contexts and experiences. Eric Erikson, among oth-
ers, has charted this passage of individuals through
the phases of life, including changes in life tasks.
For example, male identity (including gender roles)
may be modified as one moves from childhood and
the teenage years and into middle age, with new
roles involving nurturing, mentoring, or other
kinds of generative activities (Levinson 1978; Jones
2001). Variation in experience may also influence
male self-definition. For example, differences in the
expression of male identity and behavior for a
White working-class man, an African American
man, or a gay man may reflect, in part, the distinc-
tive subculture in which each of these males par-
ticipate (Galluccio and Galluccio 2001).

As the women’s movement developed, many
men became aware that they had their own diverse
needs, as men.Addressing these needs was the ini-
tial impetus for the contemporary men’s move-
ment (CMM), as well as for various types of social
support that men receive from participation in the
various branches of the men’s movement. From
this movement evolved men’s studies, which was
deemed necessary to study men and their experi-
ence as men. The work of the field of men’s studies
involves the examination of male subcultures, and
how each subculture of men defines masculinity
differently. As Stephen Haynes summed it up in a
recent article, “In recent years the scholarly study
of masculinity (sometimes called the ‘new men’s
studies’) has exploded. . . . Emphasis is on the
ways masculinity is usually socially constructed
(‘shaped by historical circumstances and social
discourse, and not primarily by random biology’),
on multiple masculinities and the dynamics
among them, and on the relationship between
maleness, masculinity, and the exercise of social
power” (Haynes 2002, 144).

The first organization of men’s studies scholars
was the Men’s Studies Task Force of the National

Organization for Changing Men (NOCM). That or-
ganization is now known as the National Organi-
zation for Men Against Sexism (NOMAS), which is
the pro-feminist, gay-affirmative, antisexist, an-
tiracist branch of the CMM organized to promote
and support pro-feminist men’s work and activi-
ties. It looks at its activities and theoretical bases
through a sociological lens. Subsequently, the
American Men’s Studies Association (AMSA) split
off from NOMAS in order to encompass a broader
array of scholars, representing men and women
from various fields of study.

In the CMM, there are several branches, which,
in turn, can be placed on a political continuum
from left to right. On the left end is the pro-femi-
nist branch of the CMM. This branch looks at soci-
ety and sees the ways that social structures con-
strict masculinity. From the perspective of this
branch, male self-definition is constructed
through social organizations and social structures.
For some men, masculine identity might be de-
fined by work experience. Another man’s identity
might be defined/constructed by his interaction
with the dominant culture as portrayed in the
media.

The pro-feminist branch (NOMAS) advocates
for social changes to correct social practices that
restrict men to performing within a narrow defini-
tion of a male role as defined by the dominant cul-
ture (sometimes called the John Wayne image of
manhood). This definition of masculinity may cut
men off from feeling and experiencing the full
range of their emotions, which may have a nega-
tive impact on men’s ability to relate with women,
children, and other men. The pro-feminist men
also advocate changing social structures, remov-
ing the structural impediments to men living a
fuller life. Examples of typical concerns of the pro-
feminist branch are female victims of domestic vi-
olence, homophobia, pornography, sexism, racism,
and others.

In the center of the continuum is the mythopo-
etic branch (MP) of the CMM. The definition of
mythopoetic is the “reinterpreting and reworking
of old stories and myths in ways that are relevant
to the emotional healing of contemporary men; a
re-visioning of masculinity for our time” (Barton
2000, 264). Practically, the mythopoetic branch of
the CMM is focused on individual emotional heal-
ing for men, so that they can access a full range of
emotions (e.g., anger, sadness, happiness, fear, and

Contemporary Men’s Movement 151



shame) and be able to express those emotions in a
circle of men meeting where a sacred space, or rit-
ual space, has been created. In that ritual space,
men trust one another and feel sufficiently safe to
express feelings of vulnerability so as to be able to
engage in the transformative work of addressing
emotional concerns. Robert Bly brought this
branch to popular consciousness with the publica-
tion of Iron John in the early 1990s. This branch
looks at men’s emotional healing from a psycho-
logical perspective.

In the early 1990s, there was a ground swell of
mythopoetic men’s support groups and newslet-
ters. In the early twenty-first century, the main or-
ganization in the MP branch is the ManKind Pro-
ject (MKP) and its gateway weekend event, the
New Warrior Training Adventure (NWTA). The
NWTA is an initiatory weekend for men, usually
held in a rural, rustic setting, away from the pres-
sures and distractions of the everyday world, so
that a man may focus on his participation in this
initiatory experience and heal some of his emo-
tional wounds, heal his lack of closeness to other
men, and heal his lack of male friendship in the
crucible of the safe weekend container. Over
25,000 men have been initiated via the NWTA,
with trainings having been held in Australia,
Canada, Europe, South Africa, and the United
States (Pentz 2000).

At the far end of the continuum is the men’s
rights (MR) branch of the CMM. In some respects,
this branch might be considered a backlash
against feminism. Though the extent to which it is
a backlash may have been overstated, it is true that
those in the men’s rights movement do believe that
some of the ways in which men are socialized cre-
ate inequalities that put men at a disadvantage.
The men’s rights movement also protests against
the popular perception that only men batter their
partners, pointing to the research that indicated
that women contribute equally to domestic vio-
lence (e. g., Steinmetz 1985). This seminal research
was controversial at the time; more recently, it has
been supported by subsequent research though it
is still controversial and is now more widely ac-
cepted (e.g., George 2002).

The men’s rights branch has traditionally been
composed of men who are individualistic, and as a
result this branch has rarely coalesced for any
length of time. Other notable branches of the
CMM include the Promise Keepers (PK) and the

father’s rights (FR) branches. The Promise Keepers
branch of the CMM is an evangelical Christian
men’s organization. The Promise Keepers became
famous for being able to fill football stadiums full
of men. The main objectives of the Promise Keep-
ers are to promote strong Christian family values,
to support the mission of the church, and to en-
courage men to pursue vital relationships with a
few other men (e.g., Brickner 1999). The father’s
rights branch of the CMM focuses on assisting fa-
thers in obtaining access rights to their children
and increased parenting time, as well as more lib-
eral custody provisions and less onerous child
support provisions. There are other branches of
the CMM. Among these are socialist men, gay
men, and African American men. For a description
of these branches, as well as a more complete treat-
ment of those discussed above, see Kenneth Clat-
terbaugh’s Contemporary Perspectives on Masculin-
ity, second edition.

One advantage of participating in the CMM is
that members receive social support. Social sup-
ports are ecological, in the sense that they are pro-
vided and received in different ecological contexts.
One context is the family. Another context may be
a men’s peer mutual support group or a women’s
support group.

The branches of the CMM reflect the different
kinds of support groups that have evolved in the
men’s movement. As an example, many of the
men’s peer mutual support groups in the
mythopoetic branch of the CMM would be consid-
ered as giving and receiving emotional social sup-
port for their members. The support is defined as
emotional social support because in these support
groups the men are encourage to share their feel-
ings and in return receive emotional support from
the other members of the group.

On the other hand, organizations such as Fa-
thers for Equal Rights, under the FR branch of the
CMM, provide an informational form of social
support. Usually the non-custodial fathers, non-
custodial mothers, and grandparents whose access
to their grandchildren has been denied who attend
father’s rights meetings are looking for informa-
tion as to how to best represent themselves and
prepare court documents with respect to pending
litigation regarding access to their children and
grandchildren, and parenting time or grandpar-
enting time. In these meetings, emotional support
is a secondary concern, whereas the information
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being sought meets the primary needs of the peo-
ple attending, and is the main reason why they at-
tend and continue attending the father’s rights
meetings.

Edward Read Barton

See also: Domestic Violence; Erikson, Erik Homburger;
Father-Child Relationships following Divorce; Gay and
Lesbian Studies; Gender Roles and Society; Sex-Role
Stereotypes; Sexual Identity Development
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Cooperative Extension System (CES)
A publicly funded, national, non-formal educa-
tional system that links the educational and re-
search resources and activities of the United States
Department of Agriculture (USDA), land-grant
universities in every state and territory and the
District of Columbia, and approximately 3,150
county administrative units. (Cooperative State
Research, Education and Extension Service  2002).
The basic mission of the CES is to translate scien-
tific research knowledge into informational and
educational programs that enable people to im-
prove their lives and their communities. Originally
the CES organizational focus was in four major
program areas: agriculture, home economics, 4-H
youth, and community development. Since 1987,
CES has expanded its focus to include national ini-
tiatives such as the Extension Cares . . . for Amer-
ica’s Children and Youth; Food Safety and Quality;
and Healthy People . . . Healthy Communities.

Origin of CES
The Cooperative Extension Service was officially
created in 1914 when the U.S. Congress passed the
Smith-Lever Act. Thus the Extension Service be-
came an integral part of the partnership between
USDA and land-grant colleges and universities
that was established by the Morrill Act. The Morrill
Act of 1862 had donated federal land to states and
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territories for an endowment to establish at least
one college or university that would focus on agri-
culture and mechanic arts. In 1887, the Hatch Act
established agricultural experiments stations at
land-grant universities, with a yearly grant desig-
nated for research. In 1890, a second Morrill Act
was passed, which spurred the establishment of 17
Black land-grant colleges throughout the South. In
1994, the National Agricultural Research, Exten-
sion and Teaching Act established extension edu-
cation programs in 29 colleges on Native American
reservations. Presently there are 106 land-grant
colleges and universities located through the
United States and its territories.

CES Today
Presently the Cooperative Extension System uti-
lizes both base programs and national initiatives
that help provide direction for research and educa-
tional programming across the country.

Base Programs
The four base programs (agriculture, home eco-
nomics, 4-H youth, and community development.)
support seven major areas:

1. 4-H Youth Development creates supportive
environments in which culturally diverse youth
and adults can reach their fullest potential.

2. Agriculture provides science-based informa-
tion and facilitates the acquisition and application
of knowledge and skills focused on agricultural
systems.

3. Community Resources and Economic Devel-
opment improves the long-term well-being of
communities through research and experience-
based education and through facilitation of com-
munity groups.

4. Family Development and Resource Manage-
ment helps families develop skills in three major
areas: family development, housing, and resource
management

5. Leadership and Volunteer Development en-
hances the capacity of people to take action to im-
prove the well-being of self, families, and commu-
nities.

6. Natural Resources and Environmental Man-
agement furthers the public good and helps people
improve their lives through an educational process
that uses scientific knowledge focused on issues
and needs.

7. Nutrition, Diet, and Health empowers indi-

viduals, families, and communities, including pol-
icy makers, to make informed choices about food
and lifestyles that support their physiological
health and economic and social well-being.

National Initiatives
National Initiatives give programming emphasis
to current issues that are of national importance.
Initiatives usually run for a five-year period. Na-
tional initiatives may or may not have a special
federal funding. National initiatives have support
teams composed of federal, state, and county ex-
tension staff. As of January 2002, the CES had the
following five national initiatives:

1. Extension Cares . . . for American’s Children
and Youth improves child-care and youth pro-
grams for infants and toddlers, preschoolers,
school-age children, and youth in out-of-school
time through research, education, and technology.

2. Financial Security in Later Life provides
quality leadership for consumer and family eco-
nomics research, extension/outreach, and higher
education resulting in economic security for indi-
viduals and families. Programs address issues
such as decreasing consumer debt; planning for
retirement; and the impact of public issues, poli-
cies, and programs on family economic well-
being.

3. Food Safety and Quality supports competi-
tive projects that address selected priority issues
in food safety that are best solved using an inte-
grated approach (multi-state, multidisciplinary,
and including research, extension, and education
components). Programs address issues such as
control of food-borne microbial pathogens, im-
proving safety of fresh fruits and vegetables, food
handler education and certification training, home
food processing and preservation and integrated
food safety.

4. Healthy People . . . Healthy Communities
promotes the capacity of individuals, families, and
communities to increase healthy behaviors and
lifestyle choices and make informed consumer de-
cisions. Programs address health issues such as
cancer education; teenage pregnancy and preg-
nancy prevention; alcohol, tobacco, and other
drugs; self-care; consumer health-care options;
environmental health issues; protective clothing
and equipment for farm workers; and the potential
for agricultural productivity.

5. Workforce Preparation creates opportunities
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for learning so that youth and adults can success-
fully navigate the transitions of school-to-work,
welfare-to-work, and work-to-work. This initiative
promotes the formation of multistakeholder al-
liances (business and industry, agencies, schools,
non-formal education organizations, government
agencies, and citizens) to address workforce
preparation issues.

Susan J. Barkman

See also: 4-H Youth Development
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Creativity and the Arts in Child 
and Adolescent Development
Several disciplines, ranging from the fine arts to
the performing arts, are forms of expression that
are included under the umbrella term “arts.” There
are many different types of art forms. Examples of
fine or visual art forms include painting, drawing,
sculpting, architecture, and photography. Drama,
dance, music, and performance art are generally
considered examples of performing arts. Some art
forms do not fit within the boundaries of either
performing or fine arts, but are rather a combina-
tion of the two. Examples of these include costum-
ing, directing, producing, stage-managing, stage
design, light design, and filmmaking. The arts play
a fundamental role in many people’s lives. For
many, the arts serve as a primary source of expres-
sion. Many schools include the arts in their cur-
riculum. The combination of arts and academics
in the schools works to foster creative thinking. In
addition, many students pursue various art forms
outside of the school setting. Some people may
even go on to pursue the arts as a career. Yet, the
importance and relevance of the arts to the devel-
opment of children, adolescents, and young adults
is generally overlooked or minimized.

How the Arts Help Children 
and Adolescents Develop
The arts serve as a source of expression for many
children and teenagers. Through artistic endeav-
ors, children are encouraged to explore original

ideas and thoughts. Children are afforded the op-
portunity to discover their creative potential and
find new and innovative methods of problem solv-
ing. During the period of adolescence, teens are
trying to determine their personal identity. The
arts provide a forum for exploration of the self.
Creative freedom and individuality are primary
tenets of artistic expression. While many adoles-
cents may feel pressures to conform, the arts re-
quire individual expression, thus allowing teens to
try on, or test, various identities in an attempt to
discover which one fits best. During adolescence,
teens attempt to answer the question,“Who am I?”
Participation in the arts helps teens discover the
answer to this difficult question. For example,
when a teen performs in a drama production, she
must explore the role she will play. This may in-
volve researching the time period in which the play
takes place, the setting, and the occupation of the
character. Once the teen has gathered sufficient in-
formation she must work to assume the identity of
the character. By acting out the role, the teenager
has the opportunity to explore an alternative iden-
tity. Acting also allows the expression of emotions
that may not normally be considered appropriate.
For example, an angry outburst in the middle of
the school day may lead to a detention. However,
an angry outburst within the context of a school
play may be considered an excellent performance.
The arts provide a safe place for self-exploration.

Through the arts, children and teenagers learn
both the value of teamwork and the importance of
individual responsibility. The student who signs
his name to a painting is responsible for the work.
While others may help to guide the student, he is
ultimately responsible for carrying out and finish-
ing the piece of art. This responsibility promotes
autonomy and independence. Teamwork is also an
important component of creating art. Teachers, di-
rectors, and mentors may consult with the young
artist and guide him in a certain direction. In some
instances, students may even collaborate on a proj-
ect. For instance, a group of students may collec-
tively work toward producing a play. Each person
is individually responsible for learning his lines,
researching the character, and performing effec-
tively; the overall success of the play, however, is
not judged by the quality of only one person’s per-
formance, but rather by the collective effort. Col-
laborating with others in a creative process also
fosters and helps to develop social and communi-

Creativity and the Arts in Child and Adolescent Development 155



cation skills. Clearly, children and adolescents can
learn a great deal by exploring the arts.

Schools and the Arts
The role of the arts in the schools varies across
school districts. Some schools stress a focus on the
arts, while other schools do not have any arts pro-
grams. Those schools that do include the arts in
their curriculum vary in the degree of emphasis
placed on the arts. For example, some schools may
offer a limited range of courses in only one field
(e.g., visual arts), whereas other schools may offer
courses ranging from beginner to advanced in a
wide range of disciplines (e.g., performing arts
and fine arts). Some schools are dedicated to mak-
ing the arts the primary focus of the curriculum.
For example, a district with a magnet school sys-
tem may devote one school to the teaching of the
arts. Each school in a magnet school system has a
particular focus. Parents and students generally
choose the school whose program best meets their
needs. Those students who wish to receive a strong
arts education in the public schools may choose to
attend the arts magnet school in their district.

There are several options available to those stu-

dents who wish to pursue the arts beyond their
high school education. Many liberal arts universi-
ties and colleges have departments or schools in
assorted arts disciplines. Another option for stu-
dents who wish to pursue the arts in higher educa-
tion are schools that specialize solely in the teach-
ing of the arts. Conservatories tend to focus on the
performing arts, while museum schools tend to
focus on the fine arts. Even those students who do
not plan on focusing on the arts later in life can
benefit a great deal from an arts education.

Creativity and Intelligence
An arts education is an extremely valuable com-
plement to a traditional academic education. The
arts teach innovative and creative ways of thinking
and solving problems. Students are taught to find
new and interesting ways of expressing their emo-
tions and ideas. In addition, academic skills are
frequently applied in the arts. For example, knowl-
edge of history is necessary when costuming a
show, and lighting and set designers must be able
to apply their knowledge of trigonometry and
geometry when designing a lighting plan or a set.
In addition, spatial skills are an important element
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of almost all art forms. The arts provide real-life
problems that students can solve using their aca-
demic knowledge.

Many schools focus on developing students’
verbal and mathematical abilities. In addition,
exams such as the SATs, ACTs, and GREs test stu-
dents’ verbal and mathematical abilities. Many
psychologists believe that these tests do not accu-
rately measure intelligence. According to these
testing methods, intelligence exists exclusively in
the forms of mathematical and verbal abilities.
Psychologist Howard Gardner has proposed the
existence of multiple intelligences. Included
among the different types of intelligences he iden-
tifies are musical intelligence, bodily-kinesthetic
intelligence, and spatial intelligence. Many artists
rely heavily on these intellectual domains to pro-
duce their work. Musicians utilize musical intelli-
gence, dancers and actors utilize bodily-kines-
thetic intelligence, and visual artists utilize spatial
intelligence. Some people may be experts in one
intellectual form and novices in another. For ex-
ample, a pianist may be an expert in the domain of
musical intelligence, but a novice in the domain of
linguistic intelligence. In the United States, verbal
and mathematical intelligences are highly valued,
whereas musical, bodily-kinesthetic, and spatial
intelligences are considered less important.

The arts also promote the use of symbolic
thought. During the period of adolescence, sym-
bolic and logical thinking skills are developing.
Prior to adolescence, individuals understand the
world in a very concrete manner. As people ma-
ture, their thinking becomes more complex and
abstract. A primary component of the arts is sym-
bolic and abstract expression and interpretation of
ideas and emotions. The arts allow children and
adolescents to exercise their minds by promoting
symbolic thought. By practicing these skills, youth
learn a different way of comprehending the world.

Threats to the Arts
There are several threats to the future of arts edu-
cation in the schools. Many arts programs are se-
verely underfunded. Many school officials con-
sider the arts to be a dispensable element of the
curriculum. Traditional academics are perceived
as being a more important component of an edu-
cation, and therefore the arts are pushed aside in
pursuit of academic knowledge. Clearly, however,
an arts education promotes creative thought, and

the relevance of creative thinking can be evi-
denced in a variety of disciplines ranging from sci-
ence to social studies. Children and adolescents
should be encouraged to think creatively in all dis-
ciplines. However, without courses in the arts, stu-
dents may not be able to reach their creative po-
tential. Arts classes provide a nonevaluative
atmosphere where students can freely explore and
express their ideas without fear of giving the
wrong answer or experiencing repercussions from
nonconformity. Original, innovative thinking is the
basis of any arts curriculum. The skills and confi-
dence children and adolescents gain from an arts
education can be transferred to their more tradi-
tional academic courses. In addition, by encourag-
ing creativity, students gain valuable life skills that
will help them to succeed later in life.

Pursuing the Arts as a Career
Eventually, adolescents must decide what role the
arts will play in their lives. Some students will
choose to pursue the arts as a full-time career.
There are many different career opportunities in
which the arts are incorporated. Knowledge of the
arts is applied in various fields. Adolescents who
are interested in both the arts and writing may
wish to consider a career in art review or critique.
Many major news publications include an arts sec-
tion that not only reports on local arts exhibitions,
but also provides reviews and critiques of artists
and their work. Teaching the arts is another op-
tion. Schools, community groups, religious organ-
izations, and private institutions often hire art
teachers. Museums and schools frequently hire cu-
rators and collectors who are highly knowledge-
able in a particular arts field.Art therapy is yet an-
other option; art as therapy is now regarded as a
type of clinical treatment. Visual art and dance
therapies are frequently used with both children
and adults. Clinicians use art as a means of explor-
ing and interpreting their patients’ thoughts and
emotions.

Those adolescents who decide not to seriously
pursue the arts will still benefit from an education
that incorporates the arts. Students learn how to
appreciate and understand artistic expression and
how to think creatively (an attribute that can be
applied to multiple disciplines). The arts promote
a celebration of diversity and encourage an appre-
ciation of and respect for others’ views and opin-
ions. Students learn to constructively criticize

Creativity and the Arts in Child and Adolescent Development 157



other artists’ work and are able to understand and
accept others’ perspectives. These sophisticated
thinking skills are not simply valuable within the
artistic arena; they are skills that students will
carry with them throughout life and apply to their
fields of interest.

Jennifer S. Brown

See also: Adolescent Identity Formation; Art Therapy;
Cognitive Assessment; Music
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Crises, Family
See Family Crises

Culture and Human Development
Culture can be understood as the way of life of a
people in its totality. In 1871, the anthropologist
E. B. Tylor first defined culture as “that complex
whole which includes knowledge, belief, art,
morals, laws, customs, and any other capabilities”
that humans acquire as a result of growing up and
living in a society (Tylor 1871, 42). Since then, so-
cial scientists have offered many similar and often
overlapping definitions, but most would still agree
with Tylor: Culture includes the knowledge and
behaviors that a group of people share as a result of
living in the same society. The subfield of culture
and human development asks how those shared
beliefs and behaviors influence the development of
children. Typically, the study of development is un-
derstood as the study of universal processes of
growth and change, but social scientists who study
culture and human development want to know
more about the ways in which development is cul-
turally shaped.

One way of understanding culture’s influence
on human development has been offered by social
scientists Charles Super and Sara Harkness. Ac-
cording to Super and Harkness (1986), children
grow up within a developmental niche. This niche
has three major components: (1) the physical set-
tings that shape children’s lives; (2) the customs of

the parents in relation to child care; and (3) the be-
liefs about child rearing that parents have. For ex-
ample, in America it is common to place children
in adult-structured activities with other children
the same age, such as Gymboree for infants or
Scouts for school-aged children. In many other
countries, it is more typical for children to engage
in unstructured activities in mixed-age neighbor-
hood groups. Also in America, it is common to
feed infants in high chairs and to place them in
walkers in between meals. In many other coun-
tries, infants might be held during mealtimes and
carried on the mother’s or an older sibling’s back
between meals. All of these differences can be un-
derstood as cultural variations in the physical set-
tings that we create for our children.

In addition, children growing up in different
cultures experience different child-care customs
and practices. For example, in America children
are encouraged to self-feed and to sleep in their
own rooms from a very young age, but are toilet
trained late in the preschool years. In many other
countries these practices are reversed, with self-
feeding and sleeping alone at night occurring at a
later age, and toilet training at an earlier age. Many
researchers believe that these different cultural
practices create different sets of experiences for
children, which ultimately influence their beliefs
about the world. The American customs can be
viewed as emphasizing the importance of the child
having control over his own body.

Finally, parents in different cultures have differ-
ent beliefs about child rearing and what their goals
for their children are or should be. In America, a
great deal of emphasis is placed on children be-
coming self-confident. Many other cultures place
primary emphasis on other qualities, such as treat-
ing others with respect (Harwood, Miller, and
Lucca Irizarry 1995). Many social scientists be-
lieve that these differences in the cultural context
of childhood ultimately influence our ways of
viewing ourselves, others, and the world around
us, as well as our ways of behaving toward one an-
other.

Robin Harwood

See also: Adolescence in a Cultural Context; Child
Development, Cultural and Community Influences on;
International Society for the Study of Behavioral
Development
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Curiosity
In the study of human ecology, curiosity is of vital
importance because it motivates exploratory be-
havior that results in learning. Curiosity has a cog-
nitive and sensory form. Cognitive curiosity, also
called inquisitiveness and information seeking,
stimulates questioning, observing, experimenting,
and thinking (Berlyne 1960). Sensory curiosity, or
stimulation seeking, has various facets, including
disinhibition, experience seeking, boredom sus-
ceptibility, and thrill-and-adventure seeking
(Zuckerman 1994). Sensory curiosity motivates
the seeking of varied, novel, complex, and intense
sensations for the sake of experiencing them, often
in the face of considerable risk.

Our earliest ancestors, driven to satisfy both
their cognitive and sensory curiosity, necessarily
explored the many novel and discrepant things in
their surroundings, which allowed them to learn,
adapt, and therefore survive. Curiosity serves
modern humans equally well as a significant im-
petus for spiritual, social, and scientific discovery.

The knowledge acquired through curiosity-
induced exploratory behaviors fosters develop-
ment, particularly cognitive development. Cogni-
tive curiosity is positively related to convergent
thinking (leading to an expected end result or an-
swer) and complex problem solving; sensory cu-
riosity is closely associated with divergent think-
ing (leading to independent ideas or new
perspectives on a given topic) and creativity. Nev-
ertheless, both forms of curiosity can be problem-
atic when in excess or inappropriately directed.
Cognitive curiosity can become nosiness, meddle-
someness, or an excessive fixation on trivia; sen-
sory curiosity is linked with hazardous risk taking,
substance abuse, and fighting.

In both of its forms, curiosity remains an im-
portant motivator throughout the life span.
Through active physical exploration of their envi-
ronments, children build motor skills and new
knowledge structures, or schema. Likewise, adults
explore to learn, for instance, about new job-re-
lated tasks, by observing coworkers, questioning
supervisors, or surfing the Internet. Although
adults often avoid thrill-and-adventure seeking
and other forms of sensory curiosity as they ap-
proach old age (Giambra, Camp, and Grodsky
1992), information seeking or the cognitive variety
of curiosity continues to be a significant force that
enables them to adapt to their ever changing envi-
ronments.

In educational contexts, curiosity is a powerful
motivator of academic learning (Reeve 1996). In
formal classroom settings, stimulating students’
curiosity fosters their engagement and interest.
Once their curiosity is aroused, learners are more
attentive to novel information, explore it in greater
depth, use more exploratory techniques (e.g., indi-
vidual and group consultation), and employ these
techniques for longer periods. Thus, curiosity not
only stimulates exploratory behaviors at the be-
ginning of a learning endeavor, but throughout the
process of learning as well. Significantly, this phe-
nomenon is as prevalent in adults’ classrooms as it
is in children’s.
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Curiosity is also an important predictor of an
often overlooked kind of learning, informal learn-
ing (Reio and Wiswell 2000). A considerable por-
tion of children’s learning occurs informally, out-
side the classroom, through activities including
individual and cooperative play, interacting with
parents and other adults, and observing the be-
havior of others. In each of these informal learning
situations, the process of learning is enhanced if
curiosity-induced exploratory behaviors such as
asking questions, trial-and-error experimenta-
tion, and thinking are encouraged. For adults, the
situation is again similar. While adults are partici-
pating in a task force, a recreational sport, or a re-
ligious retreat, to take a few examples, learning is
promoted when curiosity and exploration are em-
braced, not discouraged.

Thomas G. Reio Jr.

See also: Achievement Motivation
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Dating
Dating is the romantic interaction or engagement
between people of the opposite sex that typically
takes place during the period between puberty
and marriage. Over the course of the past century,
adolescent dating evolved from a formal courtship
ritual whose primary purpose was to find a life
mate to a social situation focused on temporary
enjoyment (Hopkins 1983; Steinberg 1993). As the
average age for marriage has increased, so has the
casual atmosphere of adolescent dating (Steinberg
1993). For example, common activities on dates
now include not only movies and music concerts
but exercise activities such as hiking and biking.
Also, double dates and group dates have become
common alternatives to single-couple dates for
many adolescents, especially at younger ages
where relationships with the opposite sex are still
relatively rare.

Despite the relaxed and causal nature of dating
today, high school dates tend to conform to stereo-
typed scripts,with clearly defined roles for boys and
girls. For example, it is still typically the boy who
initiates a date and makes the first sexual advances
(Santrock 1996; Steinberg and Levine 1997).

At the stage when dating is just beginning, usu-
ally in middle school, a girl and boy simply talking
can have connotations of romantic involvement.
“‘If you talk with a boy,’ said one girl, ‘they [other
girls] say that you’re almost going with him’”
(Steinberg and Belsky 1991, 480). Most girls in the
United States begin dating at around age 13, and
most boys at age 14 (Steinberg and Levine 1997).
The dating age has decreased over the last few

decades, due in part to popular culture, which has
focused increasingly on sex and sexiness (Stepp
2000). By the age of 16, the vast majority of
teenagers have gone on at least one date (Santrock
1996). The age at which a particular adolescent be-
gins to date depends in part on the frequency of
dating in her peer group. Although dating may be
contingent on physical maturity, a physically im-
mature 14-year-old is more likely to date at a
school where it is common for 14-year-olds to date
than is a physically mature 14-year-old at a school
where dating does not commonly begin until age
16 (Dornbusch et al. 1981).

Dating serves many functions in addition to the
traditional one of mate selection. Dating provides
recreation and an opportunity to learn more about
oneself and about relationships with others, it pro-
vides a context for the development and expres-
sion of intimacy, and it is often a source of status
and prestige. It allows adolescents to experience
and explore companionship, affection, and physi-
cality (Hopkins 1983; Santrock 1996).

Dating typically begins as relationships within
a grade or age group. Teenagers tend to keep rela-
tionships within social class or other boundaries
for reasons that include social pressure and con-
venience (Hopkins 1983). For example, there is a
tendency, although not a rule, for athletes to date
other athletes. The bond of a shared activity pro-
vides conversation topics, time spent together
(e.g., at club meetings and events), and mutual ad-
miration for accomplishments, all of which con-
tribute to forming the basis for friendly or roman-
tic relationships.

D
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Early dating tends to have less emotional depth
and certainly less intimacy, as well as less focus on
pairing off in clearly identified couples. The dat-
ing process tends to begin with increasing interest
in settings where there are likely to be members of
the opposite sex, such as the local mall. This is
followed by attendance at school dances and par-
ties, and then smaller-scale mixed-sex social
events such as the movies, with only limited em-
phasis on pairing off (Padgham and Blyth 1991).
Even though middle schoolers may label a pair
girlfriend and boyfriend, single-couple dates and
steady relationships do not often develop until
much later, commonly in high school. “High
school students reported that, in retrospect, such
relationships [in middle school] were quite super-
ficial and of little lasting importance,” even
though middle school students describe their
relationships as emotional and important
(Padgham and Blyth 1991, 197). It is only in late
adolescence that couples exhibit the emotional
depth and maturity necessary for intimate as op-
posed to superficial relationships (Steinberg
1993).

There is great variety in the age range for first
sexual encounters. Gender, ethnic background,
and community values all influence the age of
sexual initiation. The earlier the first sexual activ-
ity, the “more likely the act is to be part of a profile
of high-risk behaviors, including alcohol use,
drug use, and delinquent activity” (Newman and
Newman 1995, 437), a circumstance that may
have significant consequences for teens in the
population at large. However, there is a recent
trend toward more frequent and involved inti-
macy among younger children generally (New-
man and Newman 1995). The social pressure to
be intimate and sexy is evident in teenage media,
which often portray “normal” teenagers engaging
in sexual activity. By the time of college gradua-
tion, about 80 percent of students are sexually ex-
perienced (Steinberg and Belsky 1991, 485). How-
ever, despite the association of early sexual
activity with delinquent activity, adolescents who
become sexually active before their peers are
usually just as self-confident and satisfied as their
non–sexually active peers (Steinberg and Belsky
1991). In general, dating, when it is handled
maturely, can have positive consequences for the
individual.

Lea Bornstein

See also: Adolescent Identity Formation; Adolescent
Pregnancy and Prevention; Sexual Abstinence; Violence
in Teen Dating

References and Further Reading
Dornbusch, Sanford M., J. Merrill Carlsmith, Ruth T.

Gross, John A. Martin, Dennis Jennings, Anne
Rosenberg, and Paula Duke. 1981.“Sexual
Development, Age, and Dating: A Comparison of
Biological and Social Influences upon One Set of
Behaviors.” Child Development 52: 179–185.

Hopkins, J. Roy. 1983. Adolescence: The Transitional Years.
New York: Academic Press.

Newman, Barbara, and Philip R. Newman. 1995.
Development through Life. Pacific Grove, CA:
Brooks/Cole.

Padgham, Jon J., and Dale A. Blyth. 1991.“Dating during
Adolescence.” Pp. 196–198 in Encyclopedia of
Adolescence. Edited by Richard M. Lerner, Anne C.
Petersen, and Jeanne Brooks-Gunn. New York:
Garland.

Santrock, John W. 1996. Child Development. Madison:
Brown and Benchmark.

Steinberg, Laurence. 1993. Adolescence. New York:
McGraw-Hill.

Steinberg, Laurence, and Ann Levine. 1997. You and Your
Adolescent. New York: HarperPerennial.

Steinberg, Laurence, and Jay Belsky. 1991. Infancy,
Childhood, and Adolescence. New York: McGraw-Hill.

Stepp, Laura Sessions. 2000. Our Last Best Shot. New
York: Riverhead Books.

Deacon, Ruth E.
According to conceptual frameworks used in the
study of human ecology, it is the family that medi-
ates between the environment and the individual.
This mediation occurs through the process of re-
source development and allocation, often referred
to as family resource management. Dr. Ruth E.
Deacon, Dean and Professor Emeritus, College of
Family and Consumer Sciences, Iowa State Univer-
sity, working with her coauthor, Dr. Francille M.
Firebaugh, Cornell University, has been at the fore-
front of theoretical developments in the field of
family resource management that began in the
1960s (Deacon and Firebaugh 1975; 1981; 1988).
Although home management had been recognized
as a field of study in the early twentieth century
(Gross, Crandall, and Knoll 1980), it was ap-
proached as a process that was often prescriptive
(c.f. Gross 1948), with families viewed as using
their resources to attain standards often derived
from outside the family itself (a clean house, nutri-
tious meals, well-behaved children). Often the em-
phasis was on work simplification (Cushman
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1945; Steidl and Bratton 1968). Deacon and Fire-
baugh’s work fundamentally changed the way
managerial behavior was viewed and studied in
the field of human ecology.

Deacon and Firebaugh began evolving their
theoretical framework for the study of resource de-
velopment, allocation, and management within
families in the early 1960s (Maloch and Deacon
1966), when systems theory was being viewed as
an important framework (perhaps the most im-
portant framework) for the study of the family
(Buckley 1967; Hill 1971). In the Deacon and Fire-
baugh framework, resource management is
viewed as a system, with inputs to the system in
the form of demands and resources. The inputs are
transformed by the system, through planning and
implementing, into met demands and used re-
sources.

The resource management system is seen as
one of the subsystems of the family system. The
other subsystem, termed the personal system, is
responsible for establishing the family’s value
structure, from which goals emanate, and for the
establishment and maintenance of healthy family
relations. The family is viewed as a system imbed-
ded in and interacting with larger systems: the
community, the workplace, the school system, and
the like. Consistent with general systems theory,
feedback, that portion of output returning to the
system as input, is viewed as the chief means of
bringing about system change.

In addition to applying general systems theory
to the field of resource management, Deacon and
Firebaugh made important theoretical advances in
the formulation of the managerial process. They
suggested that transformation, the mental and
physical activity that is at the core of management,
includes two subprocesses, planning and imple-
menting, terms that had been included in the liter-
ature for decades (Gross 1948; Gross and Crandall
1947; Nickell and Dorsey 1941). Their formulation
of the processes is different from earlier versions,
however, with planning consisting of standard set-
ting and action sequencing, and implementing
consisting of actuating, checking, and adjusting.

Two of the most important theoretical develop-
ments in their formulation are their inclusion of
events as demands that must be accommodated by
the managerial system, and the notion that stan-
dards are set by the family, rather than being im-
posed by forces external to the family. Prior to the

work of Deacon and Firebaugh, the family was
viewed as setting goals and using resources to
meet those goals. Reasoning that there are some
things to which a family must respond that are not
necessarily family goals, Deacon and Firebaugh
added the idea of events as demands. Events are
unexpected occurrences that require action. They
may be small everyday happenings such as break-
ing one’s glasses. They also may be life-threatening
occurrences such as natural disasters. They may
be positive incidents like unexpectedly encounter-
ing an old friend. A common characteristic of
events is that they require a response, however
small, that uses resources earmarked for other
purposes.

Family resource management, then, can be
viewed as a process through which the inevitable
event demands are handled satisfactorily while the
family continues to make progress toward its
goals. Having savings or insurance for emergen-
cies and planning for interruptions are ways of
preparing to deal with events without irrevocably
disrupting goal attainment.

As noted, prior to the work by Deacon and Fire-
baugh, standards to be attained were viewed as ex-
ternal to the family. Deacon and Firebaugh revolu-
tionized management theory, research, and
application by suggesting that the development of
appropriate standards involves a series of con-
scious decisions made by those involved. Standard
setting is accomplished by the family as a part of
planning. It is a process of examining demands, on
the one hand, and the resources available, on the
other, and deciding appropriate criteria for out-
comes, often in the form of goods and services,
within resource constraints. The standards set are
used to judge the results of the managerial system,
and the standards may, of course, be changed
within the process itself.

The conceptual model developed and elabo-
rated by Deacon and Firebaugh beginning in the
early 1960s continues to set the agenda for re-
search and application in the field of family re-
source management within human sciences. That
it is still in use at the time of this writing, more
than fifteen years after the publication of the last
edition of their textbook, is testament to its impor-
tance in the field.

Dr. Deacon’s interest in the field of family re-
source management grew from her grounding in
education (B.S., 1944, Ohio State University) and
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family economics and home management (M.S.,
1948, and Ph.D., 1954, Cornell University), and her
experiences as a vocational high school teacher
and county home economist in Ohio and faculty
member at Cornell University and Ohio State Uni-
versity. In addition to her leadership in her sub-
ject-matter area, she offered solid, caring leader-
ship to the field of human ecology through her
positions as department head at Ohio State Uni-
versity and at Iowa State University, and as dean of
the College of Home Economics, Iowa State Uni-
versity, from 1975 through 1987. Her contributions
have been recognized by Ohio State University in
1971 and 1977 and Cornell University in 1984 and
1997 with Distinguished Alumni Awards, and by
the American Association of Family and Con-
sumer Sciences with the Commemorative Lecture
Award (1987) and the Distinguished Service
Award (1990).

Mary Winter

See also: Family Resouce Management
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Deaf Families, Hearing Children in
An estimated 95 percent of deaf adults have mar-
ried another deaf person. Of those couples, 90 per-
cent have hearing children (Buchino 1988). The
subsequent social and cognitive incongruence cre-
ated by the cultural and linguistic boundaries be-
tween deaf parents and their hearing children has
been found to affect the children’s development.
Often hearing children in deaf families are forced
to take on parental roles at abnormally young ages.
As a result, parent-child communication is af-
fected, as hearing children become interpreters
and decision makers for their parents. In addition,
hearing children’s language development is af-
fected by the fact that visual language is used more
than auditory language in the home.

Parentification
Deaf families with hearing children are forced to
alter social roles in order to maintain a working
family system unit. Deaf parents will often solicit
their hearing children at young ages to act as fam-
ily interpreters, decision makers, and supervisors
of younger siblings. In order to meet such needs,
young children often take on an atypically mature
role in the family. Eldest hearing children in fami-
lies with deaf parents often hold a greater amount
of decision-making power than other hearing chil-
dren equivalent in age, sex, and school grade. As a
result, hearing children in deaf families tend to
demonstrate more self-sufficiency and self-re-
liance when dealing with difficult situations with-
out the help of others. Research on the impact ef-
fective communication has in deaf parent/hearing
child families has shown that hearing children
learn at an early age to adapt their communication
styles to accommodate the deafness of their par-
ents. By acting as the liaison between the deaf and
hearing worlds, these children receive substan-
tially more respect from their families.

Although the communicative boundaries be-
tween the hearing and deaf worlds can cause prob-
lems to arise, the personality development and so-
cialization of children with well-adjusted deaf
parents are often comparable to that of children
with hearing parents. Beth Rienzi (1990) con-
ducted an analysis of the psychological repercus-
sions that occur as a result of deaf parents’ reliance
on their children. Although the child’s role within
the deaf family was recognized as adaptive, Rienzi
discussed the potential for childhood depression if
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the parents’ demands on the child exceeded the
child’s capability. As McCay Vernon stated, “The
way hearing children cope with their parents’ deaf-
ness varies from healthy responses to a significant
number of ‘pathological’ reactions such as shame
and guilt”(as cited in Fine 1974).Vernon theorized
that the child’s socioemotional development is
often a reflection of how their parents perceive
their own deafness. The better adjusted to deaf so-
ciety parents are, the more effectively they can rear
a hearing child, and the less they rely on their chil-
dren for aid with communication.

Communication Development
There is general agreement in the research litera-
ture that children use the language spoken by their
parents as a model when learning to communi-
cate. It has also been theorized that children’s mis-
representations of parents’ speech patterns and
meanings can cause a child’s speech to differ from
the parental model. Research on how exposure to
sign language affects the development of oral lan-
guage in hearing children of deaf families has

yielded varying results. In some cases, research
suggests that these children develop normal oral
language; other research suggests the opposite to
be true. In such cases it was hypothesized that deaf
mothers with lower intelligibility and low verbal
scores would have a negative impact on their hear-
ing children’s language development.

Hearing children of deaf parents tend to imitate
their mothers’ oral attempts at communication.Al-
though attempts at oral speech were limited, most
children understood their mothers’ oral speech
even when it was less than 15 percent intelligible
(Schiff-Myers 1982). Despite the poor speech and
language patterns of their deaf mothers, hearing
children were able to learn from their mothers’ ex-
ample when developing oral language. In addition,
deaf mothers’ use of sign language has been found
to positively affect their hearing child’s cognition.
Sign language does not always allow words to
change parts of speech. As a result of the discrep-
ancy between spoken and signed language, chil-
dren with deaf parents who are bilingual utilize a
larger vocabulary earlier in life than do children
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with hearing parents. Overall, hearing children
with deaf parents tend to develop normal language
patterns if they have exposure to hearing speakers
and their family life is otherwise normal.

Aaron Rakow

References and Further Reading
Bornstein, Marc H., Ann M. Selmi, O. M. Haynes,

Kathleen M. Painter, and Eric S. Marx. 1999.
“Representational Abilities and the Hearing Status of
Child/Mother Dyads.” Child Development 70, no. 4:
833–852.

Buchino, Mary. 1988.“Perceptions of the Oldest Hearing
Child of Deaf Parents.” American Annals of the Deaf
138, no. 1: 40–45.

Fine, Peter J. 1974. Deafness in Infancy and Early
Childhood. New York: Medcom.

Macken, B. 1980.“Speech Development in Children with
Deaf Parents.” American Annals of the Deaf 43:
506–509.

Mayberry, Rachel. 1976.“An Assessment of Some Oral
and Manual Language Skills of Hearing Children of
Deaf Parents.” American Annals of the Deaf 121:
507–512.

Rienzi, Beth M. 1990.“Influence and Adaptability in
Families with Deaf Parents and Hearing Children.”
American Annals of the Deaf 135, no. 5: 402–408.

———. 1979.“The Influence of Deviant Maternal Input
on the Development of Language During the Pre-
School Years. Journal of Speech and Hearing Research
22: 581–603.

———. 1982.“Sign and Oral Language Development of
Preschool Hearing Children of Deaf Parents in
Comparison with Their Mothers’ Communication
System.” American Annals of the Deaf 127, no. 3:
322–330.

Schiff-Myers, Naomi. 1982.“Sign and Oral Language
Development of Preschool Hearing Children of Deaf
Parents in Comparison with Their Mother’s
Communication System.” American Annals of the
Deaf 127, no. 3: 322–330.

Death: A Family Perspective
Death is a taboo subject in American culture. Yet
reporting of violence in the media and the tragic
events of September 11, 2001 have brought the
topic of death into everyone’s home. A better un-
derstanding of death is essential in these troubling
times, as well as in less difficult times.

Definitions of Death
The word death predates the twelfth century; in
fact according to the Oxford English Dictionary,
the first record of its use in English is from the
tenth century. Merriam-Webster’s Collegiate Dic-

tionary (2001) defines death as a “permanent ces-
sation of all vital functions.” Before the industrial
revolution, death typically occurred within the
home, with the dying individual tended to by fam-
ily members and friends (Aries 1974). The death
event moved from the home setting to hospitals
with the advancement of modern medicine and
improved technology. These improvements sustain
life beyond what was previously possible, increas-
ing the life expectancy of individuals well into the
eighth decade.

As recently as 1964, the definition of death ex-
panded to include brain death, or “a cessation of
activity in the central nervous system” (Merriam-
Webster’s Collegiate Dictionary 2001 online).
Brain death is confusing to families because the
human body appears alive, sustained by ventila-
tors and other equipment, yet the individual is
technically dead.

The Death Event
Death may occur unexpectedly or suddenly, fol-
lowing events such as a heart attack or an accident,
or because of violence. Families then have little
time to prepare for the death event, the funeral,
and the grieving process. Death following a termi-
nal diagnosis may also shock the family, but typi-
cally preparation for the death then precedes the
death event itself. Hospice is a resource frequently
used by the terminally ill and their families. Hos-
pice provides comfort care to the dying individual
and assists the family in the decision-making
processes related to the death and during bereave-
ment following the death. Medicare and many pri-
vate insurance companies provide a hospice bene-
fit, but all individuals, regardless of ability to pay,
can participate in hospice.

Families who chose to participate in hospice re-
ceive education in preparation for the death of
their family member. As part of that preparation,
hospice nurses review the signs and symptoms of
death with the family. Although the symptoms ex-
perienced differ for each individual, the family can
be given a general idea of what to expect.

Symptoms and Signs of Dying and Death
Symptoms occur as a natural function of the body
preparing for death and a need to conserve energy
for vital functions. Consequently, symptoms of
death include a decreased need for food and water,
and a loss of sensation, power, and reflexes in the
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arms and legs. The individual may need frequent
sleep, or experience a weakening of the voice, and
difficulty swallowing. The family may notice in-
creased confusion by the individual related to
time, place, person, and the identity of family and
friends. The individual may have increased rest-
lessness, changes in the pattern of breathing, and
decreased clarity in sight and hearing. The body
prepares for death with increased oral secretions,
which pool in the back of the throat, and decreased
urine output. The family may notice a feeling of
coolness in the individual’s hands, arms, legs, and
feet, and these appendages may take on a mottled,
blue appearance. There may occur a relaxing of the
lower jaw and eyelids, and a loss of control of both
bowels and bladder. In addition, the dying individ-
ual may experience visions of deceased relatives
and friends (Miller 2001). If the individual is part
of a hospice program, the family receives instruc-
tions from hospice workers on how to provide
comfort if any of these symptoms occur.

Signs of death itself include a cessation of
breathing, a loss of heartbeat, a loss of bowel and
bladder control, and no response to shaking or
shouting. The eyelids may appear slightly opened,

the eyes appear fixed, and the jaw becomes relaxed,
leaving the mouth open (Miller 2001). Although
the signs of dying and death are universal, cultural
differences related to death require consideration.

Cultural Considerations
Cultural myths connected with death and dying
serve to control and socialize humans in behavior
deemed acceptable when death occurs (Krippner
1989). Coming to terms with death is assisted
through beliefs in the afterlife, elaborate funeral
rituals including burials and cremations, the belief
in transcendence or denial of death itself (Kripp-
ner 1989). Various cultures have various customs
related to preparation of the body after death, var-
ious burial practices, and various rituals related to
mourning.While belief in the afterlife forms a cen-
tral component of some major religions (Chris-
tianity, Islam, and Judaism), other religions believe
in reincarnation (Buddhism and Hinduism) (Bad-
ham 1989). Professionals assisting families at the
time of death may want to consult spiritual leaders
or cultural brokers in the appropriate customs re-
lated to death, especially if death occurs in the
structured environment of a hospital.
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Grief and Bereavement
During the bereavement that follows the death of a
beloved family or friend, family members experi-
ence grief in a variety of ways. Normal grief, fol-
lowing death, involves a series of phases that are
fluid in nature and experienced differently by all
individuals. The first phase, characterized by dis-
belief, may last for hours to weeks. The second
phase includes a yearning for the deceased indi-
vidual. The third phase involves feelings of disor-
ganization and wondering how to put life back in
order. The fourth phase includes attempts at reor-
ganization and the beginning of new relationships
without the individual who died (Freeman and
Ward 1998).

The grieving individual may experience a vari-
ety of emotions. Common experiences include a
feeling of shock, an immediate emotional release
followed by the inability to cry, depression, and
physical symptoms of distress, including chest
pain or shortness of breath. The experiences may
include a feeling of anxiety, anger and hostility,
and guilt and fear. Healing comes through memo-
ries followed by acceptance of the loss of the loved
one (Freeman 1998).

Grief and mourning take time, with renewed
experiences of depression as the family lives
through the first holidays without the loved family
member. Grief is normal and experienced by all
who have a family member or friend who die. Un-
resolved or abnormal grief requires the assistance
of professionals equipped to diagnose and treat
the unresolved feelings.

Death and the Family
Human ecology theory and more specifically a
family ecosystems perspective provide a frame-
work for understanding the interaction of the fam-
ily that experiences death with the surrounding
environments. The death of a family member re-
quires reorganization of the family system and
adaptation to the new family form. This adapta-
tion may include a reassessment of the needs of
the family and a reorganization of family resources
to maintain quality of life. Values, as part of the
family system, help the family in the decision-
making processes to solve problems, to continue to
achieve goals in the face of death, and to engage in
day-to-day sustenance activities (Bubolz and Son-
tag 1993). Individual and family attributes, within
diverse sociocultural environments, help to deter-

mine the meaning of death and the process of
transformation of information to achieve family
goals.

Consideration of family paradigms may help
the professional understand success or failure of
the family adaptation to the new family form in
the face of death. A family paradigm provides a
floor plan for the family structure, and a grasp of
that paradigm helps in understanding the
strengths and weaknesses within the family struc-
ture. The regulation of boundaries, the domination
of values and attitudes within the family, the forms
of communication, and the exchange of informa-
tion with outside resources all depend on the core
values of the family (Constantine 1986). Profes-
sionals assisting families at the time of death and
through the grieving process must understand
family structure and function to provide appropri-
ate assistance at a time of great loss.

Implications for Future Research
Understanding death within the family from a par-
adigm approach may help to individualize inter-
ventions to assist families in the grieving process
following death. Future research should include
approaches to make the discussion of death a topic
of normal conversation, apart from a death event
itself, so that families might be better prepared
when death occurs. Understanding how individu-
als within family systems deal with personal grief
and maintain family function is essential to assist-
ing families in difficult times.

Death, seldom welcomed, is the final stage of
development. Families need assistance through
the dying process and bereavement with consider-
ation for cultural and ideological differences.

Susan K. Hoppough

See also: Bereavement; End-of-Life Decision Making;
Living Arrangements for Elders
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Designed Near Environment
Human ecology encompasses all the environments
of families and individuals (Melson 1980). The de-
signed near environment is composed of the most
immediate and surrounding elements that have
been modified and manipulated by humans. Ap-
parel, furniture and other interior objects, interiors
and exteriors of built structures, and textiles and
other human-designed materials are the most fre-
quently discussed components of the designed
near environment. All individuals influence the
designed near environment, and the designed near
environment influences individuals and families.
Both today and in the past, some sociocultural sys-
tems have individuals who are called designers, in-
dividuals trained to create near environment ob-
jects such as apparel, furniture, and so forth. In
other sociocultural systems all members are de-
signers (Eicher, Evenson, and Lutz 2000; Van der
Ryn and Cowan 1996). The specific influences that
determine the visual appearance and functional
use of the designed near environment vary over
time and across cultures.

The natural environment is one influence on
the designed near environment. However, societal
institutions and processes, technology, and cul-
tural ideology have a greater influence. The socie-
tal institutions and processes that have most influ-
ence on the design and use of the designed near
environment are stratification, fashion, and the

economic, political, and religious institutions of
the society.

Economic status is a common influence on the
design and use of the near environment in many
sociocultural systems (Rapoport 1977; Snodin and
Howard 1996). When an individual wears or uses
an object that is made from a rare resource, such as
diamonds, this item represents a high economic
status. Dress, built structures, furniture, and other
designed objects in the near environment have
been used across time and cultures as reflectors of
all types of status.

Fashion also influences the designed near envi-
ronment (Rapoport 1977; Roach-Higgins, Eicher,
and Johnson 1995; Trilling 2001). The word fash-
ion has many meanings, particularly in common
usage. With regard to the designed near environ-
ment, fashion is the existence of a shared taste for
a particular product or object or idea among a
group of people for a particular period of time
(Eicher, Evenson, and Lutz 2000). The group of
people who all share in a particular fashion may be
relatively small or large and may live in a local re-
gion such as Dallas, Texas, or a large geographical
region like Western Europe. The period of time a
particular idea or object is “in fashion” may range
from a few weeks to several years. Fashion is not
limited to women’s apparel or merely apparel in
general (Trilling 2001). Where it exists it influ-
ences the entire designed near environment. Fash-
ion exists when there is enough affluence for
changes in design and the use of the near environ-
ment to be able to occur. There also needs to be a
relatively open class structure and society, as one
of the influences on the fashion process is the de-
sire to copy individuals who hold different status
positions in the society. Also, there needs to be
means of communication so that information
about new products can travel.

Since the production of the designed near envi-
ronment is a major part of any economic system,
clearly the economy is an influence (Eicher, Even-
son, and Lutz 2000; Hamilton 1987; Roach-Hig-
gins, Eicher, and Johnson 1995). The acquisition of
raw materials, the transformation of those raw
materials into the finished product, and the distri-
bution of the raw materials to the ultimate con-
sumers, individuals and families, are part of the
economy. In the Euro-American designed near en-
vironment the degree of time and energy put into
producing an item, be it a garment, piece of furni-
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ture, or a building, is related to the value placed on
that product. Generally, more complex objects take
more time to produce, and time is usually valued
economically. Economic institutions and
processes may be tied to another societal or cul-
tural component, such as the political or religious
organization. Also, technology is a major influence
on what types of objects may be produced and
how they are produced.

Technology, an often misunderstood concept,
has been a major influence on the designed near
environment from early human settlements to
today (Eicher, Evenson, and Lutz 2000; Hamilton
1987; Roach-Higgins, Eicher, and Johnson 1995).
Technology includes skills, knowledge, and tools;
whatever the nature of the technology of a socio-
cultural system, it is used to design and produce
the near environment. The level of technology can
vary across time and cultures. Also, the value
placed on technology varies. However, it should be
noted that the level of technology is not the sole de-
terminant of the complexity or refinement of a
near environment object. Many contemporary
technological solutions used in designing the near
environment in the early twenty-first century have
been borrowed from the past, including prefabri-
cation, standardization of components, in-floor
heating, and indoor plumbing. With mass produc-
tion, simplification has often occurred. Thus, many
of the components of the designed near environ-
ment prior to the Industrial Revolution were more
complex in their structure than those found today.

In Europe, intellectual currents developing dur-
ing the period known as the Renaissance (begin-
ning in Italy during the fourteenth century and
spreading throughout Western Europe) changed
how individuals looked at the world and them-
selves. These currents of thought helped to bring
about what has been called the Scientific Revolu-
tion of the seventeenth century and the Enlighten-
ment of the eighteenth century. As a result, new
ways of seeing the world and of thinking about the
world and how it worked developed. All of these
changes, particularly an emphasis on the material
world and a belief in progress, impacted technol-
ogy and through technology, the designed near en-
vironment. Probably one of the greatest influences
was the discovery and then production of man-
made materials, making more material choices
available to designers of the near environment.

The governing institution of a sociocultural

system also has an influence on the designed near
environment (Hamilton 1987; Roach-Higgins,
Eicher, and Johnson 1995; Snodin and Howard
1996). Specific parts of the designed near environ-
ment such as government buildings and uni-
formed apparel are clear examples of this influ-
ence (Eicher, Evenson, and Lutz 2000). Additional
examples include building codes and inflamma-
bility laws. In the past and in non-Euro-American
cultures one’s apparel often denoted one’s political
or governmental status. For example, rulers, be-
ginning with the Romans, were recognized by the
use of the color purple. Sometimes sumptuary
laws were enacted to prohibit certain members of
society from designing, making, or using various
near environment products.

A sociocultural system’s ideology, its overriding
beliefs, attitudes, and values, also influences the
designed near environment (Hamilton 1987;
Rapoport 1977). Part of the ideology, the world-
view, influences decisions regarding the specific
types and amounts of natural resources used for
near environment products. For example, when
there is concern for the natural environment, the
design of homes and other built structures will re-
flect this in both the materials used and the space
conditioning and lighting systems.

Religious beliefs and practices can also influ-
ence the designed near environment (Hamilton
1987; Roach-Higgins, Eicher, and Johnson 1995;
Snodin and Howard 1996; Trilling 2001). The de-
gree of influence of religion on the near environ-
ment usually relates to how secular or religious the
society is in general. There may be very deeply
committed individuals in a largely secular society
whose individual behavior is greatly influenced by
their beliefs, but the society itself may not be in-
fluenced strongly by religion or one specific reli-
gion. In structured religious systems, individual
participants will have specific status and related
roles. Specific parts of the near environment may
be designed to reflect those roles. There may be
buildings, textiles, apparel, and furniture designed
specifically with a religious function in mind.

Attitudes and definitions of what is considered
beautiful and attractive have an influence on the
designed near environment (Eicher, Evenson, and
Lutz 2000). Particular types of design are seen as
more attractive than others. Some cultures en-
courage more individuality in design than others
(Roach-Higgins, Eicher, and Johnson 1995).Across
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time and among sociocultural systems the impor-
tance of an aesthetically designed near environ-
ment may vary (Trilling 2001). In ancient Greece,
for example, precise, aesthetically pleasing propor-
tional relationships were very important to the de-
sign of built structures.

Cultural and social meanings are expressed in
the design and use of the near environment
(Eicher, Evenson, and Lutz 2000; Hamilton 1987;
Roach-Higgins, Eicher, and Johnson 1995). Some-
times specific objects or specific uses of the ob-
jects represent something more profound than the
original object (Rapoport 1977, 1990). Through
symbolic meanings designers can reinforce
thoughts and ideas about the culture and human
life in an image. Generally, these meanings or sym-
bols are important to members of the sociocultu-
ral system, but often these meanings are lost over
time. Symbolic meanings given to buildings, inte-
riors, apparel, motifs, and so forth usually relate to
one or more of the components of the sociocultu-
ral system. For example, specific styles of buildings
may be restricted to religious structures, some col-
ors of apparel may be restricted to a particular po-
litical status, or a particular symbol might have
economic meaning.

Cultural contact is also an influence on the de-
signed near environment (Eicher, Evenson, and
Lutz 2000; Snodin and Howard 1996; Trilling
2001). Cultural contact leads to exposure to new
resources, new products, and new ideas. Some-
times completely new forms might evolve with the
introduction of new materials and technology.
There are a variety of types of cross-cultural influ-
ence: war, trade, travel, immigration, or the
medium of communication. Some of these con-
tacts bring enforced changes in the near environ-
ment. Sometimes designers look to another cul-
ture or time period for design ideas. Occasionally
there is almost wholesale copying of artifacts from
the past. The ancient Romans borrowed clothing
and built structures from the Greeks. And since
then both Euro-Americans and others have bor-
rowed from this classical past.

Elaine L. Pedersen

See also: Dress and Human Behavior; Functional Clothing
Design
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Developmental Transitions 
across the Life Span
After only a few weeks of kindergarten, a 5-year-
old boy starts speaking in multipart sentences and
becomes very attentive to social cues and how oth-
ers react to him. A 12-year-old girl, in the midst of
puberty, leaves behind the neighborhood elemen-
tary school and enters the city junior high school;
the mix of emotions is sometimes overwhelming
and she is having a difficult time concentrating on
schoolwork. A 29-year-old man who has long been
a heavy drinker starts dating a new woman; over
the next three months he quits drinking and
spends less time with his old friends, and the cou-
ple becomes engaged to marry.After retiring, a 55-
year-old woman who worked in the same company
for the past twenty-five years becomes more phys-
ically active and experiences greater overall enjoy-
ment of life than ever before.

As these examples from everyday life illustrate,
developmental transitions include major transfor-
mations in individuals, their contexts, and the re-
lation between individuals and their contexts
across the life span. And as these examples show,
such major life transitions can contribute in im-
portant ways to individual development across the
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life span. The purpose of this entry is to provide an
overview of current thinking on developmental
transitions and to illustrate how they can provide
scientists and practitioners opportunities to un-
derstand developmental change and ways to en-
hance it or alter it in a more positive direction. The
first step is to define developmental transitions
and describe their theoretical and practical impor-
tance. The next is to consider various ways in
which developmental transitions can influence in-
dividual developmental change.

Conceptualizations of
Developmental Transitions
A comprehensive definition of developmental
transitions is difficult to formulate, in part because
the term has been used to describe different sorts
of phenomena. Developmental transitions often
are viewed globally as the connections between
major life periods (e.g., the transition from child-
hood to adolescence); yet such global transitions
often include other identifiable developmental
transitions. In particular, there are internally
based developmental transitions having to do with
physical, cognitive, emotional, and identity-related
change, as well as externally based developmental
transitions having to do with changes in social
roles and contexts (Rutter 1996). For example, the
global transition from childhood to adolescence
includes an array of transitions involving puberty,
abstract thinking, emotional regulation, and iden-
tity, as well as transitions in social context (e.g.,
transition into junior high and more intensive peer
relations). This entry focuses on the more specific
(and less global) perspective on transitions.

Another challenge in generating a comprehen-
sive definition of developmental transitions is the
diversity of domains and life periods involved. Al-
though most efforts to study developmental tran-
sitions focus on a single transition during a dis-
tinct period in life, there has been concern recently
for conceptualizing and studying developmental
transitions more generally. Robert Pianta and
Daniel Walsh (1996) suggested that a developmen-
tal transition is a period when a developing system
(consisting of the individual and her social and
physical environment) is open to new influences.
Along similar lines, John Schulenberg, Jennifer
Maggs, and Klaus Hurrelmann  described develop-
mental transitions as “the paths that connect us to
transformed physical, mental, and social selves”

(1997, 1). Julia Graber and Jeanne Brooks-Gunn
define developmental transitions as “developmen-
tal challenges that are relatively universal”and that
“require new modes of adaptation to biological,
psychological, or social changes” (1996, 769). To-
gether, these three definitions indicate that devel-
opmental transitions can be important catalysts
for developmental change and opportunities for
discontinuity in functioning (for better or worse)
across the life span.

Other definitions of developmental transitions
place more emphasis on changes in the individ-
ual’s social world and reorganization of the indi-
vidual’s social roles (Elder 1998). A child entering
school takes on the role of student, while an ado-
lescent making the transition to adulthood may
leave behind the student role and become a
worker, parent, or spouse. Successful navigation
through a developmental transition may depend,
in part, on the degree to which pre-transition so-
cial roles (e.g., student) facilitate or hinder an in-
dividual’s adaptation to post-transition roles (e.g.,
worker). This perspective illustrates the impor-
tance of considering “ecological transitions” when
defining developmental transitions. Urie Bronfen-
brenner defined ecological transitions as occur-
ring “whenever a person’s position in the ecologi-
cal environment is altered as a result of a change in
role, setting, or both” (1979, 26). As a result of a
given transition, connections (i.e., mesosystems,
to use Bronfenbrenner’s term) among new and
continuing environments (i.e., microsystems) may
become stronger or weaker, which in turn has im-
plications for individual development over time.

Developmental transitions are embedded in a
sociocultural context, and therefore the occur-
rence, timing, and meaning of transitions may
vary by gender, class, culture, and historical pe-
riod. Culturally based, age-related expectations, or
“scripts,” shape developmental transitions by pro-
viding a normative timetable and agenda (Neu-
garten 1979). For example, the transition to moth-
erhood may occur anytime in a woman’s life
between menarche, typically in early adolescence,
and menopause, typically in a woman’s 50s. There
are, however, certain biological concerns and soci-
etal expectations that determine the optimum and
most acceptable timetable for this transition, cur-
rently in one’s 20s and 30s. There may be certain
personal or social circumstances that cause
women to delay this transition until their 40s or
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experience the transition earlier in their teen
years.And of course, this timetable shifts with his-
torical change.

It is important to distinguish developmental
transitions from other related concepts, including
developmental tasks, trajectories, and turning
points. In general, transitions pertain more to the
actual process of change, while tasks pertain to so-
cially and biologically prescribed psychosocial
events or accomplishments that typically occur
during specific periods across the life span; often
though, tasks and transitions overlap (e.g., the task
of selecting a mate and the transition to marriage).
Developmental trajectories refer to patterns of sta-
bility and change over time that can incorporate
several developmental transitions (Elder 1998).
For example, multiple transitions across the life
span (e.g., involving school, work, marriage, fam-
ily) all may contribute to an individual’s ongoing
trajectory of self-esteem. By viewing transitions as
embedded in ongoing individual trajectories, it is
possible to consider transitions as potential turn-
ing points that reflect changes in functioning (Rut-
ter 1996). Although transitions and turning points
may overlap in this way, there is a clear distinction
between the two. Turning points typically involve
major changes in an individual’s life and develop-
mental path, while a developmental transition may
or may not engender such significant and long-
term change.

How Developmental Transitions 
Relate to Developmental Change
Consistent with a developmental-contextual per-
spective, particularly with the notion of ecological
transitions, developmental transitions contribute
to continuity and discontinuity in developmental
trajectories. In fact, issues of continuity and dis-
continuity across the life span are central to un-
derstanding the power of major developmental
transitions on individuals’ lives (Rutter 1996). The
new social world may be a better or worse fit for
the individual’s needs or goals, thus resulting in
discontinuity in his developmental path. However,
it often is difficult to predict in advance who will
experience discontinuous shifts during major
transitions and who will not. For example, al-
though the majority of college students mature out
of their heavy drinking, some continue into adult-
hood with increasing heavy drinking and related
problems. Differentiating these two groups prior to

the transition is difficult, suggesting that the tran-
sition itself may impact the continuity and discon-
tinuity of alcohol-related problems into adulthood
(Schulenberg et al. 2001).

Closely tied to issues of continuity and discon-
tinuity are distal and proximal developmental in-
fluences. Specifically, transitions represent devel-
opmentally proximal influences, sometimes
serving to mediate earlier, more distal influences.
For example, junior high academic performance is
influenced by how well one negotiates the transi-
tion to junior high (which would be a proximal in-
fluence), which itself is influenced by one’s prior
academic performance in elementary school
(which would be a distal influence).

How can developmental transitions serve as
catalysts for developmental change in general, and
for discontinuity in particular? Recent research in
developmental transitions has prompted several
conceptual models explaining the potential influ-
ence of developmental transitions. Schulenberg
and his colleagues (1997, 2001) describe several
interrelated conceptual models for considering the
impact of developmental transitions (see also
Graber and Brooks-Gunn 1996), three of which are
summarized here.

The Overload Model suggests that multiple and
simultaneous transitions can sometimes over-
whelm an individual’s coping capacity, thus caus-
ing stress and leading to alternative ways of deal-
ing with it. For example, the transition into
retirement is often accompanied by changes in so-
cial roles and relations. An individual who has
strongly identified with her role as worker not only
faces losing that identity with retirement, but also
may have to deal with decreases in social activity,
intellectual challenge, and physical health. The
multiple stressors produced by each of these tran-
sitions may lead to negative outcomes, such as so-
cial isolation or depression, or more active coping
strategies, such as joining local social clubs or tour
groups.

The Developmental Mismatch Model high-
lights how developmental transitions can alter the
match between individuals and their contexts.
Building on person-environment fit theory, this
model views the developing individual as embed-
ded in a changing ecological niche, bringing atten-
tion to the match between individual developmen-
tal needs and opportunities provided by the
context (e.g., Eccles et al. 1993; Lerner 1982). Tran-
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sitions can improve the match and thus provide
opportunities for positive developmental patterns,
or they can lessen the match and thus adversely af-
fect development. For example, as the child/adult
ratio increases during the transition to school
(from preschool to kindergarten to elementary
school), some children might start acting out to
gain the teacher’s attention. On the other hand,
children who are ready for the greater independ-
ence and peer interaction provided by the school
environment will likely have a more positive expe-
rience during early school transitions.

The Increased Heterogeneity Model suggests
that challenging transitions magnify existing
strengths and weaknesses, thus increasing in-
terindividual differences in functioning and ad-
justment. For example, adolescents who are al-
ready running an emotional/psychological deficit
(perhaps based in part on difficulties in negotiat-
ing earlier major transitions) may have a particu-
larly difficult time negotiating the transition to
college; as a result, they may increase their sub-
stance use or other ineffective forms of coping,
which often spur further difficulties. In contrast,
adolescents eager and ready for the new challenges
of college thrive during the transition. This model
represents, in part, an elaboration of the above two
models; it focuses on individual differences in on-
going developmental trajectories and thus inter-
weaves distal and more proximal influences on de-
velopmental change.

Conclusions and Implications
This entry provides a general perspective on tran-
sitions across the life span, focusing on issues such
as continuity and discontinuity in development
and connections between pre- and post-transition
environments. It also provides several models for
conceptualizing how transitions relate to develop-
mental change. The discussion of developmental
transitions highlights the importance of moving
beyond static views of individuals and their con-
texts, focusing instead on the dynamic relation-
ship between developing people and their chang-
ing contexts.

John E. Schulenberg
Susan Rogala Sy

See also: Bronfenbrenner, Urie; Ecodevelopmental Theory;
International Society for the Study of Behavioral
Development; Transition from School to Work and Adult
Life
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Divorce, Children’s Adjustment to
The high number of children affected by parental
divorce justifies the strong public interest in the
impacts of divorce on children. Despite the fact
that the divorce rate in the United States has been
declining from a peak of 5.3 per 1000 population
in 1981 to 4.0 per 1000 population in 2001 (U.S.
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Department of Health and Human Services, Na-
tional Center for Health Statistics 2002), approxi-
mately one million children still experience their
parents’ divorce each year, and nearly 45 percent of
American children witness their parents’ separa-
tion before the age of 18 (Masci 2001).

The research of the past decade indicates that
the effects of parental divorce are not as sweep-
ingly detrimental as was once thought. Popular
media accounts and research from earlier decades
claimed that divorce causes a host of poor out-
comes in children. However, popular accounts and
earlier research fail to adequately explain the mul-
tifaceted effects of divorce. The initial studies on
the subject were conducted at a time when divorce
was considered a socially deviant outcome. Di-
vorce therefore had different outcomes than it has
now, given that it has become a normative event in
American culture. The earlier negative bias toward
divorce compromised the objectivity of the meas-
ures, observers, and reports. In addition, earlier
studies were often confounded. That is, they did
not separate the effects of divorce from other fac-
tors with which it is associated, most importantly
poverty. Thus, some of the reported problems were
the result not of divorce per se but of being poor.

In the last two decades, the methodology of di-
vorce research has improved. Researchers have had
the opportunity to study divorce as a more com-
mon pattern. In turn, they have been less biased
against divorce and have attempted to control for
confounding factors, using larger and more repre-
sentative samples. The advances in research have
made it possible to synthesize from the many dif-
ferent studies a clearer picture of children’s reac-
tions to divorce and of their lives after divorce.
These more recent studies have not revealed the
dramatic differences between children of divorced
parents and those of married parents that had
been reported earlier, but they have found more
subtle differences. In general, the more recent and
methodologically more sophisticated studies are
associated with weaker effects than the earlier and
less sophisticated studies (Amato and Keith 1991;
Amato 2001).

A meta-analysis of ninety-two studies that
compared children of divorce with children from
intact families found that children of divorce, as a
group, overall did less well across a variety of out-
comes than children in intact families. However,
the median size of the difference was only .14 of a

standard deviation (Amato and Keith 1991). Thus,
although it appears that parental divorce, or fac-
tors associated with it, lowers the well being of
children, the effect size is weak. The subtlety of the
effects reflects the diversity in outcomes among
children; it provides evidence that children whose
parents divorce are at risk for negative outcomes,
but not that negative outcomes are certain to
occur.

These trends were corroborated in a recent up-
date of the earlier meta-analysis with a review of
sixty-seven studies that were published in the
1990s (Amato 2001). The key findings from this
new study confirmed that children with divorced
parents scored, as a group, lower than children
with continuously married parents on measures of
academic achievement, conduct, psychological ad-
justment, self-concept, and social relations. It also
confirmed that gender differences in children’s
outcomes after divorce were modest in the 1990s,
as they had been in earlier decades. Although boys
tended to show more deficits in social adjustment,
the outcomes for boys and girls were overall very
similar.

In sum, these findings indicate that divorce
does place children of divorce at risk for difficul-
ties in emotional, psychological, and behavioral
adjustment. However, group averages do not pre-
dict how a particular child will adjust to parental
divorce, and they do not mean that all children will
experience deficits as an outcome of parental di-
vorce. In fact, some studies have documented pos-
itive outcomes in children following divorce. For
example, Mavis Hetherington and Margaret Stan-
ley-Hagan (1999) documented that some adoles-
cent girls appeared to thrive following their par-
ents’ divorce. These girls witnessed divorce in
moderately stressful environments and tended to
have at least one constant, caring adult. As young
adults, they set high standards for their own be-
havior and tended to be high achievers.

Factors That Mediate or Moderate 
the Impact of Divorce on Children
Not all children’s reactions to divorce are equal. In-
stead, researchers observe a considerable diversity
in children’s adjustment to divorce and have
sought to document the specific conditions that
promote or hinder children’s adjustment. They
have found that the phenomenological experience
of growing up as a child of divorce varies with the
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particulars of the family context, including the
amount and quality of contact with both parents,
parents’ psychological adjustment and parenting
skills, the level of conflict between the parents be-
fore and after separation, changes in the family’s
economic situation, children’s age at the time of di-
vorce, and the number of additional stressors a
child experiences after parents’ separation, such as
moving or changing schools. In general, the risk
for maladjustment increases with the number of
stressors a child experiences.

Protective factors include effective coparenting,
continued supportive contact with both parents,
the emotional, physical, and social support of ex-
tended family, and financial security. Children’s
own characteristics can make a contribution to the
outcome as well. A predisposition for positive be-
havior such as an amiable temperament, cognitive
maturity, and a sense of responsibility are associ-
ated with positive outcomes for children.

Perhaps the primary protective factor is the
quality of parenting. Parents’ emotional and phys-
ical availability following the divorce is critical for
child outcomes. Divorce usually ends with lower
levels of contact between children and both par-
ents, as one parent leaves the home and the other
is more occupied than before. Contact between
children and their father typically decreases con-
siderably, and in consequence children also expe-
rience the loss of the emotional, physical, and eco-
nomic resources he provided (Hetherington,
Bridges, and Insabella 1998). Parents can help
their children by giving an explanation that chil-
dren can understand and by reassuring children.
Parents should be aware that children need extra
attention and that they should provide an emo-
tional climate that allows children to express their
feelings.

Age Effects
Parents commonly ask whether they should divorce
when their children are young or wait until they are
older. The reported effects of children’s age on child
outcomes after parental divorce are neither consis-
tent across studies nor strong. However, clinical ob-
servations and various studies suggest that age at
the time of parents’ separation contributes to chil-
dren’s expression of feelings and their immediate
and long-term reactions to divorce.

Most children are young when their parents di-
vorce because divorce is more likely to occur early

in the marriage. Nonetheless, researchers know the
least about the effects of divorce on infants be-
cause of the difficulty of conducting research on
infants’ adjustment after a divorce.

As for preschoolers, they do not understand
what “divorce” means. They conceptualize rela-
tionships in concrete terms. Physical presence is
important to them, and they have difficulty under-
standing why parents are less available. Because
preschoolers are limited in their cognitive devel-
opment to focusing on their own perspective and
cannot understand the spectrum of reasons that
may have led to the divorce, they may feel that the
divorce is their fault.As a result they may act super
good to “bring Daddy back.” They are most likely
to be frightened at this age, afraid of being left
alone or abandoned.

Young school-age children, 6–8 years of age,
have a greater developmental capacity than pre-
school children for understanding what is happen-
ing. Many of their friends have divorced parents,
but this understanding does not necessarily relieve
their upset. Their first reaction is pervasive grief
and sadness, longing and yearning for the absent
parent and often anger directed toward the custo-
dial parent. For older school-age children, 9–12
years of age, the primary feeling is anger, which is
often expressed in oppositional behavior.

Adolescents encounter many of the same prob-
lems as the younger children and tend to be, like
them, angry and upset. In addition, they are more
likely to drop out of school, be involved in delin-
quent activities, to associate with antisocial peers,
be unemployed later, and have children out of wed-
lock (Hetherington, Bridges, and Insabella 1998).
Adolescent girls in particular have been docu-
mented as exhibiting precocious sexual behavior
at a younger age, lacking self-confidence, and hav-
ing lower self-esteem (Cherlin, Kiernan, and
Chase-Lansdale 1995). While adolescent girls tend
to internalize the negative effects of parental di-
vorce, boys tend to externalize them, demonstrat-
ing an increase in overt negative behavioral prob-
lems (Lamb 1997).

Short-Term and Long-Term Effects 
of Divorce on Children
The time around parents’ separation and the first
year following separation is typically the most
stressful for both adults and children. Not surpris-
ingly then, researchers have documented short-
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term adjustment difficulties such as depression,
anxiousness, anger, noncompliance with parental
requests, lower levels of success at school, behavior
problems, and lower self-esteem (Hetherington
and Stanley-Hagan 1998).

Potential long-term effects of parental divorce
(those that occur more than two years after the di-
vorce) include poorer mental health (Cherlin,
Kiernan, and Chase-Lansdale 1995), lower life sat-
isfaction, lower socioeconomic attainment, a
greater risk of being on welfare, and double the
risk of having their own marriages end in divorce
(Amato and Keith 1991; Amato and DeBoer 2001).
Transmission of marital quality across generations
can be attributed to several factors. Children ac-
quire most of their socialization skills from their
parents. If parents display marital conflict, chil-
dren are less likely to learn the social skills that are
necessary to maintain a successful marriage, and
they may come to hold a comparatively weak com-
mitment to lifelong marriage (Amato and DeBoer
2001; Amato and Booth 2001).

Although the negative impacts of divorce out-
comes on children’s well-being are not as dramatic
and inevitable as was once thought, there is con-
sistent evidence that children of divorce, as a
group, continue to fare more poorly than children
from intact homes. Group comparisons and clini-
cal observations point to the continuing impor-
tance of developing and evaluating therapeutic
and educational programs for divorcing families
and their children (Amato 2001).

Cornelia Brentano
Sarah Hertzog

See also: Child Custody; Divorce Mediation; Father-Child
Relationships following Divorce; Remarriage
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Divorce Mediation
Divorce mediation has become a popular alterna-
tive for divorcing couples over recent decades,
amid growing dissatisfaction with the adversarial
legal system’s ability to produce satisfactory out-
comes in family maters. Even when mediation is
chosen, however, many difficult decisions must be
made when parents divorce, and the couple often
does not agree on a solution.Among the challenges
parents face are figuring out what property
(money, houses, cars, furnishings, and so on) each
will keep, and deciding who (if anyone) will get to
continue living in the house, how parenting re-
sponsibilities will be arranged, and how much
money will be exchanged and for how long. Al-
though parents are increasingly turning to divorce
mediators to help them resolve these issues, most
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divorcing spouses continue to hire lawyers to help
them make these decisions.

Lawyers can be thought of as professional ne-
gotiators. They know how to debate a legal matter
in court when necessary, but most disputes, in-
cluding divorce, involving lawyers are settled
through negotiation before the disagreement
reaches a courtroom. The negotiation takes place
between the lawyers; the two sides that disagree
(in the case of divorce, the two sides would be the
two parents) may never talk directly to one an-
other. Each lawyer talks independently to the
judge and her client (the parent) and vice versa.
The two lawyers also talk to each other. The par-
ents have no direct communication, and the
lawyers are the central figures in the process. The
lawyers talk more to their clients (the parents)
than the clients talk to them, and the lawyers talk
as much to each other as they do to the parents.
The focus of this approach to settling divorce is on
the lawyers. This system discourages direct com-
munication among divorcing parents and is there-
fore not an effective model for parents; according
to most social science research, children are better
off if parents continue to coparent by interacting
with each other on behalf of their children follow-
ing divorce. That is, they should share decision
making and each spend time with the child. Al-
though divorcing parents are ending their rela-
tionship as husband and wife, their relationship
as coparents continues.

After a decision or settlement is reached about
child support, custody issues (i.e., where the child
will live most of the time, and who will make de-
cisions regarding the child’s education, health
care, and religious training), and the property, the
parents must communicate with one another to
raise their children. This is more difficult if the
parents have used lawyers, however, because after
a decision is reached in the legal system each par-
ent is likely to feel that he or she “lost” the legal
battle and that the other parent “won.” And in
some ways they are right—each parent will have
less access to the child because of custody deci-
sions, and each parent will have less money be-
cause it is much more expensive to maintain two
households than one. These feelings of having lost
the battle, along with the intense emotions that
surround a divorce, make it very difficult for par-
ents to work together raising their children after a
conventional divorce.

Many people see divorce mediation as a less
disruptive and emotionally upsetting way to di-
vorce. The process of divorce mediation is cooper-
ative; rather than taking the view that for one par-
ent to win the other must lose, the mindset
encouraged in mediation is that everyone can win
if parents work toward a consensus, or agreement,
on decisions that must be made. Divorce media-
tors help parents talk to each other and make their
own decisions during a divorce, as opposed to
leaving the decisions up to lawyers or a judge. Me-
diators guide the parents’ discussion; they do not
make decisions for the parent. Rather, it is the dis-
cussion between the parents themselves that is
central to the mediation process. Through the
process of mediation, parents are often able to
reach agreements that satisfy them both. In fact, if
one parent is not satisfied with a decision, then the
mediator encourages further discussion until a
mutually agreeable solution is reached. Mediators
often model ways for parents to discuss issues re-
garding their children’s well-being without becom-
ing angry. They focus on the children and the fu-
ture rather than the past, and thus they help the
parents to do the same.

Robert Emery and his colleagues at the Univer-
sity of Virginia have conducted several studies on
mediation. The results of his work suggest that
children experience better outcomes following di-
vorce if their parents use divorce mediation rather
than the traditional legal system. For example,
children tend to see the parent that they don’t live
with more often if their parents mediated the di-
vorce. This contact is usually good for children,
unless their parents fight a lot, but evidence also
indicates that parents who use mediation tend to
fight less often in the years following a divorce
(Emery et al. 2000).

Divorce mediators are often counselors, social
workers, or lawyers who have attended a forty-
hour mediation-training workshop. However, di-
vorce mediation is becoming more common, and
some colleges now have master’s degree programs
that allow students to specialize in mediation.
Ironically, completing a forty-hour mediation
workshop is viewed more favorably in the field of
mediation than completing a two-year master’s
program, but this may begin to change as more de-
gree programs are developed and standards for
curriculum are introduced. The Association for
Conflict Resolution is the professional organiza-
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tion for mediators, and more information can be
found on their Web site at www.acresolution.org.

Jason D. Hans
Marilyn Coleman

See also: Child Custody; Divorce, Children’s Adjustment to;
Father-Child Relationships following Divorce;
Remarriage
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Domestic Violence
Domestic violence is a multifaceted problem; it is
defined as a pattern of coercive behaviors that in-
volves physical abuse or the threat of physical
abuse. It also may include repeated psychological
abuse, sexual assault, progressive social isolation,
deprivation, intimidation, or economic coercion.
Domestic violence is one type of family violence, a
term that refers to all types of violence that occur
within a family, including violence toward adult
partners, children, siblings, parents, and elders
(Salber and Taliaferro 1995). Only the issue of vio-
lence between intimate partners, which includes
adults or adolescents who are in current or former
dating, married, or cohabiting relationships and
are heterosexuals, gay men, lesbians, bisexuals, or
transgender people will be discussed here. The
terms domestic violence, domestic abuse, spouse
abuse, woman abuse, and wife battering are often
used interchangeably.

In the vast majority of cases, domestic violence
is committed by a man against his female partner.

From 14 percent to 50 percent of all women will ex-
perience domestic violence by a male partner at
least once in their lifetime (Straus, Gelles, and
Steinmetz 1980). Nearly one in three of all female
homicide victims was killed by her husband, for-
mer husband, or boyfriend. In contrast, just over 3
percent of male homicide victims are killed by their
wives, former wives, or girlfriends (Bachman and
Saltzman 1995). More than a third of American
adults have witnessed a man beating his wife or
girlfriend, and 50 percent of all emergency room
visits of injured women were a result of a partner’s
abuse (Rand 1997). It is estimated that 13.8 percent
of people who commit abuse against elderly per-
sons are the elderly spouses of the victim (Brownell
and Abelman 1998). No reliable data exist for the
amount of abuse within same-sex relationships.

Why Do Men Hit Their Partners?
No one theory can explain or predict domestic vi-
olence. It is a complex problem that includes the
experiences of individuals, their immediate envi-
ronment, and the overall culture they live in. For
example, some people believe that the overall lev-
els of violence in American culture, including our
movies, television shows, music, and sports, sup-
port the use of violence by individuals. Some peo-
ple place battering within a continuum of violence
against women that also includes the institutional
status of women, psychological wounding, eco-
nomic assaults, pornography and prostitution,
sexual harassment, sexual assault, and murder of
women (Stout and McPhail 1998). Feminists con-
sider domestic violence a problem rooted in the
structure of society rather than in the pathologies
of individual men (Dobash and Dobash 1979).
Other people believe that social learning theory
(as laid out by Albert Bandura in 1973) explains
domestic violence. People learn to be violent when
they are directly rewarded or punished immedi-
ately after aggressive behavior takes place (rein-
forcement) and vicariously through watching
other people’s experiences (modeling). On the
other hand, although there is a strong link between
witnessing abusive behavior by fathers toward
mothers and becoming an abusive partner, not all
boys who witness abuse grow up to become bat-
terers (O’Leary 1987).

Batterers have some shared characteristics in
common. They believe they have a right to control
all aspects of their partners’ behavior, they mini-
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mize their abuse, use alcohol or drugs, and have a
history of using violence against other people.
They may come from families where they wit-
nessed their fathers beat their mothers. A batterer
might also be extremely jealous of anyone or thing
that takes his partner’s focus off of him, including
his wife’s pregnancy. He might also be cruel to an-
imals or children, and have a Jekyll-and-Hyde per-
sonality, suddenly changing from loving to abusive
and back again.

In contrast to batterers, there is no one profile
for a battered woman. They come from all eco-
nomic backgrounds, religious affiliations, races,
ethnicities, and ages. A battered woman may be a
high school dropout or someone with a Ph.D. Be-
cause women are traditionally expected to keep
their families together and are responsible for the
emotional health of families, many women blame
themselves for the abuse or deny or minimize the
violence they are experiencing.

Domestic violence creates a number of psycho-
logical, physical, and financial consequences for
individuals, families, and society as a whole.
Women who have been battered for long periods of
time may experience post-traumatic stress disor-
der and high levels of depression (Astin, Lawrence,
and Foy 1993). Physicians and nurses see battered
women with unexplained injuries, injuries in vari-
ous stages of healing, chronic pelvic pain, and
other physical problems (Jones and Horan 1997).
A battered woman who is pregnant is less likely to
get prenatal care and more likely to experience
poor weight gain, stress, preterm labor, or miscar-
riage; the fetus she carries is more likely to experi-
ence injury or death, and the infant she bears is
more likely to have a low birth weight (Jones and
Horan 1997).

Children who live in violent homes are also at
risk for child abuse and other problems. Research
has provided strong evidence that in 30 percent to
60 percent of families where woman battering is
identified, child abuse also exists (Edleson 1999).
Children who are not abused themselves but who
witness abuse may not do well in school because of
low self-esteem, shyness, depression, self-blame,
and physical problems. They may also be aggres-
sive toward other children and be engaged in alco-
hol and drug abuse (Barnett, Miller-Perrin, and
Perrin 1997). Adolescents who witness violence
may feel shame, fear, anxiety, aggression, and rage,
depression, delinquency, and may run away from

home. They are also at increased risk for dating vi-
olence (O’Keefe and Lebovics 1998). It is important
to note that the impact of domestic violence on in-
dividual women and their children may vary ac-
cording to their personal resiliency factors and the
social support and economic resources available.

The financial consequences of domestic vio-
lence are also impressive. Estimates of the eco-
nomic cost of domestic violence in the United
States range from $1.7 billion (Straus 1986) to $67
billion (Miller, Cohen, and Wiersema 1994) when
indirect costs such as pain and suffering of victims
is factored in. Businesses are now being encour-
aged to develop policies and protocols that address
exposure to domestic violence in the workplace
and expand the role of employee assistance pro-
grams to identify and assist employees who are
being battered (Greenwald 1996).

Why Do Women Stay in 
Abusive Relationships?
Many people believe that if someone abused them,
they would simply get up and walk out. Women do
leave abusive relationships all the time. Yet there
are many complex reasons why women may stay in
abusive relationships even though they do not like
being abused. A woman may stay because she be-
lieves children should be brought up with their fa-
thers. She may have little education and no em-
ployment experience and be afraid she could not
economically support herself and her children. She
may have been threatened that if she ever leaves,
he will kill her and the children, or will never pay
child support, or might commit suicide.

To help people in abusive relationships, Con-
gress passed a Violence Against Women Act, which
provides resources for local shelters for battered
women and their children and a toll-free national
telephone hotline. If you know someone who is
being abused, give her the telephone number of
the National Domestic Violence Hotline, 1-800-
799-SAFE.

Fran Danis

See also: Child Abuse; Contemporary Men’s Movement;
Elder Abuse in the Family; Sexual Abuse; Violence in
Teen Dating
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Dress and Human Behavior
Dress is a nonverbal communication system con-
sisting of body modifications and body supple-
ments to aid human interaction in space and time.
Human beings as both biological organisms and
social beings create modifications and supple-
ments as they interact with their environments.
The physical and sociocultural environments pro-
vide a wide variety of materials that humans use to
produce artifacts of dress and knowledge about
the customs associated with the artifacts and act
of dressing. The physical environment may di-
rectly provide commodities for many possible ar-
ticles of dress to apply to the body or to be worn or
handheld, or such commodities may be imported
into the immediate space and time. The sociocul-
tural environment of human beings provides the
socialization for the use considered appropriate in
the cultural space and specific time.

Human beings involve all five senses to modify
and supplement their bodies in socially accepted
ways by manipulating the artifacts of dress. Manip-
ulation of the artifacts involves understanding the
technological, aesthetic, political, economic, and
cultural influences in one’s ecosystem. In addition,
the artifacts of dress allow adaptation to physical,
biological, and sociocultural environments. For ex-
ample, garments that keep individuals warm allow
existence in cold climates. Other items of apparel,
such as footwear, permit individuals to walk on
rough and rocky ground. Uniforms provide identi-
fication of specific occupations noted for help or
assistance, as in the case of police. Often dress il-
lustrates adaptation simultaneously to physical, bi-
ological, and sociocultural environments, such as
the garb of astronauts, which allows them physi-
cally and biologically to exist in outer space, but the
design of their garments and associated parapher-
nalia results from aesthetic and social considera-
tions. Thus, dress can serve as a means of control
over the environment and as an effective mecha-
nism for environmental adaptation.

Dress influences human interaction by allow-
ing a quick assessment of an individual’s age, gen-
der, occupation, religion, community, and ethnic-
ity without interrogation. Usually prescriptions
and proscriptions about proper dress exist. Al-
though items of dress can keep bodies clean and
protect individuals from hazards, individuals
often choose or are compelled to wear items of
dress for social protection. For example, whether
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for sacred or secular purposes, various garments
encompassed by the word “veil” more frequently
cover bodies of women rather than those of men.

Dress also serves to facilitate or hinder human
interaction. Generally, uniforms are an aid to com-
munication in providing ready identification. But
if an individual or group believes that members of
a police force are interfering rather than ensuring
orderly conduct, the sight of uniforms may arouse
hostility and hostile actions. Often members of a
group or an association who want to indicate their
membership wear complete ensembles or specific
items that identify such membership. In the
United States, common examples exist among
members of organizations such as youth groups
(Girl Scouts and Boy Scouts), fraternal groups (the
Shriners), religious orders (priestly or ministerial
garb), and the military. These examples illustrate
clear expectations for dress of members. In other
cases, expectations for members of a group to
dress alike, or at least similarly, arise in more in-
formal situations, such as gang dress, where mem-
bers have selected certain colors in a particular

garment (such as a baseball cap) to identify their
group and to express their cohesiveness. In many
parts of sub-Saharan Africa, people in a commu-
nity select a fabric for wrappers to wear in com-
mon to celebrate the birthday of a leader or note an
important event such as Independence Day.

Writers from many disciplines (such as anthro-
pology, art history, history, philosophy, economics,
psychology, and sociology) have dealt with the sig-
nificance of dress, but few have drawn attention to
its ecological basis. In 1979 Margaret Bubolz and
her colleagues used dress as an example of the in-
tersection of three environments: natural, human-
behavioral, and human-constructed. They illus-
trated these environments by using examples of
fibers coming from plants or animals existing in
the natural environment that are converted to fab-
rics and garments according to social norms and
customs for raising plants and animals as well as
for constructing garments and wearing them. In
1988, Bubolz and Suzanne Sontag presented as-
sumptions about human ecology that underscored
understanding the significance of dress in an eco-
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logical system. They stated: “The uniqueness of
human ecology lies in its focus on viewing hu-
mans and their near environments as integrated
wholes, mutually influencing each other” (Bubolz
and Sontag 1988, 3). This means that artifacts of
dress, whether clothing or other items on the body,
act to integrate individuals in each ecological sys-
tem by indicating to others who they are and often
what they intend to do.

Joanne Eicher

See also: Designed Near Environment; Functional Clothing
Design
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Dyslexia
Developmental dyslexia refers to a continuum of
disorders of learning characterized by serious dif-
ficulties with reading acquisition and development
and often accompanied by other difficulties with
other aspects of written language, such as spelling
and writing. The developmental syndrome is con-
trasted with acquired reading disorders, which in-
volve the loss of already acquired reading as the re-
sult, for example, of head injury or brain tumor.
Neurobiological, genetic, cognitive, instructional,

and environmental factors, alone or in combina-
tion, may cause or contribute to reading disabili-
ties. Some researchers restrict the definition of
dyslexia to disabilities that are neurobiological in
nature and not caused by environmental and in-
structional factors. Others include all children who
read one and a half to two years below their ex-
pected reading level. In the past decades, impor-
tant advances have been made in the study of
reading; as a result, many children with dyslexia
respond successfully to timely and appropriate in-
terventions. It is important to understand dyslexia
from an ecological perspective—one that ad-
dresses the issue at the individual, microsystem,
exosystem, and macrosystem levels, to use Urie
Bronfenbrenner’s terms.

Individual
Features of dyslexia change over the life span, be-
ginning with severe problems learning to read, and
evolving in adolescence to problems in spelling
and writing, and slow laborious reading. Increas-
ing research indicates that developmental dyslexia
results from differences in the underlying struc-
ture of the regions in the brain involved in the pro-
cessing of written language. Dyslexia is best de-
scribed as a heterogeneous group of disorders,
with several underlying explanations for distinct
subtypes of reading-disabled students.

Over the last twenty-five years a strong consen-
sus has emerged that one central difficulty in
dyslexia is a deficit in phonological processing.Ac-
cording to the phonological-deficit hypothesis,
children with dyslexia have difficulty developing
an awareness that words, both written and spoken,
can be broken down into smaller units of sounds.
Recent cutting-edge research in the cognitive neu-
rosciences demonstrated a second major area of
difficulty in addition to phonological processing
deficits, in what are called naming-speed deficits.
That is, impaired readers are slow to retrieve the
names of very familiar visual symbols like letters
and numbers. A naming-speed deficit reflects dif-
ficulty in the processes underlying the rapid recog-
nition and retrieval of names for visually pre-
sented letters.

Additional predictors for identifying young
children at risk may include gross and fine motor
difficulties, slow vocabulary growth, and trouble
learning the names of letters. Left untreated, early
reading disabilities often lead to further academic
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problems, as well as accompanying social and
emotional difficulties. A large portion of the cycle
of learning failure may be avoidable with early di-
agnosis and targeted intervention.

Microsystem
Research has indicated a strong genetic compo-
nent in dyslexia, with multiple members of a fam-
ily having some form of learning disability across
generations. In addition, a higher incidence of
dyslexia is found among males. Some recent re-
search, however, indicates that more girls than sus-
pected have dyslexia, but have not been referred
and diagnosed. A predictable and supportive fam-
ily environment has been found to be a protective
factor for children with learning disabilities. Par-
ents often serve as advocates to secure appropriate
diagnostic and educational services for their child.

Reading disabilities emerge within the context
of the school environment. Assessment should fol-
low a team approach and involve classroom teach-
ers, reading and language specialists, and school
psychologists who work in conjunction with the
family and the individual child. A comprehensive
evaluation should include a combination of tests
that measure both the component skills involved

in reading and the various aspects of reading
achievement, as well as cognitive abilities. No diag-
nosis of dyslexia can ever be based on a single test.

Individuals with dyslexia often need special
programs to learn to read, write, and spell. Direct
instruction in the code of written language (the
letter-sound system) is critical in early years.
Kindergarten phoneme awareness programs are
helpful for all children, but especially for children
suspected to have difficulties with oral and written
language. In early grades decoding skills for
dyslexic children are best taught step by step, in an
explicit and incremental manner. Work on decod-
ing rate, vocabulary, and overall reading fluency is
important to enhance reading comprehension.

Explicit teaching both of rules governing writ-
ten language, and of strategies for purposeful
reading and writing in different content areas is
specifically important for children in the older
grades. It is critical to assess regularly each indi-
vidual student’s strengths and learning pace. Many
older students with dyslexia require classroom ac-
commodations, which may include additional
time on examinations and assisted technology.

Further research on the deficits that underlie
different groups of reading disabilities is rapidly
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progressing and is ultimately aimed at informing
educators about which interventions are best
suited for each individual.

Exosystem
The National Institutes of Health estimates that
approximately 15 percent of the U.S. population
have learning disabilities, with 2.4 million U.S.
school children affected. Every year, 120,000 addi-
tional students are found to have learning disabil-
ities. Among students with learning disabilities
who receive special education services, 80–85 per-
cent have basic deficits in language and reading.

Traditionally, dyslexia has been diagnosed by
comparing intellectual ability with achievement
in reading. Bright students with an unexpected
difficulty in reading are usually considered
dyslexics. Consequently, IQ tests are generally
used to assess dyslexia in school-aged children. In
fact, eligibility for special education programs in
public school is usually based on this IQ-achieve-
ment discrepancy. These tests, although useful in
certain situations, may be confounded by external
variables such as socioeconomic status and edu-
cational opportunities.

Recently, the usefulness of these discrepancy
definitions has been called into question. Whether
there should be a distinction between dyslexic
readers and poor readers whose impaired reading
level is commensurate with their intellectual apti-
tude levels is a topic of heated debate and one that
requires further research. A related issue concerns
the disproportionate diagnosis of reading disabil-
ities in particular groups of children. For example,
children who speak African American Vernacular
English may experience more difficulty in learn-
ing phonological aspects in English written lan-

guage compared to children who speak Standard
English.

Macrosystem
No community or culture is immune to dyslexia.
One of the most important directions in recent re-
search involves the study of reading failure in
other writing systems. Although dyslexia exists in
all writing systems, it may be manifested differ-
ently, depending on the specific characteristics of
the language. For example, in highly regular lan-
guages like Italian and German, deficits in reading
fluency are the major areas of difficulty. Under-
standing group strengths and weaknesses of chil-
dren with dyslexia in different orthographies will
help illuminate the more universal aspects of read-
ing disabilities, as well as their unique language-
specific attributes.

Tami Katzir-Cohen
Alyssa Goldberg O’Rourke

Beth O’Brien
Maryanne Wolf

See also: Bronfenbrenner, Urie; Cognitive Assessment;
Early Childhood Assessment; Intelligence
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Early Childhood Assessment
Assessment is a process of collecting data to com-
pare children of the same age (peers) to each other,
and to assist caregivers to create environments in
which learning can take place. Early childhood
refers to the period from birth to five years of age.
The terms “assessment” and “testing” are often
used synonymously, even though testing is only
one aspect of assessment.

There can be different aspects to an assess-
ment: Observations of children will provide infor-
mation on how children function and interact with
others. Testing may be used with individuals or
groups, using standardized tests that contain “age
norms.” Criterion-referenced tests can provide in-
formation about a child’s acquisition of specific
skills. Holistic reviews of a child will include health
and developmental records, previous test results
and changes, and any other relevant data collected.
Assessment from a human ecological perspective
focuses more specifically on how children’s per-
formance and behaviors are influenced by the so-
cial, economic and political influences on the envi-
ronment in which they develop.

Assessment is therefore an evaluation and in-
terpretation of a child’s current performance in a
variety of settings and conditions. The methodol-
ogy can consist of observations, testing, and com-
parisons to other children of the same age that
take into account ecological factors.

Purpose of Assessments
The purpose of early childhood assessment is to
determine if a child’s development and learning is

on target compared to other children of the same
age, and if any negative levels or areas are found
during assessment, to develop a remedial program
to assist the child to make appropriate develop-
mental progress. Many areas within a child’s reper-
toire can be examined: language/communication
skills, gross and fine motor skills, perceptual and
cognitive skills, social and self-help skills, mem-
ory, motivational aspects. At all times the purpose
of an assessment should be to develop and define
the learning needs of a child, in order to permit
parents (and extended families) and professional
caregivers and educators to enhance a child’s de-
velopmental learning.

The Value of Assessments
Early childhood assessments are used to track chil-
dren’s predictable development so as to assure the
child’s caregivers or professional people, such as
pediatricians, that all is well. All significant people
in a child’s life should be involved in the collection
of such information. Assessments can be used to
screen for problems, determine individual
progress, design and implement a child’s individual
educational experiences., or determine placement
with a service provider. Ongoing assessments are
used to evaluate any programs provided. Assess-
ments are the evidence parents and educators re-
quire in advocating for a child to receive services
guaranteed under the law in many countries.

Types of Assessments
Many assessment scales are in everyday use to de-
termine what developmental learning stages chil-
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dren have reached, both for diagnostic purposes
and to determine how to assist children to move
forward or to overcome difficulties. For example
the work published in Bayley Scales of Infant De-
velopment (Bayley 1968), the Denver Developmen-
tal Screening Test (Frankenberg and Dodds 1966),
and The NeoNatal Behavioral Assessment Scale
(Brazelton and Nugent 1995), among many others,
are all a continuation of the recording and descrip-
tion of the sequences of skills learned by all chil-
dren. Early intervention”for children with learning
disabilities became a focus in many OECD coun-
tries during the 1970s.

Assessment tools to define early childhood are
used everywhere and by all professionals who
work with children, because observation and
measurement of progress will assist greatly in un-
derstanding children’s progress.

Child Development Inventories rely on child ob-
servations and child achievements in different de-
velopmental areas, for example, gross and fine
motor, social skills, self-help skills, cognitive-
adaptive skills, language and communications

skills, and specific sub-areas in literacy and nu-
meracy, as well as more general development.
These types of assessments generally focus on
comparing one child to her peers on specific com-
petencies.

Naturalistic Assessment is favored as an alterna-
tive to standardized or norm-referenced testing.
Many preschool teachers believe that “child watch-
ing” (observation) is the most important tool for
them. Child watching is regarded as superior be-
cause it occurs within the natural environment
and natural routines of the child, allowing teachers
to observe children in an unbiased, repeated, and
planned manner, to assist in designing further
learning opportunities.

Portfolio Assessment is sometimes used in early
childhood learning environments (kindergartens,
day care, and so on). Observation and samples of a
child’s work are collected into a portfolio. This
portfolio provides a record of a child’s process of
learning, of how they go about their play and
learning, how they ask questions, how they create,
how they appear to think, and how they interact
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with others, intellectually, emotionally, and so-
cially. In early childhood, the portfolio method
should clearly have intent (a collection of a child’s
work that encapsulates his or her efforts or
achievements in one or more areas), and should
involve the children, the parents, and preschool
teachers. This shared process is used to make deci-
sions on the ongoing learning and development of
a child.

Functional Behavioral Assessment is often used
to analyze the nature and causes of a child’s prob-
lem behavior(s). This is done through observation
and documentation of how a child interacts within
the family and with his peers, and of how a child
responds to his environment over a period of time.
After analyzing the observations, interventions
can be designed to assist the child to reduce and
change the problem behavior.

Criticism
Just as the nineteenth-century theories and ideolo-
gies about early childhood were replaced with the
enormous influence of Gesell, he was gradually
made less important by the followers of Piaget.
Even though Piaget’s theories are still influential
now, other theories also became prominent in the
1990s. Information-processing models are impor-
tant in the early twenty-first century, and most im-
portant, the emphasis has shifted from the norma-
tive standards of the earlier developmentalists to
individual differences. IQ tests and SATs have al-
ways been criticized as not being fair measure-
ment tools. Indeed, critics charge that such tests
are often discriminatory toward minorities and fe-
males. A National Academy of Sciences Report in
1998 stated that “educational decisions should not
be made on the basis of a single test score, but
should also take other relevant information into
account.”

David Hoff summarized the point of view of the
critics of standardized testing thus: “Standardized
tests are the tools of the state and federal govern-
ments, directing what is taught and how it is
taught” (1999). The critics Hoff was summarizing
were not in the early childhood area, but his words
nevertheless sum up anti-testing sentiments in
that field very well. .

Many tests do allocate rankings and classifica-
tions that create artificial separation of children
into groups of “slow learners,” “gifted children,”
and the like. No doubt the field of child watching,

which attempts to avoid this kind of classification,
will continue to gain strength, and the debate
about an appropriate value base for child assess-
ment will continue to evolve, particularly as more
recently human ecology, which studies the interre-
lationship between humans and their economic,
social, and political environments and organiza-
tions, has refocused scientific research in the area
of human development. Nevertheless, testing can
have positive effects by making it possible to pro-
vide appropriate services. The 1975 Education for
All Handicapped Children Act in the United States
in fact requires schools to test slow learners to de-
termine what additional individualized support
such children should receive. Many OECD coun-
tries have created similar laws.

Conclusion
A child’s development, the way she learns how to
think and form relationships and the extent to
which she develops to her full potential, is based
both on the effects of her inherited ability (her ge-
netic inheritance) and the environmental influ-
ence of good health, nutrition, appropriate stimu-
lation to learn, and appropriate social interaction
with others. The more fully those who nurture and
educate her understand her abilities and needs,
the better they can assist her to develop her full
potential. Thus, assessing children’s functioning is
an essential part of child care and education.
(Mindes, Ireton, and Mardell-Czudnoski 1996).
The ways in which assessments are performed
have changed and will continue to change, but the
basic need for them has not changed.

There are now and probably will be for many
years to come shifts and changes in the assessment
scene. Developmentally appropriate practice has
been one of the buzzwords in recent years. How-
ever, many different types of assessments are used
and recommended. Assessments in the form of
empirical measurement of learning remain a
sought after tool by many governments and educa-
tion providers.

To lay out the argument for assessment a little
more fully, although there are a variety of psychoe-
ducational schools of thought, there appears to be
some level of agreement that, irrespective of ge-
netic inheritance and social/economic circum-
stance,: (1) development is predictable; (2) devel-
opment follows an orderly sequence; (3) learning a
new skill depends on what the child can do now;
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(4) all skills are interrelated; and (5) children’s on-
going development is dependent on physical mat-
uration. Accordingly, there is agreement that as-
sessment will remain an evolving tool to assist in
determining how to help children to successfully
complete their early childhood development, in
determining their level of school readiness, and in
defining any special needs they may have.

Parents and professionals will continue to work
together to share assessments to learn about a
child, taking into account many factors of a child’s
life, including inherited genetic potential, health,
temperament of the child, family circumstances,
life routines, experiences inside and outside of the
family, the values, beliefs and traditions as well as
the economic and political aspects of the society in
which a child is reared. A human ecological per-
spective would suggest that such a holistic inter-
pretation of assessments would help in developing
the foundation for healthy cognitive and social-
emotional development, which will enhance the
future economic and social position of individuals
within their society.

Michael G. Ahrens

See also: Child Development, Cultural and Community
Influences on; Cognitive Assessment; Early Childhood
Education; Early Intervention and the Individuals with
Disabilities Education Act (IDEA); Erikson, Erik
Homburger; Freud, Anna; Gesell, Arnold Lucius;
Intelligence
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Early Childhood Education
Early childhood education, generally defined as ed-
ucation for children between the ages of 3 and 6
years, in the United States occurs in a range of edu-
cational settings. Young children attend preschool,
nursery school, pre-kindergarten, kindergarten,
and day-care programs. Children participate in
these programs from fewer than ten to more than
forty hours a week. Thus, the range of early child-
hood programs is broad, and the extent to which
they focus on children’s educational needs is vari-
able. Programs also vary in terms of ecological fac-
tors such as parent involvement and links to the
community.

Early childhood education has three major his-
torical roots (Hauser-Cram and Bronson 2000).
The first kindergarten in the United States was
opened in the mid-1800s by a student of Friedrich
Froebel, the father of the kindergarten movement
in Germany. Froebel developed a curriculum based
on “gifts” and “occupations” that children could ex-
plore through play. The gifts were intended to cre-
ate self-expression and stimulate observation, and
included manipulable objects such as a set of size-
sequenced colored balls constructed to give a sense
of an ordered reality. The occupations were art and
craft activities, such as drawing and sewing, de-
signed to train the hand, eye, and mind. Play was
considered to be a spiritual activity that children
(Kinder) enjoyed in the “garden” (Garten), which
was the classroom. By 1873, the kindergarten
movement had become popular enough to support
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Children, 3 to 6 years of age, attend nursery schools, pre-kindergarten, or kindergarten (Laura Dwight)



the opening of the first public-school based
kindergarten in St. Louis.

Kindergartens generally were not designed for
children much under the age of five years. In the
late nineteenth century some pre-kindergarten-
aged children were provided programs in day
nurseries. These were largely developed by philan-
thropic groups to serve working mothers who
lived in poverty. Although children received basic
care in terms of health and hygiene, the day nurs-
eries largely lacked a focus on children’s social and
preacademic skills.

In contrast, the nursery school movement ex-
plicitly focused on children’s development, not just
their custodial care. This movement was stimu-
lated by the work of two British social activists,
Margaret and Rachel McMillan. Taking up the
cause of improving health-care conditions of chil-
dren, they founded an open-air school, built so
that one side could be opened to the sunshine and
fresh air. Children were encouraged to play in the
fresh air and were given baths, clean clothing,
healthy meals, and medical and dental treatment.
Although some focus on cognitive development
occurred, more attention was given to children’s
social and emotional development. Americans
who visited the school took the ideas to the United
States in the early part of the twentieth century
and first opened such schools for children living in
poverty. Middle-class parents soon desired similar
schools, and in the 1920s, nursery schools, as they
came to be called, rapidly increased in number.
Many of those schools were affiliated with univer-
sities or colleges (Braun and Edwards 1972).

Unlike kindergartens, nursery schools were not
integrated into public education, and therefore
they were largely tuition-funded and, despite their
origins, generally not available to children from
low-income families.As part of the War on Poverty
in the 1960s, Head Start programs were initiated as
early childhood education programs for preschool
children from low-income families (Zigler and
Valentine 1979). Although Head Start programs
continue to benefit children and families, their
quality varies (National Research Council and In-
stitute of Medicine 2000). Furthermore, such pro-
grams serve only 60 percent of eligible children
(Children’s Defense Fund 2001).

Many nursery schools are designed to provide
half-day programs. Given the large influx of moth-
ers with young children into the workforce begin-

ning in the 1970s, extended-day nursery schools
and center-based day-care programs have become
a popular option for working parents of preschool-
ers. These programs generally offer full-day serv-
ices, and many have an educational component.

Research has focused on questions about the
possible benefits and drawbacks of attending day
care and other full-day early education programs
during the early years of life. Studies in the 1970s
focused on whether damage occurred to infants
and young children due to separation from their
mother. Such research indicated that infants and
toddlers display more suitable social behaviors in
stable care arrangements where the child spends a
majority of the time with a knowledgeable, re-
sponsible, and consistent caregiver, regardless of
whether the caregiver is the child’s parent (Scarr
1998). According to a report sponsored by the Na-
tional Institute of Child Health and Human Devel-
opment (NICHD), current research indicates that
preschool-aged children in day care are just as at-
tached to their mothers as other children, except in
situations where a child’s mother is low in sensi-
tivity (NICHD Early Child Care Research Network
2001). The emotional qualities of those providing
child care has been found to be important. Chil-
dren in day care whose caregivers were rated as
being more sensitive and responsive were found to
have more positive relationships with their peers
(NICHD Early Child Care Research Network 2001).
Therefore, quality of care is critical in determining
children’s outcomes.

An important question for early childhood ed-
ucators is how best to serve children with special
needs. In response to federal legislation, the Indi-
viduals with Disabilities Education Act (IDEA)
(reauthorized in 1997–1998 as Public Law
105–107) and its mandate to provide educational
services to children from the age of 3 years in the
“least restrictive setting,” many children with spe-
cial needs are attending early education programs
with their typically developing peers. Evidence in-
dicates that children with special needs as well as
typically developing children benefit socially in in-
clusive settings (Odom and Diamond 1998). From
an ecological perspective, inclusive settings are
generally the most natural environments in which
young children can receive services. Practices such
as the integration of therapies; adaptation of the
classroom environment, including appropriate use
of technology and adaptive equipment; and staff
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training and support are critical to the provision of
quality inclusive early childhood programs
(Buysse, Skinner, and Grant 2001).

Early education programs vary in quality. The
National Association for the Education of Young
Children has established guidelines for program
quality (Bredekamp and Copple 1997). These in-
clude practices derived from developmental the-
ory that focus on many dimensions of children’s
development. Didactic approaches to early child-
hood education generally are inconsistent with de-
velopmentally appropriate practices and have been
shown to have negative effects on children’s moti-
vation to achieve (Stipek et al. 1995). Determina-
tion of program quality is not based solely on ap-
proaches to learning, however; it also includes an
array of ecological factors. For example, one hall-
mark of high quality programs is their sensitivity
to the linguistic and cultural traditions of the fam-
ily. Another important characteristic of quality
programs is their ability to create partnerships
with all parents. Additionally, early childhood pro-
grams that integrate their services with those of
other community agencies, including schools and
health-promoting agencies, are ecologically based
and have demonstrated beneficial results (Hauser-
Cram et al. 1991).

Several researchers have studied the long-
terms benefits of quality early education programs
for children from low-income families. As adoles-
cents, those who attended such programs are less
likely to drop out of school (Temple, Reynolds, and
Miedel 2000). As adults, they have higher levels of
education, higher salaries, and a lower arrest rate
than similar adults growing up in the same cir-
cumstances (Campbell et al. 2001; Schweinhart,
Barnes, and Weikart 1993).

Given the evidence of long-term benefits of
early education programs, one of the current con-
cerns of educators is their lack of availability to all
children under kindergarten age. Currently, ap-
proximately 60 percent of preschool-aged children
attend a day-care center, Head Start, or a nursery
school program, but children living in poverty are
still less likely than other children to attend any
early childhood education program (National
Center for Education Statistics 2001). Some states
(e.g., New York) have state-funded programs that
do not charge tuition, but they serve fewer than
half of eligible children (Gilliam and Zigler 2001).
Therefore, the need for publicly supported high-

quality early childhood programs surpasses their
availability.

Penny Hauser-Cram
Melissa Gridley

See also: Attachment; Child Care: Issues for Infants
and Children; Child Development, Cultural and
Community Influences on; Community Schools;
Full-Service Schools; Head Start; Maternal Education;
National Association for the Education of Young
Children (NAEYC)
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Early Intervention and the Individuals
with Disabilities Education Act (IDEA)
In 1986, the United States Congress amended the
Individuals with Disabilities Education Act
(IDEA) to include services for children ages 0–3.
Typically, these services are referred to as early in-
tervention, and states are now mandated to pro-
vide these services under Part C of IDEA. The chil-
dren who must receive these services are those
who: (1) need early intervention because of devel-
opmental delays in one or more areas of cognitive,
gross motor, fine motor, adaptive, social or emo-
tional development; or (2) who have been diag-
nosed with a physical or mental condition that in-
creases their risk for developmental delay.
Additionally, states can opt to provide early inter-
vention services for children at risk for develop-
mental delay (Turnbull et al. 1999).

Early intervention services must be provided
by qualified personnel, be provided in a natural
environment to the fullest extent possible or ap-
propriate, conform with the individualized family
service plan (IFSP), and meet the six principles of
the IDEA. The five principles are as follows: no
child can be excluded from receiving services
(zero rejection); the child and/or family must re-
ceive individually tailored services based on the
child’s assessment (appropriate education); they
must be educated, as far as possible, with children
without disabilities (least restrictive environ-

ment); there must be a process for safeguarding
the children against the actions of the school or
agency involved if necessary (procedural due
process); and parents must collaborate in the de-
sign and implementation of the individualized
family service plan (parental participation) (Na-
tional Council on Disability 1995).

For all children receiving early intervention
services, individualized family service plans
(IFSPs) are created within a reasonable time after
a multidisciplinary assessment is conducted. The
IFSP is based on the assessment, as well as on the
family’s concerns and needs. Included in the IFSP
are the child’s current levels of functioning in all
domains (cognitive, gross motor, fine motor, adap-
tive, social, and emotional); the family’s concerns;
goals and objectives; the services that will be pro-
vided; how those services will be provided in nat-
ural environments; the start and end dates of serv-
ices; the name of the family’s service coordinator;
and a plan for assessing progress. All IFSPs must
be reviewed every six months, and outcomes must
be reviewed annually. Additionally for children
who will turn 3 years old, transition plans are re-
quired that specify how the child and family will
move from early intervention to special education
preschool services, if those services are still re-
quired (Turnbull et al. 1999).

Foundations of Early Intervention Programs
Early intervention programs typically address one
or more of the following three areas: educational
readiness, improvement of child health, and sup-
porting parents. Most programs address more
than one of these areas, and it has been found that
broad-based, comprehensive programs produce a
wider range of positive outcomes and are most
cost-effective (Zigler and Hall 2000).

Three theoretical orientations have especially
influenced early intervention’s development. First,
most early intervention programs take an ecologi-
cal perspective. Early intervention is founded on
the fact that the child exists within a system of re-
ciprocal relationships. Secondly, the program is
based on the widely accepted and strongly sup-
ported theory that a child’s early years lay the
foundation for subsequent cognitive, social, and
emotional growth. Therefore, it is important to in-
tervene early in a child’s life in order to maximize
the child’s chances to develop as a healthy, produc-
tive adult (Zigler and Hall 2000).
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Third, research suggests that genetic and/or bi-
ological problems can be remediated and over-
come if services are provided in the child’s first few
years of life. The theory is that these early years
represent what is called a critical period, a time
when the child’s brain and physiology are more
plastic and resilient, thus strengthening the
chances that interventions will improve the child’s
outcomes (Bricker and Veltman 1995).

Impact of Early Intervention Programs
More research is needed to understand the long-
term benefits of early intervention services. The
results of current research concerning the efficacy
of early intervention are varied. Though some re-
search has not found any benefits for children in-
volved in early intervention, other research sug-
gests that children enrolled in these programs
make positive gains.

The gains that have been found include higher
academic achievement (Campbell and Ramey
1994: Reynolds 2000; Schweinhart, Barnes, and
Weikart 1993); lower levels of special education
placements (Campbell and Ramey 1994); lower
grade retention (Campbell and Ramey 1994); and
higher rates of school completion (Schweinhart et
al. 1993). In addition, Arthur Reynolds (2000)
found that the duration and intensity of the serv-
ices are also associated with outcomes.

Kofi Marfo and Thomas Dinero (1991) claim
that it is time to move away from the general ques-
tion of whether early intervention works to more
complex questions that assess the types and quan-
tities of services that provide the most benefits for
children with special needs. They advocate for a
minimum of five classes of early intervention vari-
ables to be used when doing research and program
evaluations: the entry-level characteristics of the
child, family demography, family ecology, program
characteristics, and non-program, or auxiliary,
variables. In addition, they suggest a minimum of
two outcome variables: parent/family and child
outcomes. Their previous work suggests that child
outcomes are influenced by parental involvement,
location of the program, the program’s structure,
the duration and intensity of the program, and the
timing of the implementation (Marfo and Dinero
1991). Due to the heightened interest in child and
family outcomes, a major challenge facing early in-
tervention programs is to provide meaningful
services for the child and family, while still re-

specting the family’s right to privacy and parental
autonomy.

While more research is needed to understand
the efficacy of early intervention, work with Head
Start has revealed that it is naive to believe that
simply providing services during one period in a
child’s life will be sufficient in fostering long-term
developmental gains. Rather, children who receive
early intervention services, whatever gains they
may have made during their early intervention en-
rollment, will be much more likely to maintain
those gains if they participate in continued
“booster programs” that continue to provide peri-
odic reinforcements of the skills and knowledge
gained (Zigler and Hall 2000).

Karen Kiley-Brabeck

See also: Head Start; Mental Retardation
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Ecodevelopmental Theory
An ecodevelopmental theory of child and adoles-
cent development has been proposed to explain
how various environmental risks for and protec-
tions against drug abuse and other problem be-
haviors are interrelated in young people and their
families (Szapocznik and Coatsworth 1999).
Ecodevelopmental theory explains how risk and
protection in different parts of children’s and ado-
lescents’ social environments affect each other
across life areas and across time. This theory is
built on three important foundations: (1) a social-
ecological perspective that emphasizes the many
spheres and levels of influence on child develop-
ment, (2) an approach based on developmental
science, one that is concerned with the changing
nature of individuals and their social environ-
ments over time, and (3) a social interactional ap-
proach that defines person-environment interac-
tions as the primary social vehicle of development.

Ecodevelopmental theory proposes that, when
risk and protection from different spheres of influ-
ence (e.g., family, peers, school) are viewed as con-
nected with each other across time, clear paths to-
ward health or dysfunction can be identified. For
example, over time parents and children may de-
velop a relationship characterized by emotional
distance or conflict. As children mature into ado-
lescence and peers become a more prominent as-
pect of their social world, parents who are not close
to their adolescents may not supervise the adoles-
cents’ peers, activities, and whereabouts as care-
fully as may parents who are closer to their adoles-
cents (Liddle et al. 1998). In turn, lack of parental
supervision may lead adolescents to associate with
deviant peers. In this example, an early risk factor
within the family domain, parent-child distance,
leads to a disconnection between family and peer
influence and to risk in the peer domain, in the
form of association with deviant peers.

Levels of Context in Ecodevelopmental Theory
The social-contextual (i.e., ecological) dimension
of ecodevelopmental theory is based on Urie Bron-
fenbrenner’s ecological perspective, which pro-
poses four primary and nested levels of the social
environment (1979). Microsystems are the social
domains in which the child participates directly,

such as family, peers, and school. Within each do-
main, the child maintains relationships with a net-
work of people who shape her development toward
either health or dysfunction. For example, within
the school environment, classmates, teachers, and
administrative personnel shape a child’s or adoles-
cent’s academic performance and self-worth
through teaching, encouragement, criticism, and
other forms of feedback.

Although all microsystems are important,
ecodevelopmental theory proposes that the family
has the greatest degree of influence over children
and adolescents. Factors such as family cohesion,
conflict, and communication are some of the most
powerful predictors of both positive and negative
development in childhood and adolescence.A cohe-
sive, harmonious, and well-communicating family
is likely to produce competent and agreeable young-
sters, whereas distant, conflicted, and poorly com-
municating families are likely to produce children
and adolescents with behavior problems (Clark et
al.1998).Furthermore, the way a child or adolescent
functions within peer and school worlds is largely
determined by the nature of the relationship skills
that he has learned within the family (Steinberg,
Fletcher, and Darling 1994). As a consequence, peer
selection is largely a function of the quality of rela-
tionships within the family. For example, children
and adolescents from distant and conflicted fami-
lies may be predisposed toward selecting negative
peers (Pettit, Bates, and Dodge 1997).

Mesosystems comprise the connections be-
tween the adolescent’s individual worlds, such as
parental involvement in school activities and su-
pervision of the adolescent’s peers. Active parental
involvement in adolescents’ school and peer
worlds protects adolescents against risks for drug
abuse and other problem behaviors (Steinberg,
Fletcher, and Darling 1994). The stronger, more
positive, and more numerous the connections be-
tween an adolescent’s worlds, particularly between
the family and peers and between the family and
school, the lower that adolescent’s risk for drug
abuse and other problem behaviors.

Exosystems are composed of the structures and
effects within the social ecology that do not have
direct influence on the child but rather influence
other people who, in turn, influence the child. For
example, aspects of a parent’s life, such as quality
of social support or level of work-related stress,
enhance or hinder the parent’s ability to effectively
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communicate with, encourage, discipline, and
manage her adolescent (Dishion and Patterson
1997). Parents with access to sufficient resources
are more likely to interact positively with their
children, whereas parents with few or no resources
(with little in the way of social support or financial
comfort, for example) are more likely to be im-
paired in their parenting skills. Exosystems also
involve individuals other than the parents; for ex-
ample, events occurring in peers’ or teachers’ lives
are likely to affect the degree to which those peers
or teachers are supportive or encouraging toward
the child.An example of an effect at the level of the
exosystem is the impact of the delinquent gang to
which a sibling may belong. The gang influences
the sibling to behave in an antisocial manner, and
in turn the sibling may conduct herself aggres-
sively within the family.

The macrosystem is made up of the web of so-
cial, political, and philosophical ideals and prac-
tices that define a particular culture, ethnic group,
or society. The macrosystem defines what behav-
iors, interactions, and relationships are acceptable
and unacceptable within a given cultural context.
For example, a 25-year-old living at home with his
parents would be viewed as normative within
many Hispanic families but as developmentally in-
appropriate in mainstream American culture. At a
broader level, the ways in which governments, the
legal system, and the business community insti-
tute policies regarding maternal leave has a strong
influence on families’ lives. Individuals adhering to
macrosystemic cultural ideals are more likely to
receive support at the other systemic levels than
are those whose lifestyles, beliefs, or social status
isolates them from the dominant macrosystem (cf.
Côté 1993).

Changes in Person-Environment 
Interactions Over Time
Ecodevelopmental theory borrows from scientific
views of development (e.g., Cairns, Elder, and
Costello 1996) in describing how changes in indi-
viduals over time are closely related to changes in
their social ecologies. It proposes that the organiza-
tion, structure, and functioning of the person and
that of her social ecology are indistinguishable and
inseparable over time. Ecodevelopmental theory fo-
cuses on how different spheres of influence become
more or less important at different points during
the life span.It also focuses on how the relationships

between different spheres of influence (e.g., family,
peers) change over time. These changes in the or-
ganization and structure of the child’s social envi-
ronment have the potential to influence the child’s
development in a number of ways. For example, the
effects of negative peers on a child’s social develop-
ment evolve and expand markedly between grade
school and middle school. In grade school, negative
peers sponsor aggressive and disrespectful behav-
ior; in middle school, negative peers sponsor not
only these behaviors but also delinquency,drug use,
and risky sexual involvement.

Changes in how the social environment affects
child development might best be described by
tracing normative development from infancy to
adolescence. In infancy, the ecodevelopmental
context lies almost exclusively within the family
microsystem. As a consequence, mesosystems
(e.g., parent-school and parent-peer connections)
are only minimally operative. However, the ex-
osystem (e.g., parental social-support network)
can be critically important to the social ecology of
an infant (Cole et al. 1998). Support for new par-
ents as they adjust to caring for an infant helps
them to provide an environment conducive to the
child’s long-term adjustment (Szapocznik and
Coatsworth 1999). In early and middle childhood,
the school domain attains greater significance.
The child’s interactions with schoolmates and
teachers (i.e., the school microsystem), and the
parents’ interactions with teachers and other
school personnel (i.e., the parent-school mesosys-
tem), become increasingly important influences
on risk and protection in the child’s development.
Subsequently, adolescence is associated with
greater importance of the peer microsystem and,
consequently increased importance and complex-
ity of risk and protective processes in the family-
peer mesosystem (e.g., parental management and
supervision of the teen’s peers, parents knowing
the parents of their teens’ friends). As the child
matures into adolescence and begins to spend
more unsupervised time outside the home, the
neighborhood also becomes more important,
both as a microsystem in itself and in its mesosys-
temic relations with the family.

Changes in the Individual 
and the Environment Over Time
Finally, ecodevelopmental theory focuses on the
patterns of relationships and direct interactions
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between individuals and different levels of their
environment over time (Kurtines and Szapocznik
1996). These relationships and direct interactions
drive individual development and change. In par-
ticular, ecodevelopmental theory is concerned
with how health and dysfunction are related to
patterns operating at the mesosystem level. For ex-
ample, overt hostility and conflict between parents
and teachers over values, styles, and interests will
steer a child’s development toward dysfunction,
whereas parents and teachers who work together
and support each other will steer a child’s develop-
ment toward well-being.

Another feature of ecodevelopmental theory
that warrants discussion is that environmental
problems originating at any social environmental
level may spill over into the other levels. For exam-
ple, in inner-city families marginalized by neigh-
borhood-level micro- and macrosystemic prob-
lems such as crime, parents are likely to be isolated
from other families in the neighborhood, thereby
creating exosystemic risks. In turn, parental stres-
sors and lack of social support may decrease the
likelihood that parents will be actively involved in
their adolescents’ peer and school worlds (Szapoc-
znik and Coatsworth 1999). These macrosystemic
and exosystemic problems result in (1) lack of
parental involvement in their children’s school and
peer microsystems (a mesosystemic problem);
and (2) problems within the child’s microsystems
(e.g., distance and conflict with the family, spend-
ing time with bad peers, and poor grades and lack
of interest in school).

Because of these kinds of spillover effects,
ecodevelopmental theory holds that, in order to
protect the child or adolescent from dysfunction,
health-promoting mechanisms need to be put into
place at all levels of the social ecology (e.g.,
Coatsworth at al. in press). At the macrosystem
level, for example, programs to promote commu-
nity involvement in youth, along with increased
funding for education, may help to offset the ef-
fects of macrosystemic problems associated with
poverty and limited opportunities. At the exosys-
temic level, creating social-support networks for
isolated and overwhelmed parents can help to re-
lieve parental stress. At the mesosystemic level,
training teachers to work with parent and helping
parents to become more involved with their chil-
dren’s school and peers may help to increase inter-
est in school and to reduce children’s associations

with problem peers.At the microsystemic level, in-
terventions to improve family functioning can as-
sist families in moderating the negative impact of
external social environmental challenges, for ex-
ample by improving within-family communica-
tion and support to prevent children from select-
ing antisocial peers in the first place.

Seth J. Schwartz
Hilda Pantin

José Szapocznik
J. Douglas Coatsworth

See also: Bronfenbrenner, Urie; Child Development,
Cultural and Community Influences on;
Temperament
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Education, Professional
Professionals are people who master and maintain
state-of-the-art specialized knowledge through ac-
ademic education, proficiency in technical skills,
and conformity to ethical standards. The field of
human ecology, which involves professionals from
many disciplines, addresses the interdependence
of human development in the broader environ-
ment, including complex and dynamic factors
such as the natural and built environments, the
economy, faith and cultural communities, the
media, legal and political frameworks, and tech-
nology. Each profession brings its unique para-
digms and perspectives to the collaborative work
that aims to enhance or sustain ecological systems.
Comprehensive and effective change occurs
through deliberate and clear communication
across professional boundaries. Without such col-
laboration, the professions could work on the parts
of the proverbial elephant, the trunk, the leg, the
side, the tail, without ever affecting the whole ele-
phant. Interdisciplinary professional education
prepares practitioners for effective collaboration
and holistic intervention.

Professionals in the field of human ecology ar-
rive at their positions through a variety of venues.
Some train in one of the university-based schools
of human ecology, where faculty from such fields
as family and consumer sciences, agriculture,

human development, and physical environmental
design may be linked in comprehensive programs.
Many professionals in human ecology are
grounded in the more traditional disciplines, such
as education, law, psychology, health sciences, or
social work, that have infused ecological theory
and practice into their foundational curricula. Re-
gardless of the approach, competence in one’s own
discipline will generally be insufficient without
knowledge and skill about how to build and main-
tain effective interdisciplinary relations.

Interdisciplinary collaboration occurs when dif-
ferent professionals, possessing unique knowledge,
skills, organizational perspectives, and personal at-
tributes, engage in coordinated problem solving for
a common purpose. The collaboration is interorga-
nizational when these professionals are affiliated
with different organizations and act on behalf of
them. The advantages of well-managed collabora-
tion are that diverse perspectives produce better
problem analysis, access to more resources, more
creative solutions, improved likelihood that partic-
ipants will act on what they plan, and greater satis-
faction by participants. Disadvantages of poorly
managed collaboration include a tendency toward
groupthink, inefficient time use, role confusion or
conflict, diffusion of responsibility, and lack of ac-
countability. Thus effective collaboration relies on
participant knowledge and skills about how to en-
gage in and manage the collaboration.

The collaborative process can be enhanced
when particular attention is given to such factors
as the following:

Defining and evaluating goals of the collabora-
tive effort. When various professionals work
together, they need a sound grasp of why
they are doing this and what they hope to ac-
complish; these aims should be periodically
reassessed.

Defining participant roles. Participants should
have a clear understanding of their own and
one another’s skills and resources and the
specific roles they are expected to play in the
collaboration; these roles should be adapted
as change occurs. For example, a team that
aims to build a community of support for a
family with a child who has severe disabili-
ties should have a solid understanding of
what the nurse, social worker, teacher, and
physician will each do.
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Assessing and strengthening knowledge and
skills Collaborators may encounter prob-
lems if they work together without first
checking assumptions about each other’s
knowledge and skills. For example, psychol-
ogists and architects working on a commu-
nity design should take time to learn about
one another’s perspectives. In addition,
communication problems can be averted if
collaborators devote time to common train-
ing and group development. This can be in-
formal, such as sharing reading material or
discussing different theoretical perspectives
on an issue, or quite formal, such as partici-
pating in certified training together.

Clarifying leadership and facilitation roles.
Every professional is expected to practice
independently and thus demonstrate lead-
ership, but the interactive process itself
needs leadership, which can be shared
among participants or delegated. In broad
community or policy action, the facilitation
tends to be supported by specialists who ar-
rive at their positions through a variety of
professions, such as public or business ad-
ministration or planning.

Developing functional guidelines. A clear state-
ment of philosophy and procedures to guide
collaborators tends to strengthen the effort
because it encourages personal commit-
ment, common values, mutual responsibil-
ity, and conflict management. Formal ap-
proaches include written memoranda of
understanding, bylaws, or policy manuals;
in informal settings, simple discussion may
suffice.

In summary, professional practice to sustain or
enhance human ecological systems involves paral-
lel processes: the practice of the profession and the
practice of collaborative relations. Professionals
should be trained in both practices.

As knowledge of human ecology has blos-
somed, institutions of higher education and pro-
fessional development have developed innovative
approaches to pre-service and in-service interpro-
fessional education to equip professionals with rel-
evant knowledge and skills. Such approaches in-
clude infusion of a common knowledge base into
various professional curricula, cross-disciplinary

academic courses, joint degree programs, interdis-
ciplinary studies programs, multidisciplinary in-
ternships, team teaching involving faculty from di-
verse disciplines, and cooperative learning
exercises or field experiences. Some scholars have
advocated the use of creative teaching and learn-
ing approaches that break with academic tradi-
tions but model the type of practice graduates will
follow in the community. These innovations gener-
ally build on systems theory, creating learning en-
vironments that are dynamic, interactive, and ho-
listic, rather than fragmented as in traditional
discipline-focused education. They blend perspec-
tives of the academy with those of the community,
aiming for knowledge integration that more ade-
quately reflects the broader environment of which
each is a part. Skilled leaders who know how to
stimulate broad ecological change emerge from
training programs where they have practiced and
mastered such interventions. Active participants
in interdisciplinary professional associations such
as the Society for Human Ecology are also able to
gain the skills and knowledge needed for such
leadership, thus continuing their professional edu-
cation long after they leave school.

Arlene Bowers Andrews
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Ego Development
Ego development refers to the life-span individua-
tion and differentiation of the ego, which; in turn,
results in adaptation of the individual across the
life span. The ego is a core construct of personality
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development that theoretically mediates between
developmental and social demands placed on an
individual. The origin of the concept of ego devel-
opment is attributed to Sigmund Freud, who sug-
gested that the basic function of the ego was to in-
terpret reality, allowing the individual to meet the
demands placed on her, which increases an indi-
vidual’s chances of survival. In The Ego and the Id,
Freud claimed that each individual is ruled by a
coherent organization of mental processes, the
ego, that serves as a filter of stimuli into and out of
conscious awareness. The ego, therefore, functions
to encourage self-preservation and adaptation by
interpreting, filtering, and distorting stimuli to
maximize the survival of the individual.

In regard to ego formation, or ego development,
Freud claimed that the ego is present at birth and
that ego development increases as the ego gains
abilities to mediate demands placed on the indi-
vidual, minimize threat to survival, and maximize
likelihood of adaptation. Despite Freud’s initial
conceptualization of ego development, the ego was
not the focus of his major works because he pro-
posed that ego development reached full matura-
tion by puberty. Anna Freud and Erik Erikson,
Freud’s students, elaborated on the development of
the ego.

The work of Anna Freud, Erikson, and others
(e.g., Heinz Hartmann, Ernst Kris, R. Lowenstein)
led to an independent field of psychoanalytic the-
ory known as ego psychology. It has been the work
of such ego psychologists that has led to a more de-
tailed and complete portrait of ego development
across the life span. Anna Freud, like Sigmund
Freud, conceived of the ego as a mediating struc-
ture that served to meet the demands placed on
the developing individual brought about both by
biological maturation and social experience. Anna
Freud (1936/1937) expanded upon Sigmund
Freud’s view of ego development by outlining spe-
cific strategies that individuals develop across the
life span in order to mediate the demands of sur-
vival.

Originally, the ego was conceived of as a mental
structure with a mediational function.Anna Freud
suggested that ego functions mature with age: Ob-
servational findings indicated that ego functions
employed by adults are more elaborate and adap-
tive than ego functions employed by children and
adolescents. In addition, Heinz Hartmann (1958)
proposed that individuals have an innate biologi-

cal tendency to internalize coping processes and to
transform defenses into personality components.
Secondly, Hartmann emended Freudian theory
with the proposition that ego development was
less an intrapsychic process than a complementary
process between developmental and environmen-
tal demands. These themes remain the central ele-
ments of contemporary theories of ego develop-
ment: Ego development unfolds across the life
span, ego structures are the building blocks of per-
sonality, and ego development involves negotia-
tions between intrapsychic and social experiences.
In all theories of ego development, the term “ego”
is used for the aspect of the mind that organizes
experiences (McCrae and Costa 1990).

The most well-established theory of ego devel-
opment is Erikson’s stage theory of psychosocial
development. Erikson’s theory of ego development
considers ego maturation a life-span process. Erik-
son suggested that the ego is not only a mediator of
conflicts between internal and external demands
placed on the individual but a source of strength
that supports future maturation and adaptation.
As Erikson explained his theory in Childhood and
Society, ego development serves not only to pro-
mote growth, but also to organize an individual’s
experiences with the environment. Erikson pro-
posed that ego development unfolds according to
the epigenetic principle: Development occurs as a
function of successive accretions and modifica-
tions brought about through an individual’s inter-
actions with the environment, so that each stage of
ego development builds upon previous ego crisis
resolutions, strengths, and weaknesses.

Contemporary study of ego development has
followed two paths. George Vaillant (1977) and
Norma Haan (1977) have posited hierarchies of
more and less mature defense strategies that theo-
retically and empirically relate to adaptation
across the life span (see also Vaillant 1989, 1993).
In contrast to the hierarchies of defense strategies
that Vaillant and Haan have offered, Jane Lo-
evinger (1976; Hauser 1976; 1993) focused on the
organization of the ego rather than the tendency to
use more and less mature defense strategies. Ac-
cording to this theoretical perspective on ego de-
velopment, ego development is the master trait
that describes the psychological disposition of in-
dividuals, cognitive and perceptive coherence, and
agency (Hauser 1993). This framework has been
consistently used to link higher stages of ego de-
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velopment to adjustment across the life span
(Westenberg, Blasi, and Cohn 1998).

Jennifer L. Tanner
Daniel J. Warren

See also: Adolescence in a Cultural Context; Epigenetic
Principle; Erikson, Erik Homburger; Erikson’s Theory
of Psychosocial Development; Freud, Anna; Freud,
Sigmund
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Elder Abuse in the Family
Elder abuse in families has increased for several
reasons, including an increasing proportion of
older adults in the total population, a related in-
crease in chronic disabling diseases, and an in-
creasing involvement of families in caregiving re-
lationships with elders. Population trends indicate
a continued increase in the number of older adults
and, therefore, the likelihood of increased demand

for family caregiving. In turn, such caregiving, to-
gether with the multiplicity of demands on con-
temporary families, may contribute to the accu-
mulation of family stress and the increased
likelihood of elder abuse. This entry will focus on
elder abuse as a set of contextually based risk fac-
tors—an ecological perspective (Schiamberg and
Gans 1999, 2000).

Background to the Problem
Demographic changes may affect the incidence of
elder abuse in families as well as the changing
character of that abuse. Projections to the year
2030 suggest that the proportion of older adults
will not only continue to increase to as much as 20
percent of the total population but, as well, the
growth in numbers of the “oldest old,” as people
over the age of 75 are called, at greater risk for
health problems and with increased needs for sup-
port, will be even more dramatic (Zarit and Reid
1994). The proportion of this group of the oldest
old has been increasing faster than any other
group in the aging population, with consequences
for those who care for older adults in institutional
and family settings. Furthermore, with women liv-
ing longer than men by seven years on average, the
responsibility for caregiving, together with the risk
of abuse, shifts from the spouse of the older adult
to the adult children. Because chronic disabling
diseases become more prevalent at older ages, the
need for family care and other forms of assistance
to the elderly has increased, as well as the accom-
panying caregiver stress and pressures. Although
the majority of older adults can live independently
or with minimal assistance, substantial numbers
of older adults have disabilities and therefore re-
quire care. Families continue to be the primary
source of long-term care and support for older
adult family members.

The Nature of Elder Abuse
Although researchers have varied widely in their
definitions of elder abuse (Lachs and Pillemer
1995), there seems to be a consensus that elder
abuse includes adverse acts of omission or com-
mission against the elderly person (Kosberg and
Nahmiash 1996). The focus in this entry is on do-
mestic elder abuse by family members, as opposed
to abuse that occurs in institutions. While defini-
tions and legal terminology vary from state to
state in regards to the types of domestic elder
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abuse, the following types of abuse are commonly
recognized (National Center on Elder Abuse 1998):
physical and sexual abuse, emotional or psycho-
logical abuse, neglect, financial or material ex-
ploitation, and self-neglect. This entry will not ad-
dress financial exploitation and self-neglect, as
each of these two types of abuse has a separate set
of risk factors and causes different from the set of
risk factors of the other forms of abuse (Callahan
2000).

• Physical Abuse: The use of physical force that
may result in bodily injury, physical pain, or
impairment. Physical abuse may include but
is not limited to such acts of violence as
striking, hitting, beating, pushing, shoving,
shaking, slapping, kicking, pinching, and
burning, as well as inappropriate use of
drugs and physical restraints, force-feeding,
and physical punishment.

• Emotional/Psychological Abuse: The inflic-
tion of anguish, pain, or distress through
verbal or nonverbal acts. Emotional/psycho-
logical abuse includes but is not limited to
verbal assaults, insults, threats, intimidation,
humiliation, and harassment. Some other ex-
amples of this form of abuse are treating an
older person like an infant; isolating an
elderly person from his family, friends, or
regular activities; giving an older person 
the silent treatment; and enforced social
isolation.

• Neglect: The refusal or failure to fulfill any
part of a person’s obligations or duties to an
elder. Neglect may also include failure of a
person who has fiduciary responsibilities to
provide care for an elder (e.g., pay for neces-
sary home care services) or the failure on the
part of an in-home service provider to pro-
vide necessary care. Neglect typically means
the refusal or failure to provide an elderly
person with such life necessities as food,
water, clothing, shelter, personal hygiene,
medicine, comfort, personal safety, and other
essentials included in an implied or agreed-
upon responsibility to an elder.

Incidence of Elder Abuse
Results of the National Elder Abuse Incidence
Study (NEAIS) indicated that approximately

450,000 elderly persons in domestic settings were
abused or neglected during 1996. It was found that
female elders were abused at a higher rate than
males, even after statistically adjusting for their
larger numbers in the aging population. As well,
the oldest elders (80 years and over) were abused
and neglected at a rate two to three times their
proportion of the elderly population. In almost 90
percent of the elder abuse and neglect incidents,
the perpetrator was a family member, and two-
thirds of the perpetrators were adult children or
spouses (Administration on Aging 1998). Such
findings support attention to domestic elder abuse
by family members.

Key Risk Factors
Risk factors for elder abuse in the home care set-
ting are related to individuals (e.g., adult child as
caregiver and older adult as care recipient), their
immediate context (family) and social/cultural
contexts, and the interactions between persons
and contexts. Such an ecological perspective on
risk factors also provides a framework for under-
standing the dynamics of the problem in the fam-
ily setting and guidance for the development of ef-
fective interventions. Although the family may 
be a context of elder abuse, family members
nonetheless often bring to that home setting ex-
periences in other contexts, which, in turn, have a
significant influence on the caregiving relation-
ship. For example, caregiver burden may emerge
from trying to balance the demands of caring for
an older adult with the needs of a spouse or work
responsibilities.

The Immediate Context

Some Characteristics of Elderly Victims
• Gender. As indicated, there is evidence that

women are more likely than men to be
abused. One explanation for the difference is
that women are more vulnerable to sexual
molestation (Kosberg 1988). On the other
hand, other evidence suggests that the risk of
abuse is higher for men than for women, per-
haps because they are more likely in old age
to be living with family (and therefore with a
potential abuser) than women (Pillemer and
Finkelhor 1988).

• Chronological age and health. Since ad-
vanced age is frequently associated with
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health problems and since such problems
may complicate the caregiving relationship,
increasing age puts elders at higher risk for
an abusive situation (Kosberg and Nahmias
1996).

• Dementia and Alzheimer’s Disease Abuse.
Prevalence of dementia patients is estimated
to be higher than that in other groups
(Paveza et al. 1992). This might be related to
the provocative behavior factor of dementia
patients, who often manifest some form of
aggressive behavior (e.g., verbal outbursts,
physical threats, or violence).

• Psychological factors and social isolation.

Depression is a risk factor of abuse, sometimes
leading an aging parent to accept her troubles
without seeking relief (Kosberg and Nahmias
1996). Social isolation of the abused older person
has been suggested as one of the reasons that vic-
tims of elder abuse are rarely detected.

The Adult Child: Characteristics 
of the Abusive Caregiver

• Substance abuse. Alcoholism is associated
with family violence, particularly violence
against aging people (Anetzberger, Korbin,
and Austin 1994).

• Caregiver experience and burden. Family
members who are reluctant to assume the
caregiving role might fail to provide adequate
care to the aging parent (Kosberg and Nah-
mias 1996). Stressed and overburdened care-
givers are more likely to abuse their relatives
than are caregivers who are able to handle
their stress. Caregiver perception of the stress
(i.e., the subjective burden) is likely a more
salient factor in abuse than any measure of
presumed objective stress, such as total num-
ber of responsibilities (i.e., the objective bur-
den) (Zarit and Reid 1994).

• Personality traits. Personality traits associ-
ated with abusive behavior include hypercrit-
ical and impatient behavior, a tendency to
blame the older person for caregiving prob-
lems, and unrealistic caregiving expectations
(Kosberg and Nahmias 1996).

• Absence of social support. A caregiver who is
not linked with informal or formal contacts
such as family, friends, and coworkers is at
greater risk because of lack of support.

Family Factors Related to 
Elder Abuse by Adult Children

• Dependency relationships. A common as-
sumption is that abused elders are often
powerless, dependent, and vulnerable in their
relationship with their family caregivers and,
in addition, have no viable options other than
continuing their current family caregiving
arrangement. On the other hand, there is not
consistent empirical evidence for a higher in-
cidence of abuse in cases of a dependent
elder than in cases of an independent elder
(Pillemer and Finkelhor 1988). In fact, the re-
verse may be true, in that some abusers are
actually more dependent on the aging rela-
tive than vice versa, especially with regard to
finance and housing. If in fact the abuser is
dependent on the victim, abuse arises out of
the abuser’s resentment over his powerless-
ness, leading to the use of control techniques
and violence (Pillemer and Finkelhor 1989).

• Living arrangements. Overcrowded living
spaces and lack of privacy are associated
with intrafamily conflict (Kosberg 1988; Kos-
berg and Nahmias 1996).

• Intergenerational transmission of abuse in
the family. Elder abuse is more common in
families with established lifelong patterns of
violent behavior (Kosberg and Nahmias
1996). Although it has been suggested that
there may be a direct cycle of abuse when a
formerly abused child strikes out at her own
abuser parent when this parent is aging,
there are no direct data to confirm that ob-
servation (Biggs, Phillipson, and Kingston
1995). In fact, it has been suggested that in-
tergenerational transmission of family vio-
lence is more useful in explaining child abuse
by parents than aging parent abuse by adult
offspring (Korbin, Antezberger, and Austin
1995).

• Demands of multiple generations. Responsi-
bility for the care of older adults has fre-
quently fallen on the shoulders of adult fe-
male children, typically middle-aged women.
In turn, such women have sometimes been
labeled the sandwich generation because of
their generational position of family respon-
sibility between their children on the one
hand and their own parent(s) on the other.
Such demands are thought to affect their
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well-being and increase their stress and sub-
jective burden, which might increase the risk
of abuse. That said, the evidence for a rela-
tionship between the burden of taking care of
both children and parents, and abuse is not
consistent (Loomis and Booth 1995).

Contextual Influences beyond 
the Immediate Setting

Some Adult Child Life Contexts 
Related to Elder Abuse

• Employment status and financial resources.
Economic pressures and lack of financial re-
sources to care for a dependent elder family
member may foster resentment. This resent-
ment may not only affect the quality of care
but also lead to abuse (Kosberg and Nahmias
1996).

• Social isolation and lack of formal support.
The lack of social support from family mem-
bers, friends, and associates has been linked
with abusive behavior toward older adults in
the context of caregiving (Kosberg and Nah-
mias 1996). Since caregivers may be stressed
and burdened as a result of caregiving activi-
ties, some investigators believe that one effec-
tive way to prevent elder abuse is to prevent
caregiver stress. As a consequence, a wide
range of programs aimed at providing sup-
port for families has been developed. Such
programs include in-home respite, support
groups, and household help.

Older Adult Life Contexts Related to Abuse
• Social isolation and lack of formal 

support. As already indicated, abused elders
tend to be more socially isolated than
nonabused elders (Gelles 1997). Lack of for-
mal contacts with representatives of commu-
nity agencies or organizations might delay 
or even prevent the detection of an abusive
situation.

The Culture, Public Policy, and Elder Abuse
• Cultural norms. Cultural attitudes and val-

ues may invluence family caregivers to en-
gage in, or may deter them from engaging
in, elder abuse (Kosberg and Nahmias
1996). For example, ageism, the view of
older adults as a less worthy group, may

result in a climate that is favorable to elder
abuse.

• Public policy. The 1987 amendments to the
Older Americans Act created a separate provi-
sion entitled Elder Abuse Prevention Activi-
ties. This authority mandates that states de-
velop public education and outreach to
identify abuse, neglect, and exploitation, as
well as procedures for the receipt and investi-
gation of such reports (Neale et al. 1996). By
1988, every state in the United States had
some form of adult abuse and protection laws
(Biggs, Phillipson, and Kingston 1995). At the
state level, elder abuse legislation has some-
times included mandatory reporting laws, re-
quiring that certain professionals must report
suspected elder abuse. Those professionals
vary by state and include health professionals,
human service professionals, clergy, law en-
forcement professionals, financial profession-
als, and long-term care professionals. More-
over, sixteen states mandate that any person
who suspects abuse must report it. These laws
further vary by state in their definitions of
elder abuse and the types of abuse (i.e., phys-
ical, psychological, and financial abuse, neg-
lect, and self-neglect) that should be reported.
Although all fifty states and the District of
Colombia have some form of elder abuse pol-
icy, eight states do not have any form of
mandatory reporting (Payne 2000).

Home Care and Community-Based
Interventions for Elder Abuse

Mandatory Reporting
Elder abuse is certainly not an easy problem to ad-
dress for a variety of reasons, including the veil of
secrecy that surrounds the problem, secrecy on the
part of the victims as well as of the abusers. Be-
cause many states have policies that mandate the
reporting of suspected elder abuse incidents, there
is frequently a tension between treating the prob-
lem at a family level as a family problem, on the
one hand, and as legally required, government-
mandated issue, on the other. Mandatory report-
ing laws (where they exist), should be part of a
comprehensive elder abuse action policy, which, in
turn, should include three phases of case discovery
process: reporting, investigation, and service de-
livery. Reporting requirements alone are insuffi-

Elder Abuse in the Family 207



cient. To be effective, elder abuse reports must be
investigated by a well-organized investigating
agency. Furthermore, sufficient and adequate
funding for supportive social service agencies is
essential.

Interventions and Services
In general, the specific services available to ad-
dress elder abuse in communities are coordinated
or available through several primary sources, in-
cluding state and local offices of Adult and Protec-
tive Services, Area Agencies on Aging, and local
community centers, which provide services or co-
ordinate service delivery. Such services may rep-
resent a much more effective strategy for address-
ing elder abuse than mandated reporting laws,
taken by themselves (Payne 2000). Although re-
search on interventions for elder abuse has not
evolved to the point that it can be said that specific
interventions are appropriate and therefore rec-
ommended, there is some limited evidence about
the broad categories of services that have been in-
cluded in elder abuse programs (Nahmiash and
Reis 2000).

Medical assistance/nursing. These services may
include occupational therapy, geriatric evaluation
of older adult physical and mental status, and spe-
cific nursing care.

Abuse prevention directed at caregivers. These
interventions are particularly helpful for improv-
ing the circumstances of the caregiver, including
lessening perceived caregiver burden. Services in
this category include the availability of respite
care, family support/family counseling, peer sup-
port groups for caregivers, and education/training
programs for caregivers.

Abuse prevention directed at the care receiver.
These services could include older adult education
sessions in self-care skills and access to informa-
tion via the Internet, individual counseling, tem-
porary shelter, information on legal rights, and in-
formation on how to take advantage of available
resources.

Increasing the social participation of the older
adult. Given that one of the major risk factors as-
sociated with elder abuse is the social isolation of
the victim, these interventions are designed to
bring the older adult in contact with a variety of
social liaisons that might promote his adaptive
skills and independent functioning. These services
would include making the older adult aware of the

availability of community activities at day centers,
encouraging her to participate in volunteer pro-
grams (in particular, and where feasible, in active
volunteering programs such as RSVP—the Re-
tired Senior Volunteer Program), and transporta-
tion to and from activities.

Nutrition programs. These programs are es-
sential to the health and active functioning of
older adults, as well as providing some measure
of relief for the caregiver. Meals-on-Wheels pro-
grams are available in most communities for
older adults whose status might not permit their
easily dining outside the home. Through such
programs, opportunities are available to provide
dietary advice.

Housing services for the older adult. Adaptations
to existing housing may allow for greater mobility
of the older adult within the home and, in so
doing, promote independence and reduce frustra-
tion. Depending on the physical limitations of the
older adult and the current domicile, a wide vari-
ety of adaptive designs are possible, including
wheelchair ramps or self-contained rooms with
bathroom facilities.

Legal strategies. Where necessary a guardian
may be appointed.

Conclusion
Elder abuse is a complex problem requiring the
development of community-based interventions
that incorporate the needs and resources of fami-
lies in facing a problem whose magnitude will
likely increase. A contextually framed understand-
ing of elder abuse is important to the development
of effective programs that can address the array of
factors associated with the abuse of elders in fam-
ily settings. The contributions of family members,
physicians, nurses, social workers, and other prac-
titioners in home care settings remain a vital com-
ponent of any effective intervention. Professional
help and collaboration with families is relevant for
both program interventions and all levels of pre-
vention, including the identification of at-risk
families and provision of services before abuse oc-
curs, and mandatory reporting requirements with
referral to services. An improvement in the nature
and quality of community-based programs is es-
sential to both the prevention and reduction of
elder abuse.

Lawrence B. Schiamberg
Daphna Gans
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See also: Domestic Violence; Housing and Older
Adults; Living Arrangements for Elders; Mental
Illness in Old Age; Older Adults: Preparation for
Future Care
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Empathy
Empathy is a basic human ability that promotes
mutual understanding and allows human beings
to share the experience of others, even across cul-
tural boundaries. Psychologists have defined em-
pathy in several different ways, but in general it is
possible to distinguish two broad categories. The
first involves an emphasis on the cognitive ability
to understand others’ mental and emotional
states. Empathy may be described as an ability
that involves “perspective-taking” (e.g., Borke
1971), “role-taking” (e.g., Mead 1934), or “every-
day mind reading” (e.g., Ickes 1997). The term is
also used in clinical research, in which context it
usually refers to a therapist’s ability to “think
oneself in another’s place,” that is, to perceive the
internal frame of reference of another with accu-
racy, including understanding emotional compo-
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nents and meanings as if one were the person
(e.g., Toombs 2001).

The second way of looking at empathy con-
ceives of it as primarily an emotion (e.g., Lazarus
1991). Empathy is defined as an affective response
that stems from the perception (apprehension) of
another’s emotional state or condition and is very
similar to what the other person is feeling. Empa-
thy is seen here as the vicarious experience of an-
other’s emotional states. An inborn capacity to
infer others’ emotional states from the expression
or situation and a minimal degree of differentia-
tion between self and other are assumed as neces-
sary conditions for this emotional reaction. Recent
developmental and neuropsychological studies
support this second way of understanding empa-
thy, although, as the development of empathy is af-
fected by cognitive development, the cognitive
processes emphasized in the first way are of con-
siderable significance.

Empathy as a specific emotional reaction to
another’s emotional states has importance for
human life in several ways. It creates an important
connection between individuals, and therefore
concepts of empathy are crucial for a better un-
derstanding of social behavior. It has particular
functional importance for prosocial motivation
and behavior, (that is, motivation and behavior
that support or makes a positive, valued contribu-
tion to the social order or society). Furthermore, it
has consequences for emotional development it-
self and can plausibly be seen as an important
component of emotional competence (Saarni
1999). The development of empathy, the process
that results in the individual’s ability to em-
pathize, depends less on genetic conditions than
on socialization. Despite the lack of studies on
cultural variation and on effects of socialization
agents outside of the family, such as peers, for ex-
ample, presently available research offers at least a
general view of how empathy develops in Western
culture.

Development of Empathy
The development of empathy can be seen as taking
place in four stages. The stages laid out here are
similar to those in Martin Hoffman’s developmen-
tal model (1982), which relates empathy to
changes in sociocognitive development, especially
the development of sense of the other.

Emotional Contagion as Antecedent
The emotional reaction to others’ distress in the
first year of life is known as emotional conta-
gion—an inborn or early learned capacity to react
in an affective way to others’ emotional expres-
sions. Infants express distress through one or more
simple mechanisms (such as crying) and since
they cannot differentiate between their own dis-
tress and that of the other, they experience global
distress when others express distress through a
similar mechanism. Already three-day-old babies
start crying on hearing the crying of other babies
(Sagi and Hoffman 1976). The assumption that
emotional contagion is an inborn capacity is sup-
ported in recent studies about mirror neurons in
primates. Even the perception of actions of a being
of the same species evokes part of the same neu-
ronal activity pattern as the experience of one’s
own actions—a kind of simulated action (as if one
were going through the same experience) (e.g.,
Gallese 2001).

Beginning of Empathy
A necessary condition for empathy is the develop-
ment of a first global self-concept, which occurs
between eighteen and twenty-four months (e.g.,
Bischof-Köhler 1991). The child experiences its
own affective reaction as vicarious; that is, the
child recognizes that the affective reaction mir-
rors the other’s state more than its own situation.
This capacity is also recognized in Hoffman’s sec-
ond developmental level, called egocentric empa-
thy. Children have developed a global sense of oth-
ers but cannot yet differentiate between their own
and another’s internal state in a complete way.
They experience a mixture of empathy and dis-
tress and still have difficulty responding sensi-
tively to another’s emotions and needs. Like em-
pathy, distress is defined as an affective response
that stems from the perception of another’s emo-
tional state or condition; unlike empathy, how-
ever, it involves self-oriented feelings of tension,
insecurity, and anxiety.

Empathy at the Interpersonal 
Level with Concrete Targets
Due to increased sociocognitive development,
which involves, among other things, the develop-
ment of self-concept, perspective-taking skills,
and coping strategies, children can experience em-
pathy for a wider range of emotions and in the ab-
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sence of the person empathized with. At the same
time they also can ignore other’s distress and react
with avoidance or even aggression. The cause of
empathy may be the other’s emotional expression
or the situation, and the ability to take someone
else’s perspective is an important factor that may
elicit an empathetic reaction.

Empathy at the Group Level with Abstract Targets
With greater maturity and an awareness that peo-
ple continue to exist over time and in various con-
texts, children can experience empathy in regard
to others’ general conditions. In early adolescence
individuals can react empathetically to the plight
of a group or class of people, such as the impover-
ished or politically oppressed.

Measuring Empathy
Empathy can be studied by using physiological pa-
rameters, facial expression, or self-reported expe-
rience. Observational studies are mostly used in
childhood, whereas questionnaires are often used
in adolescence.

Individual Differences
Individual differences in empathy-related respon-
siveness can already be observed in 2-year-olds.
Results of observational studies with young chil-
dren are not, however, necessarily stable over con-
texts and over longer time periods (Friedlmeier
and Trommsdorff in prep.). Therefore, the ob-
served empathetic reaction should not be inter-
preted too quickly as a disposition. There is evi-
dence that dispositional empathy develops from
early adolescence into early adulthood (Eisenberg
et al. 1995).

Challenges in Determining Intensity of Empathy
The use of the three different means mentioned of
determining whether someone is experiencing
empathy, and if so how strongly, creates difficul-
ties; the individual cannot affect his own physio-
logical parameters, but he can control his facial ex-
pression to some degree, and if he is reporting his
own experience, he can control the account com-
pletely.Age-related significant increase of empathy
is reported when facial expression is observed and
when the individual reports his own experience
and less for nonverbal or other-report measures.
The ability to mask or to exaggerate the forms of
expression leads to dissociation of emotional ex-

pression and feeling. Therefore, facial and gestural
indices are unrelated or even inversely related to
self-report in early school age.

Gender Differences
The effect of the different degrees of control over
the various indices of empathy can clearly be seen
in regard to gender differences. Despite the stereo-
type that women and girls are more empathetic
than men and boys, the state of research shows a
more complex picture. The expected gender differ-
ences were found for self-report studies, but less
difference was found in observational studies, in
which a combination of behavioral and facial reac-
tions was generally used, and no differences were
found in studies using nonverbal facial and physi-
ological measures (Eisenberg and Miller 1987).
The sex differences in self-reported empathy in-
creased with mean age of the sample and when the
targets of the empathic response were unspeci-
fied/unknown individuals. These differences may
be the consequence of internalized sex role stereo-
types into the self-images.

Empathy and Social Behavior
When one experiences the positive emotional
states of another person, empathy may lead to a
shared positive feeling with the other, but this phe-
nomenon has rarely been studied. In fact, Kim
Chisholm and Janet Strayer (1995) report that
happiness was the easiest and safest emotion to
share, when compared with fear, anger, and sad-
ness, but most research has concentrated on
studying the experience of negative emotional
states of another person, and it is here that the ef-
fect of empathy on social behavior has been ob-
served. Here, empathy leads to sympathy (feeling
of sorrow and concern for the other) or gets mixed
with it, an experience that may elicit prosocial mo-
tivation and behavior, as the desire to change the
other’s situation comes into play.

Empathy plays a crucial role for prosocial de-
velopment because already in early childhood,
when moral standards have not yet been devel-
oped, empathy has functional meaning. Children
between 18 and 24 months are particularly likely
to display prosocial behavior as a consequence of
experiencing empathy (e.g., Friedlmeier and
Trommsdorff in press). In the beginning and even
at the age of two and three years, the resulting ac-
tions may be somewhat inappropriate and egois-

Empathy 211



tic, as when children take an unhappy child to
their own, rather than to the other’s mother.

Empathy does not always lead to sympathy; it
can also lead to personal distress. Whereas sympa-
thy, because of its intrinsic other-oriented motiva-
tion, is likely to lead to altruistic helping behavior,
personal distress involves the egoistic motivation of
desiring to alleviate one’s own distress (Batson
1998). Prosocial behavior only occurs when reduc-
ing another’s negative emotion or circumstances is
the easiest way to alleviate one’s own distress. If di-
rect contact with the person suffering can easily be
avoided, the person experiencing vicarious distress
will not assist. When children experience a play-
mate’s misfortune in a real situation (in contrast to
watching a film), two forms of distress can be ob-
served in real situations: distress with gaze aversion
and distress with focus on the concerned person
(Trommsdorff 1995). The gaze-aversion distress
seems to have a less blocking function for prosocial
behavior. It has been shown that the induction of an
egoistic motivation as a means of distracting atten-
tion led to an unblocking of prosocial behavior in
case of distress in 5-year-olds (Trommsdorff and
Friedlmeier 1999). In general, strong positive rela-
tions between empathy and prosocial behavior and
negative relations between distress and prosocial
behavior decrease during childhood. Sociocogni-
tive development leads to more evaluation
processes as the child asks, for example, whether
she can really help this person, and the internalized
standards that come with moral development con-
tribute to this change (Hoffman 2000).

Alongside the specific functional importance of
empathy for prosocial behavior, children’s empa-
thy is related to socially competent behavior and
low levels of problem behavior in general (Eisen-
berg and Miller 1987; Eisenberg et al. 1996). How-
ever, empathy can also lead to outcomes that, from
a Western perspective, are socially undesirable.
People induced to feel empathy and sympathy
were likely to allocate resources preferentially to
the individual for whom sympathy was felt, even if
such an action violated principles of justice (Bat-
son at al. 1995).

Empathy and Emotional Development
Alongside the development of specific emotions,
recent research focuses on the development of
emotion regulation abilities as well as of emotional
responsiveness in general as important processes

for emotional development (e.g., Friedlmeier
1999). These abilities develop within the interac-
tive processes between caregiver and child in the
first years of life before the child acquires self-reg-
ulating capacities. Empathy is the affective part of
perceiving others’ emotional states. All these
processes are interrelated: On the one hand, empa-
thy serves as a condition for development of spe-
cific emotions, and on the other hand, emotional
expression and regulation abilities affect the em-
pathetic experience.

Empathy as a Condition for Specific Emotions
Guilt develops on the basis of empathy. The expe-
rience of empathy and the recognition that one is
the unintended cause of the other’s state lead to
the feeling of guilt (Hoffman 2000). The clear uni-
directional relationship changes in later develop-
mental stages, and the feeling of guilt can come to
evoke empathy. The feeling of guilt leads to taking
the perspective of the person one has wronged,
which may evoke empathy. Since the maintenance
of empathetic experience depends on further eval-
uation processes, empathy can also lead to nega-
tive emotional reactions. Envy can be seen as the
outcome of sharing someone else’s positive feeling
and then deciding that he does not deserve it or
then developing the wish to be in his situation. Or
if the empathic reaction to another’s misfortune is
combined with a positive evaluation of that mis-
fortune, based for example on a negative relation-
ship with the person or on negative personality at-
tributions, gloating over the other’s misfortune
(often referred to as schadenfreude, from the Ger-
man for “joy in damage”) may be the consequence.

Emotional Expression Affects 
the Development of Empathy
The restriction of emotional expression by the
caregiver in relation to her own negative experi-
ences may lead to less experience of empathy on
the part of the child, whereas if the caregiver’s re-
action to someone else’s emotional experience is
weak, but she does not express that weak reaction,
the child’s empathy may even be heightened. Boys
who had experienced a high restriction of emo-
tional expression in their home environment did
not recognize their distress or denied it compared
to their facial and physiological markers, even
when their facial expressions and physiological re-
sponses gave clear evidence of distress (Eisenberg
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et al. 1991). At the same time, when caregivers
firmly restricted emotional expressions of a kind
hurtful to others, children developed more empa-
thy and sympathy.

The Ability to Regulate Emotion 
Affects the Development of Empathy
The experience of another’s emotional state evokes
physiological arousal as part of the empathic
process. It seems that an optimal level of empathic
arousal, neither too high nor too low, is necessary
in order to lead to sympathy. If arousal is high, dis-
tress may be the outcome, except for individuals
who are relatively skilled in regulating and coping
with their own emotional arousal (Eisenberg and
Fabes 1990). The ability to use problem-focused
coping, that is, to actually try to change the factors
in the environment that are causing the suffering,
tends to lead to the kind of empathy that involves
sympathy rather than to distress, as well as to bet-
ter regulation of the vicarious negative emotion.

Furthermore, individual differences in emo-
tional arousability and in the ability to regulate
one’s emotional reaction are important aspects for
understanding individual differences of empathy.
And this ability develops in relation to the care-
givers’ support. Parental practices that support
children dealing constructively with their own
negative emotions seem to foster sympathy rather
than personal distress (Eisenberg 2000). Children
who cannot adequately regulate their own emo-
tions may tend to become overaroused and experi-
ence an aversive response to others’ distress.

The Influence of Socialization
Although empathy (including sympathy) probably
has a biological basis, as discussed above, it is
likely that children’s experience in the home and
other social contexts affect the development of
empathy. (Indeed, the influence of the caregiver
has already been discussed to some extent in the
previous section.) Socialization influences are
complex, and not all relevant aspects are studied
yet. Two gaps in the research are apparent: First,
social contexts beyond the family have been neg-
lected. Once research on empathy takes into ac-
count that peer relations, especially friendships,
are important to the development of reciprocal in-
terpersonal understanding (Youniss 1992), peer
interactions may turn out to play a prominent role
in empathy development. Second, the research has

not given enough attention to the way socialization
processes vary, depending on cultural values and
related parental beliefs.

On the second area, however, some research has
been done that indicates how useful more would
be. Due to the focus on relatedness and mainte-
nance of harmony in Japan, mothers build a
stronger bond to their young children than is usual
in Western countries and thus create the feeling of
oneness. When Japanese toddlers were compared
with German, they reacted with more distress to-
ward another’s misfortune, and despite their
mothers’ stronger sensitive support, they were less
able to regulate their distress reaction (Friedl-
meier and Trommsdorff 1999; Trommsdorff
1995). The results of this study can be interpreted
by referring to culture-specific interpersonal pat-
terns, and more studies outside Western countries
are necessary to better understand the impact of
culture on empathy and its development.

Most research on the influence of socialization
on empathy has focused on parents in Western
cultures, where it has been shown that the care-
givers may serve as models in a direct way. Studies
have also indicated that the quality of relationship
between caregiver and child, the caregiver’s disci-
plinary practices, and the treatment of emotions
within the family all influence the individual de-
velopmental path of empathy.

Caregivers as Models
Whereas the results of studies about the relation-
ship between parents’ empathy and children’s em-
pathy are inconsistent, the evidence that parents’
sympathy serves as a model for children seems to
be more robust. Mothers’ sympathy has been posi-
tively correlated with daughters’ sympathy and
negatively with daughters’ distress. Fathers’ sym-
pathy has been linked to boys’ sympathy (Fabes,
Eisenberg, and Miller 1990).

Quality of Relationship
Warm and affectionate parenting seems to foster
children’s empathy (e.g., Trommsdorff 1991). Es-
pecially when children are under stress, such
parental behavior may foster empathy more than
the overall level of maternal warmth. There is also
evidence that attachment quality affects the devel-
opment of empathy. Securely attached children
have been found to display more sympathy with
peers at 3 years of age (Waters, Wippman, and
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Sroufe 1979) and to show higher levels of empathy
and prosocial behavior in preschool (Kestenbaum,
Farber, and Sroufe 1989).

Disciplinary Practices
Discipline that involves the use of reasoning is re-
lated to children’s empathy in a positive way. Espe-
cially if caregivers turn children’s focus of atten-
tion to the other’s situation so that they may feel
and understand the other’s distress, children dis-
play more sympathy (e.g., Eisenberg et al. 1992).
This approach, often termed an induction strategy,
seems to be an important tool for fostering the
child’s feeling of empathy and sympathy directly at
the emotional level. Preschool children whose
mothers used nonphysical power assertion (in-
cluding negative appraisals of the children) rarely
showed more sympathy than the norm (Miller et
al. 1989). At the same time, children whose par-
ents are demanding and limit-setting displayed
more empathy than children whose parents were
more indulgent.

Treatment of Emotions within the Family
When parents openly communicate emotional
states that are not harmful or hostile, children are
encouraged to experience others’ emotions (Eisen-
berg et al. 1991). Expression of strong negative
emotions by parents leads to stronger personal
distress reactions in children (Eisenberg et al.
1992). Parents’ discussions of emotions foster per-
spective-taking and an understanding of emotion
in everyday interaction rather than in problematic
situations (Dunn, Brown, and Beardsall 1991). In
the latter, parents foster their children’s ability to
take another person’s perspective and to under-
stand the role of emotion in their everyday inter-
actions. In problematic situations, on the other
hand, direct support and regulation strategies are
more helpful as means of encouraging children’s
empathy.

Although the data are still limited, there is some
convincing evidence (for Western cultures) that
parents who set high standards for their children,
who use reasoning (induction) as a discipline
technique, who expect mature behavior without
overcontrolling or punishing, and who express
their emotional states openly, without overempha-
sizing negative or even hostile emotions, are rela-
tively likely to rear empathic children. These char-

acteristics taken together constitute what has been
called authoritative parenting.

Wolfgang Friedlmeier
See also: Moral Development; Parent-Child Synchrony;

Parenting Styles
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End-of-Life Decision Making
Current discussions of death within American cul-
ture include the topic of the end-of-life period and
the decisions that must be made during that pe-
riod. Decisions about wills and funerals have al-
ways had to be made during this period, if not be-
fore. Recent advances in technology, including the
improvement of life-prolonging equipment and
improvements in medications, require that indi-
viduals and families make even more difficult per-
sonal choices related to death. Families faced with
end-of-life decision making need assistance in
making all these choices.

Background
The end-of-life period is typically analogous with
the time preceding death for individuals with a
terminal diagnosis. Hospice programs, which pro-
vide comfort care to terminal patients and their
families, consider a patient terminally ill if a
physician states that she has six months or less to
live (Gwinn 2000). Patients during the end-of-life
period experience similar symptoms (pain, short-
ness of breath, confusion, loss of appetite, nausea,
fatigue, and depression) (National Institutes of
Health 1997). These symptoms significantly affect
the quality of life of patients and their families, as
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well as the costs, in financial terms, and the other
burdens of the medical care needed for symptom
management (National Institutes of Health 1997).
Due to these symptoms, typical end-of-life dis-
cussions focus on on how to determine the qual-
ity of life of the dying patient and on the meaning
of the term, ‘death with dignity’ (Kaufman
1999/2000).

The end-of-life period as a developmental stage
seldom receives attention, yet older individuals
without a terminal diagnosis face end-of-life deci-
sion making also. These decisions concern long-
term care when independent living is no longer
possible, the making of wills, and funeral arrange-
ments. Any discussion of the end-of-life period as
a developmental stage must also consider the
questions that arise about quality of life and death
with dignity.

Legal Context
The end-of-life period gained media attention in
1974 with the Supreme Court decision in the
Karen Quinlan case, which established four legal
precedents: The patient has the right to refuse
treatment; if the patient is mentally incompetent,
someone else has the right to decide to terminate
treatment; the family has that right rather than the
hospital; end-of-life decisions should consider the
invasiveness of the treatment and the likelihood of
patient recovery with that prescribed treatment
(Webb 1997).

In 1990, the U.S. Congress passed the Patient
Self-Determination Act (PSDA) to support state
laws governing individual rights in decision mak-
ing related to medical treatments (Pietsch 2000).
In the same year, the U.S. Supreme Court issued
the first right-to-die decision, in the Nancy Cruzan
case, reaffirming the right of the patient (or the pa-
tient surrogate) to refuse treatment (Webb 1997).
Undoubtedly, the actions of Dr. Jack Kevorkian
made the discussion of the right to die even more
controversial when he publicly participated in as-
sisted suicides in the state of Michigan in the
1990s. Because of these controversial cases, groups
concerned with the care of individuals at the end
of their lives struggle to reach a consensus regard-
ing appropriate care during this period .

Advanced Directives
Advanced directives, covered under the Patient
Self-Determination Act, facilitate the control pa-

tients have during the final days of their lives.
Through advanced directives, one can provide di-
rections, in advance of impairment, specifically to
guide a physician in making medical decisions
(Pietsch 2000). Influenced by improved medical
technologies in the 1950s, the advent of advanced
directives came when a push to make it legal for
medical personnel to withhold unwanted treat-
ments resulted in states passing laws regulating
end-of-life medical decisions (Lens and Pollack
2000). The primary mechanisms of translating the
concept of self-determination into these laws are
advanced directives, including living wills and
durable powers of attorney.

Activated when individuals become incompe-
tent to make medical decisions, a living will and a
durable power of attorney protect the patient’s
wishes about life-prolonging measures.When des-
ignated in a will, family members can make
health-care decisions for individuals who fail to
execute a living will or a durable power of attorney
(Lens and Pollack 2000)

Funerals
Lavish in Victorian times, funerals in the twentieth
century, especially after World War II, have taken
on a simpler form (Pleck 2000). Designed to show
love and respect to the dead, the ritual of funerals
is specific to each culture. Planning for a funeral
before death is difficult, but it eases the burden ex-
perienced by families after death. A wide range of
options in funeral arrangements is available, and
an early discussion of the arrangements ensures
that the ceremony will meet the needs of the fam-
ily and carry out the wish of the individual who
dies. Because funerals can be costly, early planning
is also needed to reduce the burden experienced
by the family after death.

Wills
Early planning for the disposition of property and
estates also reduces anxiety for family. A will is a
legal document that contains a statement of how
someone wants his or her property dispersed upon
death (Prudential Planning 2001). Provisions for
consideration in wills include guardianship of
children, the creation of trusts (to fund education
or long-term care), and the naming of an executor
(personal representative after death). Without a
will, estate settlement can be costly for the benefi-
ciaries of the estate (Prudential Planning 2001).
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Challenges Facing the Family
Few individuals discuss death and the end-of-life
period, making it difficult or impossible for family
members to know the wishes of their loved ones at
life’s end and to know what types of assistance
they need as family caregivers. Obtaining ad-
vanced directives of the kinds discussed above is
certainly helpful, but there are still challenges that
need to be taken into account.

Cultural Considerations
The placement of modern death within the context
of a medical model hinders the consideration of
factors associated with the vast differences among
cultural groups and, within these groups, the pre-
scribed structure that gives death meaning for the
group and makes it more difficult to take into ac-
count the prescribed structure that gives death
meaning for each group (Braun at el. 2000). There-
fore, families and patients may find it difficult to
make their needs and wishes understood, yet com-
munication to gain an understanding of the mean-
ing of death for the people involved is key to im-
proving quality at the end of life. Educational
limitations of physicians in end-of-life care affect
their ability to discuss the end-of-life period with
patients and families, to understand cultural dif-
ferences among populations, and to learn to listen
to patient and family preferences (Glaser 2000).
Obtaining assistance from spiritual and lay leaders
within the culture of the people involved is an es-
sential component in end-of-life decision making.
The use of these community resources also helps
the family in the process of caregiving.

Some Challenges in Caregiving
Family caregivers may or may not be prepared to
meet the needs of caring for a dying family mem-
ber. Hospice is one choice to assist family care-
givers at this difficult time. However, a patient
must receive a written diagnosis from a physician
stating that she has six months or fewer to live in
order to qualify for a hospice benefit from
Medicare (Gwinn 2000). It is of course difficult to
be certain that the patient will die within six
months (Finucane 1999), and chronic diseases
often have life expectancies of longer than six
months; such problems often inhibit physician re-
ferral to hospice (Gwinn 2000). If the physician
defers providing the required diagnosis, patients
are unable to take advantage of the full hospice

benefit from Medicare. Even when patients are
able to get referrals, barriers to hospice use may
involve families with knowledge deficits and mis-
conceptions about the use of hospice (Johnson
1999) and who associate hospice with giving up
hope. Even with hospice, the transition to death is
difficult, because of an overwhelming desire on
the part of the patient and family for death not to
occur (Finucane 1999). It is essential for profes-
sionals to assist families during this transitional
period.

Professional Implications
Professionals must be prepared to discuss death
and the end-of-life period with patients and fami-
lies to ease the transition into death. Difficult deci-
sions related to death and dying require that pro-
fessionals assess their own bias toward death and
work toward becoming more able to facilitate the
decision-making process. Use of an ecological
framework is one option for easing the burden as-
sociated with the decision-making process and
with discussions of death in general.

Human Ecology
Family ecology theory, as a subset of the human
ecology model, provides a framework for under-
standing the needs of families facing end-of-life
decisions. The family ecosystem structure ac-
knowledges the diverse characteristics of families
in respect to structure, ethnic origin, life stage, and
socioeconomic status, and the attributes unique to
individuals and family members. If these attrib-
utes, including needs, values, goals, and resources,
are considered during end-of-life decision mak-
ing, a professional can help families make use of
information in such a way that the end-of-life pe-
riod will see the patient’s quality of life maintained
and that death will come with dignity (Bubolz and
Sontag 1993).

Professional awareness of family paradigms
and an understanding of boundary regulation
within families, of the dominant attitudes and val-
ues within families, and of the process for ex-
change and management of information are es-
sential when helping families during the final days
of one of their members (Constantine 1986). Al-
though invisible, paradigms provide a template for
understanding the expressed behaviors and char-
acteristics in a family’s way of dealing with life
(Constantine 1986).

End-of-Life Decision Making 217



Educational Needs
Professionals working with families as they cope
with the end-of-life period need education related
to death, cultural perspectives on death, policies
related to the end-of-life period, and ecological ap-
proaches and family paradigms. Understanding
the interaction of families with their environments
is an essential component in assessing the educa-
tional needs of families as they make decisions at
the end of life.

Policy development must include definitions of
family in a cultural context that recognize the in-
fluence of ethnicity, religion, and family and re-
gional differences in end-of-life decision making.
Identification of gaps in family policy, such as a
focus on the needs of children but not on the needs
of the aging adults within the same family, may
ease some of the burdens associated with end-of-
life decisions. As advocates, family professionals
must promote the use of an ecological perspective
in the development of end-of-life policy; that per-
spective recognizes the heterogeneity of family
forms and the full range of interaction of the fam-
ily within the community and nation (Monroe
1995).

The aging of America will place all families in
the position of making end-of-life decisions. Fu-
ture research in this area should focus on qualita-
tive studies that describe the cultural differences
as well as the similarities in what families experi-
ence when a member is dying and disseminate the
knowledge to professionals who care for families
and legislators who design family policy. The use
of ecological models and family-related theories
will benefit those individuals at the end of life,
their families, and the communities in which they
live through an understanding of family diversity
and all the interactive relationships involved.

Susan K. Hoppough

See also: Bereavement; Death: A Family Perspective; Living
Arrangements for Elders; Suicide in Older Adults
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Energy: Standards, 
Codes, and Labels
As individuals and families interact with their
environment, they are faced with rules and poli-
cies that govern or guide their behavior. Home
energy codes and standards, incorporated to en-
sure safety and performance levels, are among
these guidelines. To assist consumers with their
decision-making behavior regarding energy-re-
lated products, energy labels have been devel-
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oped that identify the most energy-efficient
products available.

Residential energy standards, codes, and labels
are established guidelines for energy performance
used in the production and purchase of a home
and its equipment. Energy standards are docu-
ments prepared by recognized standard-setting
organizations that prescribe methods and materi-
als for energy efficiency. Standards act as a techni-
cal base for codes. Codes are legal instruments
adopted within a political jurisdiction that pre-
scribe acceptable features of structural design
and/or performance for energy usage. Energy
codes are adopted by state and local governing
bodies to designate level of efficiency desired for
homes in that locality. Energy labels are placed on
homes and home equipment to assist consumers
in their purchasing decisions. EnergyGuide and
Energy Star are two such labels.

Appliance and Equipment Energy Standards
The first appliance standards to establish minimum
energy efficiency were introduced by many states in
the late 1970s and early 1980s. Appliance manufac-
turers, facing the burden of complying with differ-
ing state standards, supported the development of
federal energy standards. In the late 1970s, the En-
ergy Policy and Conservation Act (EPCA) required
the U.S. Department of Energy (DOE) to develop
test procedures for residential appliances that
would indicate maximum improvements in energy
efficiency that were technologically feasible and
economically justified. The National Appliance En-
ergy Conservation Act set the first national effi-
ciency standards for appliances in 1987. The act
called for improvements in water use, insulation,
and motor efficiency, and the incorporation of elec-
tronic ignition for gas appliances to replace the
standing pilot light. The act also established a
schedule for regular updates to these standards that
would reflect new product designs or technologies
(Energy Efficiency and Renewable Energy Network
2001b). Current standards have already saved con-
sumers $1.9 billion and will ultimately save $58 bil-
lion in energy costs over the lifetime of appliances
installed between 1990 and 2015 (Energy Efficiency
and Renewable Energy Network 2001a, 3).

Model Energy Code
The Model Energy Code (MEC), as of 1998, is pub-
lished and maintained by the International Code

Council (ICC) as the International Energy Conser-
vation Code (IECC). It lists energy efficiency crite-
ria for new residential and commercial buildings,
as well as additions to existing buildings. The MEC
was first published in 1983 and has been amended
periodically, with the latest edition appearing in
1998. Different states adopt different versions of
the code because they have different schedules for
code updates (Office of Building Technology, State
and Community Programs 2002). States may also
add their own amendments.

EnergyGuide Labels
The EnergyGuide label is a bright yellow label with
black lettering found affixed to certain types of
new home appliances where large differences in
energy use exist between similar products on the
market. The Federal Trade Commission’s Appli-
ance Labeling Rule of 1980 is a mandatory pro-
gram that requires that the label be placed on all
new refrigerators, freezers, water heaters, dish-
washers, and clothes washers. The EnergyGuide
label is not required on microwave ovens, electric
ranges, clothes dryers, on-demand water heaters,
and portable space heaters, but labels could be re-
quired in the future (Energy Efficiency and Re-
newable Energy Network 2001c).

The EnergyGuide label will not tell you which
appliances are the most efficient, but it will allow
you to compare annual energy consumption and
operating costs. In the center of the label is the esti-
mated yearly electricity consumption shown in
kilowatt-hours (kWhs), along with a scale designat-
ing the operating costs of similar products from the
least to most energy used. The kWh figure is based
on average usage assumptions, and actual energy
consumption may vary depending on the appliance
usage and consumer habits. The labeled model is
indicated by an arrow pointing to its position
among similar models on the scale. This allows the
consumer to see how this product compares to sim-
ilar products on the market or products in the store
(Energy Efficiency and Renewable Energy Network
2001c). Labels for appliances that may use either
gas or electricity to heat water for operation, like
clothes washers and dishwashers, also provide a
comparison of estimated cost of operation between
the two fuels. This estimated cost is based on na-
tional average energy costs.

Air conditioners, heat pumps, furnaces, and
boilers are also required to carry an EnergyGuide
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label to help consumers compare one model to an-
other, but these labels differ somewhat from the
appliance labels. Because the operating costs for
these products vary greatly from one home to an-
other depending upon the climate, family size, and
other factors, energy use cannot be estimated
(Wilson, Thorne, and Morrill 1999). Instead, these
labels include an energy efficiency rating, and the
type of rating varies by product. Some of the rat-
ings used are as follows:

AFUE: Annual Fuel Utilization Efficiency. Used
to compare gas furnaces. Represents the
percentage of heat going into the house out
of the total burned.

HSPF: Heating Season Performance Factor. The
heating system performance of an electric
heat pump based on standard heating load
and outdoor climate over a season.

EER: Energy Efficiency Ratio. Energy efficiency
of electric air conditioning equipment based
on laboratory tests.

SEER: Seasonal Energy Efficiency Ratio. Sea-
sonal cooling efficiency of a heat pump in its
cooling mode, based on a standard cooling
load and outdoor climate during a cooling
season.

COP: Coefficient of Performance. Ratio of a heat
pump’s BTU heat output to the BTU electric
input based on laboratory tests.

Energy Star Labels
The Energy Star labeling program was introduced
in 1992 by the United States Environmental Pro-
tection Agency (EPA) to identify and promote en-
ergy-efficient products in an effort to reduce car-
bon dioxide emissions. The Energy Star label is not
mandatory, so EPA relies on the voluntary cooper-
ation of manufacturers in having their products
tested and retailers in displaying the labels in
stores.

The use of more energy-efficient products
means less electric production and reduced levels
of carbon dioxide and other emissions from power
plants. EPA partnered with the Department of En-
ergy (DOE) in 1996 to promote the Energy Star
label, with each agency being responsible for par-
ticular product categories. Energy Star covers new
homes, many building products, residential heat-
ing and cooling equipment, major appliances, of-
fice equipment, lighting, consumer electronics,

and more (Environmental Protection Agency
2001).

Consumer products that carry the Energy Star
label are among the most energy-efficient prod-
ucts in their category, with energy performances
that exceed current standards established for that
product. These products also have lower standby
energy losses. Energy Star homes are houses con-
structed with energy-efficient features and equip-
ment that make the structure at least 30 percent
(Wilson, Thorne, and Morrill 1999, 4) more effi-
cient than the current International Energy Con-
servation Code (formally known as the Model En-
ergy Code) or state energy codes (Kibert 1999).

JoAnn M. Emmel

See also: Consumption, Ethical; Energy Efficiency in the
Home
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Energy and Home Usage
The home serves as a microenvironment for indi-
viduals and families, and the use of energy helps
these households heat and cool their surround-
ings, prepare food, and conduct numerous other
day-to-day activities. Adopting effective energy
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management and sustainability practices, as well
as incorporating renewable energy sources, can
help families curb household energy costs while
reducing natural resource use and the polluting ef-
fects of fossil fuels.

Homes have improved in energy efficiency over
the years, but today’s homes contain more energy
intensive equipment than homes of the past. The
largest portion of home energy is used for home
heating and cooling, followed by appliances. Use of
renewable energy sources and sustainability
strategies are helping to lessen the impact of en-
ergy use on the environment and preserve energy
resources future generations. Consumer energy
decisions at home are critical to the success of a
long-term energy use strategy.

History
U.S. homes constructed prior to the mid-1890s
lacked many energy features found in homes
today. They were not tightly sealed, lacked insula-
tion, and contained very simple, inefficient equip-
ment. Most homes were heated by wood and coal.
The first oil well in the United States was drilled in
1859, but oil remained unused by American homes
for many years, due to a lack of technology to em-
ploy and distribute it. Because of this, American
households continued to use wood and coal as
their main energy sources, well into the twentieth
century (Florida Power and Light 2001). Today,
natural gas is the primary fuel for home heating.

In 1907, only 8 percent of the nation’s homes
had electricity. By 1925, over half were electrified,
although many rural farmhouses were not con-
nected to the grid until after World War II (Florida
Power and Light 2001). The introduction of the
Rural Electric Cooperatives was greatly responsi-
ble for bringing electricity to the rural areas.

Household Usage
Households in the United States spend an esti-
mated $110 billion each year to power home
equipment such as lights, appliances, water
heaters, furnaces, air conditioners, and lights (En-
ergy Efficiency and Renewable Energy Network
2001b, 1). That equates to about $1,329 per house-
hold. The average home’s energy consumption can
be divided as follows: 46 percent—heating and
cooling; 24 percent—lighting, cooking, and other
appliances; 15 percent—water heating; and 15
percent—refrigerators and freezers (Energy Effi-

ciency and Renewable Energy Network 2001a, 1).
These proportions have changed over the past two
decades. More energy-efficient homes and heating
equipment have decreased the percentage of energy
used for space heating. Air conditioning percent-
ages have also dropped slightly. (Energy Informa-
tion Administration 2001a). Despite the fact water
heaters and appliances have steadily increased in ef-
ficiency, the proportion of the home energy budget
they use has increased, because households today
use more appliances and electric devices.

The primary heating fuel of over half the
households in the late 1990s was natural gas; its
use remained fairly constant during the 1980s and
1990s at 55–52 percent. Electric heating has nearly
doubled during those same decades, from 16 to 30
percent; however, liquefied petroleum (LP) gas (4
percent) and wood (2 percent) usage remained the
same. Oil and kerosene use decreased from 22 to
10 percent (Energy Information Administration
2001a).

Slightly over half (55 percent) of U.S. homes use
forced-air furnaces for heating, and their use has
increased only slightly (from 50 percent) over the
past two decades. Steam or hot-water systems have
decreased in popularity from 18 to 13 percent,
while heat pump use has increased from 2 percent
to 10 percent (Energy Information Administration
2001a).

Renewable Energy
Much of the energy used for our homes originates
from fossil fuels such as coal, oil, and natural gas.
Fossil fuels are nonrenewable, drawing on finite
resources that will eventually be depleted. These
fuels are known to contribute to environmental
problems. Renewable energy resources, like wind
and solar, will never run out and provide a cleaner
source of energy.

The use of sunlight, or solar energy, to heat
homes is not a new development in our nation.
Early Native Americans of the West built their
homes and villages on the south sides of cliffs to
take advantage of the warm winter sun and to pro-
tect from the cold northern winds. Today we can
also heat our homes with the sun, using active or
passive solar heating methods. The sun can also be
used for solar cooling, hot water heating, and elec-
tricity generation (called photovoltaics).

Other renewable sources available to con-
sumers are geothermal, hydro, and wind energy.
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Homes can use geothermal energy, heat from the
Earth’s interior, to heat their homes or to provide a
heat source for geothermal heat pumps. Although
most wind energy is used commercially to pro-
duce electricity, some residential structures use
wind as their electric generation source. Small,
private hydro (water) generation systems could
also provide electricity for a home.

Energy and the Environment
Many energy use decisions impact the environ-
ment. Some of the biggest environmental prob-
lems linked to energy are acid rain, oil spills, and
global warming, all of which develop from the
transport and burning of fossil fuels. Carbon diox-
ide is the main contributor to global warming, and
scientists warn that global warming will increase
our earth’s temperature. The United States is re-
sponsible for one-fourth of the world’s carbon
dioxide emissions (Wilson, Thorne, and Morrill
1999, 1–2).

Energy use can also impact the environment
inside the home. As wood and fossil fuels are
burned by home heating systems, indoor air can
be depleted, and harmful pollutants can be re-
leased. Toxins like carbon monoxide, nitrogen

dioxide, sulfur dioxide, and respirable particles
can leak into the home if the heating device is not
drafting properly, the chimney is blocked, or the
flue is cracked. Carbon monoxide detectors are
highly recommended in all homes using combus-
tion equipment.

Molds and mildew can also become a problem.
Tighter or better-sealed homes make it more im-
portant to use ventilation equipment to remove ex-
cess moisture.

Consumers can reduce energy use significantly
through their energy product purchasing deci-
sions and the management of energy in their
homes. The efficient use of energy in the home and
automobile is the most valuable strategy to ensure
the economic well-being and future energy sup-
plies of our nation, as well as a cleaner environ-
ment (Florida Power and Light 2001). For every
kilowatt-hour (kWh) of electricity not used, over
two pounds of carbon dioxide would be saved
from going into the atmosphere (Wilson, Thorne,
and Morrill 1999, 1).

Sustainability
A comprehensive approach to managing and con-
serving our resources and protecting our natural
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environment is called sustainability. The aim of
sustainability is to live within the limits of the
goods and resources provided by the ecosystem
without depleting these elements for future gener-
ations (Kibert 1999).

The goal of sustainable building design, also
called green building, is to design a building that is
resource and energy efficient, comfortable,
healthy, functional, and long-lived, one that pro-
motes the well-being of its occupants and the
earth (Barnett and Browning 1995, 13). Such
buildings minimize energy consumption through
their design, structure, and equipment.

Consumer Energy Management
Consumer decisions can greatly impact home en-
ergy usage. Energy management involves design-
ing strategies to maximize efficiency in energy
use. A comprehensive plan begins with building in
energy efficiency through the design, structure,
and equipment in a home and incorporating
energy-efficient landscaping. Without proper en-
ergy management, however, these homes cannot
perform at maximum efficiency. Energy manage-
ment can also include conservation or cutting
back energy use. Consumers can use the following
steps to manage home energy efficiently.

Heating
Set the thermostat at the lowest temperature

comfortable to you. A setting of 68 degrees
is recommended for the winter.

Caulk and weather strip where needed.
Use programmable thermostats to help man-

age temperature changes.
Keep heating equipment maintained and fil-

ters clean for efficiency and safety.
Cut the temperature levels in unused rooms.
Install storm windows.
Use heavy window coverings on cold windows

at night.
Allow the winter sun in during the day.

Cooling
Use blinds and draperies to block unwanted

sun in the summer.
Open windows to take advantage of natural

breezes.
Use ceiling and other fans to provide comfort

on warm days.
Keep cooling equipment maintained.

Set the thermostat at a comfortable, but not
overly cool temperature.

Appliances
Keep refrigerator condenser coils clean.
Don’t keep the refrigerator door open longer

than necessary.
Opening the oven door during cooking can

lower the temperature 25 degrees.
Wash full loads of dishes and clothes, or use

the appropriate water level for smaller
loads.

Don’t rinse dishes before placing them in the
dishwasher.

Keep refrigerator temperatures at 35–38 de-
grees for fresh food and 1–4 degrees for
frozen food.

Lighting
Turn out lights when you leave a room or area.
Use natural light when possible.
Only turn on the lights that are needed.
Replace bulbs when they become darkened.
Replace incandescent lights with fluorescent

when possible.

Hot Water
Take short showers instead of baths, and in-

stall low-flow shower heads.
Do not rinse dishes under continually running

hot water.
Insulate the water heater and hot water pipes

in unheated areas.
Lower the water heater temperature to 120 de-

grees unless your dishwasher does not have
a booster heater when 140 degrees is
needed.

Use cold water for washing clothes when ap-
propriate and always use a cold-water rinse.

JoAnn M. Emmel

See also: Air Quality; Consumption, Ethical; Energy
Efficiency in the Home; Energy: Standards, Codes,
and Labels; Household Appliances, Shopping for;
Indoor Air Pollution; Sustainable Development
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Energy Efficiency in the Home
The state of the earth’s environment and its natu-
ral resources are impacted by how households and
families use energy in the home. This environ-
mental impact, along with home comfort and
manageable energy costs for a family, depends to a
large extent on the decisions consumers make re-
lated to the energy efficiency incorporated into
their homes through design, construction, and
equipment.

The best way to reduce home energy use is to
build energy efficiency into the structure and its
equipment. Energy efficiency means more than
energy conservation. An energy-efficient home is
built with materials, construction methods, light-
ing, and equipment that help the home function at
minimal levels of energy intensity, while manag-
ing natural elements, such as the sun and wind.

Energy-efficient homes are more comfortable be-
cause of even temperatures and fewer drafts. En-
ergy conservation and energy management, on the
other hand, mean saving energy by either cutting
back on the amount of energy used or following
usage patterns that help promote efficiency

When evaluating energy efficiency, you must
consider life-cycle cost, which is the sum of the
purchase price and the cost of energy over its life-
time. While some energy-efficient products and
materials cost more initially, the amount of money
they save over their lifetime, because of reduced
operating costs, will more than make up for the
higher initial cost. The actual energy use of a
home, however, is controlled by the actions and de-
cisions of the occupants.

Incorporating energy efficiency requires an un-
derstanding of heat transfer. The goal is to keep
heat in during the winter and out in the summer.
Heat can be transferred in four ways:

• Conduction—heat moving through a mate-
rial (wall or window)

• Convection—heat moving by currents in the
air (furnace fan)

• Radiation—heat radiated by warm objects to
colder objects (wood stove)

• Infiltration—heat moving through cracks
and openings (leaky windows)

The energy efficiency of a home can be evalu-
ated through an energy audit. These audits include
a complete inspection by an energy management
professional and may also involve the use of a
blower-door test or infrared camera. The blower-
door test will identify air leaks, and the infrared
camera can detect heat loss from inadequate insu-
lation. Energy Star and other home energy–rating
programs certify homes that exceed the efficiency
set by the Model Energy Codes (minimum re-
quirements for energy-related features of new
buildings).

Orientation and Landscaping
Proper house orientation is essential for control-
ling the thermal effects of the sun and wind. Posi-
tion the house on the land such that the long sides
of the structure face north and south and the nar-
row ends face east and west. Windows on the
southern exposure will capture the low winter sun
to help warm the home. Overhangs will keep out
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the high summer sun for more efficient cooling.
Fewer windows on the north side will lessen the ef-
fects of cold north winds. Minimizing the number
of east and west windows will limit heat gain on
these sides during the summer. Design the land-
scaping around the house to block cold winter
winds and allow summer breezes. Landscaping
helps shade the home in the summer and provides
a cool surface around the home to cut heat absorp-
tion into the earth and heat reflection onto the
house.

House Envelope
Energy codes require building contractors to con-
struct homes with a combination of design fea-
tures, structural features, and equipment that
makes homes energy efficient. The house enve-
lope, which includes the foundation, walls, and
roof, can be made more energy efficient by sealing
leaks and improving insulation. It is much easier
to incorporate these measures at the time of con-
struction, but the efficiency of older homes can be
improved through retrofits.

Sealing the home can stop air leakage in and
out of the house. Older homes may have air com-
ing in and out at a rate of 1.0 air changes per hour,
whereas newer, more energy-efficient homes may
have 0.3–.5 air changes per hour (Elder 2000, 33).
Caulking and weather stripping can be used to
seal leaks (infiltration) at the foundation and
around all openings in the walls, including doors
and windows.

Walls, roof, foundation, and floors above un-
heated basements or crawl spaces should be insu-
lated to optimum levels to cut conductive heat
transfer. Insulation is rated in R-value, which
measures resistance to heat flow. The higher the R-
value, the more insulating the material. As an ex-
ample, the recommended insulating levels for a
home may be: attic, R38, walls, R11, and floor, R19.
These recommendations will vary by climate. In
addition, proper attic ventilation is essential to re-
move extra moisture and heat in this area.

Windows and doors are important factors in
the overall efficiency of a home; one-third of the
heat loss in older homes is through these openings
(Wilson, Thorne, and Morrill 1999, 17). Insulated
exterior doors are recommended. New super win-
dows with low-emissivity (low-e) coatings, with
either argon gas or Krypton gas have superior R-
values (R 4.5–12) compared to the standard dou-

ble-paned (R 1.9) or older single paned (R .84)
window (Barnett and Browning 1995, 47). Low-e
coatings involving silver or tin oxide are placed on
one or more panes of glass (many times called
glazing) or film. This coating allows short-wave
visible light to enter, but prevents long-wave radia-
tion (infrared radiation, or heat) from entering or
leaving.Wood and vinyl frames, or insulated metal
frames with a thermal break have the best thermal
properties. The overall window efficiency is usu-
ally rated in U-values, which is the amount of heat
allowed through. The lower the U-value the better.
Adding storm windows will increase insulating
value.

House wraps and vapor barriers also contribute
to energy efficiency.A house wrap is a special sheet-
ing material that completely covers the exterior of
the structure just beneath the exterior finishing
material or siding and serves as an air barrier to
keep unwanted wind from penetrating the wall,
while still letting the house breath. A vapor barrier
is a continuous plastic sheeting placed on the warm
side of the insulation in the walls and ceiling to
keep indoor moisture away from insulation.

Lighting
An efficient lighting plan begins with incorporat-
ing as much natural light, or daylighting, as possi-
ble, adding artificial light only when needed. The
efficiency of electric light sources is measured in
lumens per watts of energy. A lumen is a measure
of light output. Incandescent lamps (also called
bulbs), the most common light source used in
homes today, are very popular because of their
low cost, versatility, and warm light output. Stan-
dard incandescent lamps, however, are inefficient,
using 90 percent of their energy to produce heat
and 10 percent to produce light. Halogen and re-
flector lamps are more efficient types of incandes-
cent bulbs, but halogen lamps are extremely hot
and can be dangerous. Fluorescent tubes and
compact fluorescent lamps (CFL) are among the
most efficient light sources. The compact fluores-
cent lamp is shaped into a compact form and at-
tached to a base that can be screwed into a stan-
dard lamp socket. Fluorescent light sources,
compared to incandescent bulbs, use a quarter to
a third as much energy, last 10–50 times longer,
and produce less heat (Wilson, Thorne, and Mor-
rill 1999, 169–177).
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Appliances and Equipment
When purchasing home appliances and equip-
ment, consumers should use the EnergyGuide and
Energy Star labels to help find energy-efficient
models. EnergyGuide labels for kitchen appliances
and water heaters provide an estimated annual
kilowatt-hour usage. Heating and cooling equip-
ment labels will include a rating, such as the An-
nual Fuel Utilization Efficiency (AFUE) and the
Heating Seasonal Performance Factor (HSPF), to
indicate the degree of efficiency for comparison
purposes. The higher the rating, the more energy
efficient the system. Appliance energy standards
have mandated that manufacturers produce more
energy-efficient products.

The efficiency of kitchen appliances has im-
proved greatly in recent years. Refrigerators and
freezers today are three times more efficient than
those produced thirty years ago because of more
efficient compressors and increased insulation.
Clothes washers and dishwashers use less water
because of improved motors and design (Wilson,
Thorne, and Morrill 1999, 137).

Heating and cooling systems vary from over
100 percent efficient to a negative efficiency. The
type of system and fuel make the difference. For
example, electric resistance heating, such as base-
board heating, is said to be 100 percent efficient
because all the electricity is transformed into use-
ful heat.An electric heat pump that serve as both a
heating and cooling system, can be over 100 per-
cent efficient in the heating mode because it draws
heat from other sources, such as the outside air or
the ground.

In the production of electricity, however, two-
thirds of the input energy is lost during the
process (Mills 2001). This loss explains why elec-
tricity is more expensive to use than direct fuels
like natural gas.

Standard fireplaces have a negative efficiency;
when air heated by the central heating system is
drawn up the chimney, more heat is lost than is
produced by the fire. Fireplace efficiency can be im-
proved with the use of outside air intakes, recircu-
lating devices, fireplace doors, tight dampers, and
woodstove inserts. Woodstoves and pellet stoves
(stoves that use compressed cellulose pellets) are
more efficient wood-burning devices. With all
wood-burning devices, it is essential they be in-
stalled properly and maintained appropriately so
that toxic gases do not come back into the home.

Gas furnaces have been improving in efficiency
and will vary from 55–65 percent efficient (AFUE)
for older models to 82–97 percent for new models.
Present energy codes require a minimum of 78
percent efficiency, and the minimum Energy Star
efficiency is 90 percent (Alliance to Save Energy
2002).

In addition to the type of unit and fuel, proper
installation and maintenance are critical for max-
imum efficiency and safety of a heating or cooling
system. Ductwork that delivers the heated and
cooled air must be sealed to prevent leakage. It is
estimated many homes lose as much as 15–20
percent of the conditioned air through openings
in the ductwork (Wilson, Thorne, and Morrill
1999, 84). Filters should be changed regularly to
protect the equipment and clean the indoor air. A
periodic maintenance check by a qualified profes-
sional will keep equipment operating safely and
efficiently. Improperly maintained gas systems,
like wood systems, could put toxic substances into
the indoor air.

A little-known factor that impacts the efficiency
of some home electronic equipment and small ap-
pliances is standby loss. Standby loss is created be-
cause these devices draw electricity not only when
they are in use, but also when they are turned off.
Equipment such as televisions, video recorders,
cable boxes, and cordless products use standby
electricity to support instant on capacity, remote
controls, digital clock displays, and other features.
It is estimated the average household leaks 50 watts
of power continually, equating to about 440 kilo-
watt-hours per year. Nationwide, this loss amounts
to about $3 billion per year (Wilson, Thorne, and
Morrill 1999, 190). The hope is that the same kind
of regulation that has increased the efficiency of
appliances will be put in place to curb this loss.

JoAnn M. Emmel

See also: Consumption, Ethical; Energy and Home
Usage; Energy: Standards, Codes, and Labels;
Household Appliances, Shopping for; Sustainable
Development
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Environmental Justice
Although issues of environmental justice can be
traced back to ancient Roman laws and codes, the
1970s began a resurgence of movements related to
environmental conditions and their impact on hu-
mans. This revival has continued throughout the
1990s and into the twenty-first century. Interest-
ingly, the issues of environmental justice ad-
dressed vary according to the involvement of a
particular interest group. The primary interest
groups involved with environmental justice issues
are activists, researchers, and lawyers. Corporate
leaders and politicians also have exerted consider-
able influence on environmental problems and de-
cisions about how to deal with them (Cable, Hast-
ings, and Mix 2002; Simon 2000).

Operational Definitions
What is environmental justice? In the most general
sense, environmental justice is defined as the
broad conceptual frameword used by organiza-
tions and groups that seek and promote social jus-
tice and equity in the face of the social inequities
implicit in environmental policies (Rios 2000).
More specific terms are environmental racism and
environmental equity. (Fritz 1999; Rios 2000). En-
vironmental racism is operationally defined as de-
liberate or intentional decisions that have been
made to place hazardous waste sites, incinerators,
landfills and industries producing air pollutants in
poor communities (Rios 2000). Environmental eq-
uity is a term frequently used by regulatory agen-
cies which accept the proposition that procedural
equity exists in the current system and that it is

impossible to make environmental decisions that
involve no risk to anyone. According to this way of
thinking, each interest group must lobby for what
it wants, and the result will be equity (Rios 2000).

Movements and Legislation 
Addressing Environmental Justice
Environmental justice issues and movements are
rooted in environmental protection and civil
rights. The United Church of Christ’s Commission
for Racial Justice is an example of a civil rights ini-
tiative that has focused on uncovering and con-
necting racial disparities in the location of haz-
ardous waste sites. And in 1991, the first National
People of Color Environmental Leadership Sum-
mit, organized by the Commission for Racial Jus-
tice, was held. Issues of the movement broadened
from a specific focus on antitoxins to public
health, worker safety, land use, transportation,
housing, resource allocation, and community em-
powerment. The U.S. Office of Environmental Eq-
uity was created in 1992, the result of a discussion
of environmental racism by representatives of the
U.S. Department of Health and Human Services,
the head of the Environmental Protection Agency,
and a group of academics (Cable, Hastings and
Mix 2002; Perhac 2000; Williams 1999).

In 1994, President Clinton signed Executive
Order 12898, addressing environmental justice for
low-income and minority populations and rein-
forcing Title IV of the Civil Rights Act of 1964. Title
IV prohibits racial discrimination in the practices
of programs receiving federal funding and in fed-
eral agencies, and ensures that people will not be
denied participation or benefits because of race,
color, or national origin. This executive order also
was created to develop methodologies for better
data collection and to encourage affected popula-
tions to participate in impact assessment. Another
outcome of this action was the formation of the
National Environmental Advisory Council to serve
in an advisory capacity to the Environmental Pro-
tection Agency on methods of achieving environ-
mental justice (Cable, Hastings, and Mix 2002;
Perhac 2000).

Later in 1994, one of the members of the Na-
tional Environmental Advisory Council estab-
lished the Environmental Resource Center at Clark
Atlanta University for the purpose of bringing to-
gether community activists and academic re-
searchers. The center acts as a clearinghouse, shar-
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ing information on research and policy on a broad
range of issues central to environmental problem
solving and decision making, and provides educa-
tion to support the expansion of knowledge related
to environmental issues (Cable, Hastings, and Mix
2002).

Environmental Justice within 
a Human Ecological Framework
A common human ecological thread is woven
throughout the environmental justice literature,
which focuses on analysis of the interaction and
interdependence of human and social systems
with ecological systems. Shirley Zimmerman
(2001) gives a good account of the elements that
must be considered in any understanding of the
problems associated with achieving environmen-
tal justice:

The institutional perspective, based on the
structure of government, the values and
norms that underlie this structure, and the
legitimacy, authority, and universality of
policy decisions

Political-cultural theory, dealing with values,
attitudes, and habitual behaviors con-
strained and influenced by the perceptions
that people hold toward government and
each other

Interest-group theory, focused on the balance
and imbalance of different groups in influ-
encing government action

Elite theory, focused on the importance of
hierarchy, and the position, influence, and
power of the elite

Systems theory, focused on outputs, links, in-
teractions, and interdependencies among
individuals, families, and aspects of the en-
vironment such as climate, natural re-
sources, cultural norms, values, economy,
technology, and so on

Keeping the elements Zimmerman lays out in
mind, it’s possible to make a meaningful compari-
son between those involved in mainstream envi-
ronmental movements and those who are affected
by environmental degradation. Demographically,
the former group is predominantly White, upper
middle class, well educated, politically involved
and astute, and focused on the national level of en-
vironmental problems. Frequently, this orientation

does not adequately address the social, political,
and economic consequences for the poor of envi-
ronmental decisions by which they are most af-
fected. The poor typically include people of color,
poor Whites, or members of female-headed
households, who are characterized by political and
economic weakness, as well as by exposure to high
environmental risks. The use of protest is a pri-
mary strategy for influencing the political process,
yet those who are most apt to suffer from environ-
mental decisions have the least ability to engage in
effective protest (Clay 1999; Fritz 1999; Cable,
Hastings, and Mix 2002; Rios 2000).

Major functions of the family involve valuing,
goal setting, decision making, acting, and interact-
ing. Environmental inputs to the system are mat-
ter/energy and information. Environmental out-
puts include human capital, goods, and services.
Outputs that are influenced by the manner in
which inputs are translated and transformed
within the system. Information, feedback, and re-
sponses are a necessary part of the system. They
aid in the self-regulation and self-direction of in-
dividual, family, and community behaviors.

Hampered at the outset, individuals, families,
and communities that are the victims of environ-
mental injustice are typically unsuccessful in ad-
dressing issues of environmental justice; they op-
erate from a base of powerlessness, suffering from
economic, social, and political disparities that con-
fine their effectiveness within established, narrow
boundaries. Further, they often hold a basic mis-
trust of government. That is, their understanding
of the value of the political process differs from
those in the mainstream of the environmental
movement and other community-based interest
groups, and thus they tend to be skeptical about
the efficacy of environmental actions.

The voices of the disenfranchised have not
been heard and have not often succeeded in influ-
encing political decision making. For the disen-
franchised, the negative impact of environmental
degradation and environmental health outcomes
continues, while knowledge of laws, rules, and or-
ganizational structures—which is contained in
documents filled with technical, culturally insen-
sitive language—remains limited. The results of
these inputs into family and community environ-
ments are not positive, disabling the potentially
constructive interaction and feedback between
human society and the larger ecosystem.
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Although environmental interest groups are
mobilized, the elite—often representing corpora-
tions—hold a position of influence, power, and an
economic base that have impeded equitable par-
ticipation in environmental decision making for
marginalized social groups (Simon 2000). If the
transformation of individuals, families, and com-
munities, and the growth of human capital and an
improved quality of life are expected from envi-
ronmental inputs, a holistic or systems approach is
crucial.

The future of political actions, locally, nationally,
and globally, depends on the clarity of collective
voices (Cable, Hastings, and Mix 2002). Lawyers,
activists, researchers,, corporate leaders, govern-
ment officials and all stakeholders must unite in a
coherent manner. Furthermore, the dominance of a
largely capitalistic, profit-driven agenda, imple-
mented at the expense of environmental justice,
must end or be significantly minimized in order to
successfully deal with the moral and critical health
dilemmas created by environmental degradation
and injustices. By doing this, advocates for environ-
mental justice can turn the many environmental
challenges now facing our most vulnerable com-
munities into promising futures.

Julia R. Miller
See also: Bubolz, Margaret M.; Consumption, Ethical;

Environmental Movement in the United States and
People of Color; Environments of Children; Social
Justice; Sustainable Development
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Environmental Movement in the
United States and People of Color
Until just a few years ago, the literature describing
the environmental movement focused exclusively
on the ideas and work of White men. Careful in-
vestigation has revealed, however, that all seg-
ments of U.S. society, people of color, poor and
working class people, and White women, have
been affected by environmental problems and
have been involved in addressing them. The
human ecology approach values a holistic under-
standing of significant social issues, taking into
account human relationships with other humans
as well as with the natural environment. This entry
draws on recent research to begin to fill in infor-
mation gaps regarding human roles in environ-
mental history, critical in assessing the continuing
evolution of the human-environment interface.

From its inception until near the end of the
twentieth century, the story of the environmental
movement in the United States centered on the
preservation of nature, understood to mean wild,
untrammeled, outdoor spaces, and more recently,
nonhuman, endangered species of animals such as
the rhinoceros and the spotted owl. The histories
of these efforts chronicle the philosophies and ac-
tions of a number of well-known middle- and
upper-class White men such as Henry David
Thoreau, President Theodore Roosevelt, John
Muir, and Aldo Leopold. As Europeans swept
across the United States in the rush to settle the
“vacant” land, such men sought to protect unin-
habited wilderness from the depredations of
human use and occupation. Furthermore, rapid
industrialization and urbanization beginning in
the mid-1800s, primarily in the East, gave addi-
tional impetus to impassioned pleas for such pro-
tection and fears that all would be lost if action to
protect wilderness was not taken.

Divided early on, the movement encompassed
two camps: the preservationists, who sought to
safeguard pristine wilderness, and the conserva-
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tionists, who, with a more utilitarian perspective,
argued for more limited protection that would
allow reasonable human exploitation of nature
(such as hunting and logging). Hunters who de-
sired to preserve game animals, waterfowl, and
their habitat were among the first conservation-
ists. Theodore Roosevelt and George Grinnell or-
ganized the Boone and Crockett Club, an organiza-
tion devoted to “hunting big game in the
wilderness” (Grinnell 1893, 14). This account is in-
teresting and accurate as far as it goes, but it omits
much of the story.Virtually every other segment of
the growing nation, including men and women
who were American Indian, African American,
Asian or Latino, working class, and poor, as well as
White upper- and middle-class women, were af-
fected by growing, human-induced environmental
change and responses to those changes. Their sto-
ries are only beginning to be told and incorporated
into the history of American environmentalism.

From the earliest days of thought and action as-
sociated with environmental conservation in the
early 1800s, limited political and economic power
made it nearly impossible for the voices of those
not involved in the mainstream movement to be
heard on the environmental threats that were vic-
timizing them. Threatened with loss of housing

and employment, for example, persons regarded as
fungible, second-class citizens by virtue of their
skin color or socioeconomic status would risk a
great deal by making complaints. Even in the
twentieth century when some had the time and
money, minorities typically did not participate in
“mainstream” environmental groups and causes,
because these were viewed as White peoples’ issues
with little connection to the lives of people of color
(Taylor 1997a). As a consequence, few minority
people were active in mainstream environmental
groups. Nor did these environmental groups seek
to incorporate in their agenda issues relevant to
people of color, White women, and Whites of lower
socioeconomic status. Thus, it is easy to see why
minority women and men living in the United
States were not drawn to the environmental move-
ment epitomized by John Muir and Aldo Leopold.
People of color confronted many environmental
threats, to be sure, but theirs were different from
and seemingly invisible to the mainstream envi-
ronmental movement. They cared deeply about the
environment, but it was the one in which they and
their families lived and worked. Today, many peo-
ple of color are engaged in a new branch of envi-
ronmental activism, called environmental justice.
The emergence of this new and vibrant offshoot is
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sketched below. In discussing events of the mod-
ern era, it may be useful to consider the changing
meaning of the term “environment,” since the
range of issues brought under the environmental
protection umbrella depend on it. Also, the tradi-
tional definition reflects a narrow view, focusing
primarily on the outdoors and wilderness areas,
omitting much that is “habitat” today. As used by
many in the field, its definition has been expanded
considerably from the early understandings to in-
clude indoor spaces and urban spaces. In other
words, the environment is everywhere: inside, out-
side, in the industrial workplace or office, in the
city, on the farm, in the home, in the school, on the
playground, as well as in national parks and other
protected or “natural” areas. Once the definition of
environment is extended in this way, the list of
problems on the environmental agenda increases
significantly, as do the populations of persons af-
fected by them and involved in exposing and solv-
ing them.

U.S. Environmental History: A Tapestry 
of Many Different Colored Strands
The vast tracts of land for which protection was
sought beginning in the mid-1800s were inhabited
by numerous indigenous groups who had lived in
those areas for thousands of years. The relatively
mobile and low-impact lifestyle of many of the
hundreds of American Indian groups who occu-
pied virtually every habitable place may have cre-
ated the illusion in the minds of some European
Americans that these spaces were uninhabited; by
others, their presence was dismissed as illegitimate
or insignificant. The government devised and
launched a variety of programs to remove or relo-
cate them as the settlers pushed westward to open
lands for settlement and, subsequently, environ-
mentalists aspired to preserve wilderness. Hun-
dreds of treaties were made (and later broken)
promising lands further west (or limiting the rights
and space of groups located in the West). Some
years later, many of those reserved lands were
deemed necessary for the creation of national
parks, and other uses, and the Indians were moved
again, or, in “civilizing” programs, they were forced
to disperse themselves into White communities,
where they typically clung to society’s bottom rung.

As each of today’s other marginalized groups
arrived in the United States, they faced different
circumstances, but a common thread could be

found; like the American Indians, they were
treated as second-class citizens who could be used
to help build the young and expanding economy in
low-paid employment, in jobs seen as hazardous
and otherwise undesirable to Whites. Accordingly,
for example, Black slaves worked as forced agricul-
tural and household labor. After the Civil War,
about half remained in agricultural employment
but many migrated to the North, seeking work
(Taylor 1997a, 26). What they often secured were
dangerous, unskilled positions in factories. As
racial prejudice and segregation continued to
stand as mainstays of U.S. society, these were the
only jobs open to them. Hazards on the job were
not the only environmental challenge they en-
countered. Their low wages likely would purchase
only dirty, vermin-infested, unsanitary tenement
accommodations.

Regarded at that time as an unfortunate yet
necessary product of a growing industrial econ-
omy in the end of the nineteenth and beginning of
the twentieth centuries, many poor migrant and
immigrant urban neighborhoods were continu-
ously battered with land, air, and water pollution
from adjacent factories. Zoning had yet to be im-
plemented as a way of organizing and rationalizing
communities. In the absence of zoning, thousands
of adults and children resided in close proximity to
toxic industrial processes. Waste management had
not yet taken hold, and sanitary facilities were
rarely available in these neighborhoods. In Boston
in 1860, for example, there were only 5,000 flush
toilets in a community of 178,000 (Boyer et al.
2000, 304). In addition, piles of rotting garbage
could be seen and smelled, as well as trash and slag
heaps at nearby factories. Worker and resident
health was constantly threatened, and high rates of
occupational disease and industrial accidents were
recorded. A variety of new technologies greatly in-
creased the productivity of these endeavors, si-
multaneously giving rise to these life-threatening
conditions both at work sites as well as in homes
located near production operations. The age of
dust-borne lung disease had begun with the
spread of silicosis from mining and brown lung
from textile manufacturing. Between 1880 and
1900, 35,000 workers died and 536,000 were in-
jured on the job annually (Taylor 1997a, 19). Gov-
ernment records kept during the period did not re-
veal the race of the thousands killed and injured
each year, but one must assume that a dispropor-
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tionate share were poor, immigrant, and minority
in light of the positions they held.

In the Progressive Era (1880–1920s) in many
cities, middle- and upper-class White women, ap-
palled by the inhumane conditions in poor com-
munities, created and worked in institutions with
tenement dwellers to improve the horrendous con-
ditions in their immediate environment. Although
they did not consider themselves environmental-
ists at that time, these women spent considerable
energy ameliorating the urban and built environ-
ment. Hull House in Chicago is an often cited as an
example of this work. Opened in 1888, its leaders
attacked a host of critical problems, such as the
city’s failure to track and respond to a typhoid epi-
demic in poor areas and the lack of garbage collec-
tion. They also advocated for workplace safety and
higher pay. Building upon successful responses to
their sanitation efforts, they moved on to the prob-
lem of reducing industrial waste located in resi-
dential areas, nearly a hundred years before the
“reduce, reuse, recycle” environmental slogan was
commonly heard.

Further west, in the 1870s, desperate Chinese
immigrants assumed extremely dangerous posi-
tions in railroad construction, and because the
work was extraordinarily hazardous, many of
them died extending the line across the Sierras. In
the agricultural sector, throughout the 1800s and
1900s, Mexicans (many of whom had been de-
prived of their land after the United States gained
control over California and the Southwest in 1848)
had no choice but to take positions as migrant and
other agricultural field labor. Men, women, and
children worked long hours in fields with no sani-
tary facilities, and were housed, if they were lucky,
in shacks with no plumbing in or near the fields
where they worked. As agricultural practices
evolved after World War II, and substantial
amounts of chemical inputs were commonly em-
ployed, laborers worked in constant contact with
them, without protective gear or instructions
about how to protect themselves. As a result, these
workers experienced disproportionately high rates
of conditions commonly associated with toxic ex-
posure, such as cancer and birth defects (Chavez
1993, 164).

Recognizing that political power for people of
color was essential to making positive social
change for their communities, their leaders began
to focus attention on securing rights to political

and economic participation, a truly enormous un-
dertaking. Early efforts included Blacks organizing
the California Colored Conventions between 1852
and 1863, aimed at repealing discriminatory legis-
lation and improving education for African Amer-
icans. In the 1890s, Jim Crow laws were enacted in
many states to maintain separate treatment and to
limit minority rights after the Civil War. The Na-
tional Association for the Advancement of Colored
People (NAACP) was founded in 1909 to develop a
legal strategy to repeal Jim Crow laws. Racial dis-
crimination was powerful and deeply embedded,
and it continued to prevent non-Whites from
union membership in industries with high-paying
jobs. In the 1940s, 75 percent of Blacks still worked
in low-paying jobs (Taylor 1997a, 37). As unions
made progress in improving things for their mem-
bers, Blacks and other minorities received benefits
only coincidentally, since they were rarely union-
ized. In 1941, the threat of a strike by African
American members of the Brotherhood of Sleep-
ing Car Porters inspired the creation of the Con-
gress on Racial Equality (CORE), which called for
mass demonstrations against the Jim Crow laws.
President Roosevelt responded by banning dis-
crimination in defense-related industries and cre-
ating a federal agency to monitor employment dis-
crimination. The employment discrimination
provisions of the 1964 U.S. Civil Rights Act pro-
vided another tool for the fight to end disparate
treatment.

With an estimated 10 to 20 percent of their
original population remaining in 1860 (Taylor
1997a, 24), Native American communities were
reeling from the demands of the settlers and gov-
ernment. As wave after wave of new approaches to
address the “Indian Problem” were foisted on
them, attempting to destroy their languages and
cultures, an organized protest movement began
during World War II. In the 1950s, the government
attempted to end the reservation and tribal sys-
tems, giving rise to additional political organizing
by Indians to form organizations like the Ameri-
can Indian Movement (AIM). Expanding activism
resulted in “fish-ins” in the 1960s, through which
they asserted claims to natural resource exploita-
tion rights, resulting in numerous conflicts with
state government agencies and White resource
users. In 1973, increasingly hostile confrontations
with the federal government (mostly over failure
to uphold treaties) led to violence between AIM
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members and federal agents at Wounded Knee. On
the policy front, throughout the 1970s and 1980s,
court battles between states and various tribal
groups resulted in a series of state Supreme Court
and U.S. Supreme Court decisions recognizing
tribal natural resources exploitation rights.

After World War II, the United States underwent
a significant industrial resurgence.Along with eco-
nomic growth came an extraordinary increase in
the number and quantity of synthetic chemicals
used in industry and farming. Developed for their
beneficial uses, they also had great potential to
hurt the environment. In her 1962 landmark book,
Silent Spring, Rachel Carson documented the un-
precedented harm they caused, primarily to non-
human nature. Humans were not spared, however.
One example is the highly toxic contamination of
land and water from mining uranium on Indian
reservations. The postwar energy and defense
strategies placed great emphasis on nuclear en-
ergy. All U.S. uranium mining (and much outside
of the United States) took place on Indian reserva-
tions, and significant environmental damage oc-
curred throughout the mining process. For in-
stance, reports show that in the arid Navajo
Southwest reservation, enormous quantities of
subsurface water were extracted for use in mining
(2.8 billion gallons per year, 1972–1986, in the
Churchrock area, Robinson 1992, 157).At the same
time, a great number of small and large accidental
spills polluted the remaining surface and subsur-
face waters with highly toxic material. In response,
local residents formed the Puerco Valley Navajo
Clean Water Association. The association organ-
ized public education and pressure on the govern-
ment to clean up the contamination. This was just
one of many significant toxic threats introduced
into the U.S. environment in the postwar period.

The Latino/Chicano communities also strug-
gled to achieve human rights and a clean working
environment. In the 1960s, Cesar Chavez, the fa-
mous California Chicano farm worker, organized
migrant workers. With almost no political clout or
visibility, previous unionizing efforts had pro-
duced little lasting change. Chavez devised a new
strategy, which proved to be a winner. He invited
consumers to assist the farmworkers in their ef-
forts to bring the growers to the bargaining table.
In 1965, he asked consumers to boycott table
grapes. They did as he asked. His plan was a spec-
tacular success. In 1967, the Delano area growers

finally recognized the new union and signed con-
tracts with it promising protection against pesti-
cides (Chavez 1993, 165). A 1984 report on pesti-
cide harm to minorities estimated, however, that
between 800 and 1,000 workers died each year
from pesticide exposure (Perfecto 1992, 180), indi-
cating that additional attention should be directed
to this problem.

People of Color and Environmental 
Justice in Recent Decades

People of color’s active participation in the new
branch of environmental movement could be seen
in urban communities in the 1970s, 1980s, and
1990s under the rubric of “environmental justice”
or “environmental racism.” Appearance of the
widely publicized 1987 United Church of Christ
study, Toxic Waste and Race, increased visibility for
the issues and sparked additional community ac-
tivism. The study showed that the single most sig-
nificant factor determining whether a community
would be near toxic dumps was the racial compo-
sition of the community. (A 1983 General Account-
ing Office report, much narrower in scope, reached
similar conclusions.) It is a simple formula: more
minority residents, more dumps. For example,
communities with two or more facilities contain
more than three times as many minority residents
as comparable communities without toxic facili-
ties (Lee 1992, 15). Across the nation, people of
color have joined forces to protect their communi-
ties from environmental degradation. Latinos have
organized against toxics and highways that would
pollute and partition their neighborhoods in Los
Angeles. African Americans have investigated and
contested toxics in their Chicago communities.
Poor Blacks and Whites took action against the
country’s largest hazardous-waste landfill in
Sumter County, Alabama, in the southern Black
Belt. Through these examples and many others,
people of color have demonstrated their fierce
commitment to protecting their environment.

As the number of environmental justice groups
have grown, connections between groups have
been made and strengthened. The first national
People of Color Environmental Leadership Sum-
mit was convened in Washington, D.C., in 1991. In
contrast to a similar 1988 survey, a 1992 survey of
mainstream environmental advocacy organiza-
tions showed some adoption of environmental jus-
tice issues (Taylor 1997b, 50–51). The 1994–1995
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People of Color Environmental Groups Directory
lists over 200 organizations in North America fo-
cused on environmental justice issues. In 1994,
President Clinton created the Office of Environ-
mental Justice in the Environmental Protection
Agency. It offers information, education, and a
small grants program.

Tracy Dobson

See also: Environmental Justice; Environments of
Children; Gender and Environment; Social Justice;
Sustainable Development
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Environments of Children
The traditional classification of what are called
special populations in the housing and environ-
mental design literature identifies the elderly, dis-
abled, and children as groups that are highly im-
pacted by the near environment. This life-cycle
perspective characterizes user groups as passing
through stages on a developmental continuum.
Children are especially vulnerable to the influ-
ences of the near environment because, given their
place on the developmental continuum, children
are in the process of building skills and abilities.

Play is the work of the child. It is through play
that children explore adult roles, discover physical
processes and spatial relationships, and develop a
sense of identity and environmental competence.
The housing, neighborhood, and school environ-
ments are the primary settings for play; the qual-
ity and quantity of play are directly affected by the
attributes of the setting.

Poverty and Children’s Environments
Children in families with few economic resources
are at increased risk for poor developmental out-
comes and low educational attainment. Their fam-
ilies are unlikely to reside in neighborhoods with
abundant social services, the best schools, and
well-equipped playgrounds. Children in families
who move frequently due to eviction or attempts
to find more affordable housing are likely to be
harmed by residential mobility. Bartlett (1998)
found that children who move often are at in-
creased risk for depression and behavioral distur-
bances. Low-resource families dealing with multi-
ple family stressors may lack social supports to
help them cope with the disruptions in social and
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physical environments associated with residential
moves (Buerkle and Christenson 1999; Cox 1983).

The provision of safe, easily accessible outdoor
play space is one of the most important elements
of children’s environments. Children who are not
afforded the opportunity to play outdoors are less
independent, less competent in interacting with
other children, and less able to perform routine
motor activities (Bartlett 1998).

Parental fear of children being harmed or get-
ting into trouble in the neighborhood environment
leads to social isolation, as parents confine them-
selves and their children to the housing unit. The
home and neighborhood environments are sup-
posed to provide safe opportunities for children to
practice autonomy. Independent activities help the
child develop a sense of confidence and encourage
parents to develop trust in their child’s abilities
(Zimring and Barnes 1987). Parents and children
isolated in unsafe housing and neighborhoods
miss important developmental opportunities.

Children living in urban apartment buildings
have frequently been the focus of research. A neg-
ative correlation exists between the floor a child
lives on and a child’s access to the outdoors. Ease
of supervision for parents becomes a major issue

in such situations. Both young children and par-
ents prefer and require settings where eye and
voice contact can be maintained. Without a direct
physical connection between outdoors and in-
doors, parents must choose to keep children in-
side, stay outdoors with them to supervise, or
allow them to be outside unsupervised. These op-
tions discourage outdoor play (Marcus and Fran-
cis 1995; Bartlett 1997).

Indoor Environments and Toys
Indoor play is also vital for healthy growth and de-
velopment. Adequate indoor play space and the
provision of stimulating toys may be especially
crucial for children in multifamily buildings. In
other words children in dense, multifamily housing
make greater demands on indoor space for play.
Adequate floor space encourages play and explo-
ration; knowledge about objects and competency is
achieved through exploration (Wohlwill and Heft
1987). A lack of barriers in the home environment
encourages children to explore. Poor-quality,
crowded housing conditions can severely restrict a
child’s opportunities for exploration and play.

The availability of focal objects (toys) in the en-
vironment is an important dimension of play. Ac-
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cess to diverse, responsive, and appropriately com-
plex play materials influences cognitive and motor
development (Wohlwill and Heft 1987). Variety in
play materials, and the social and physical envi-
ronment directly affects the cognitive and social
development of young children (Wohlwill and Heft
1987).

Noise
Two distinct types of noise, background noise and
noise generated by children during play, can have
adverse consequences for children’s development.
Background noise in the home is inversely related
to early language development in infants. Both in-
terior and exterior noise have been shown to im-
pair information processing and language achieve-
ment in older children (Wohlwill and Heft 1987).

The noise children generate in the process of
playing can be problematic when it disturbs
neighbors. Renters in high-density, multifamily
units often worry about complaints to the land-
lords about their children’s behavior. Under these
conditions, parents may be forced to limit the play
activities of children. Many parents rely on the tel-
evision as a device to quietly occupy children for
long periods of time (Bartlett 1997).

Healthy Home Environments
The housing also affects children’s health and
safety in a number of ways. Exposure to environ-
mental toxins such as lead presents a serious
threat to children’s health. Lead poisoning causes
significant cognitive impairment in children. Close
to 1 million preschoolers have elevated blood lead
levels. Older housing units are the principle source
of lead exposure for children; other exposure path-
ways include contaminated soil in outdoor spaces
and water from plumbing systems that contain
lead pipes or lead solder.

Asthma, a chronic disease characterized by a
constriction of the airway, is now the most com-
mon chronic disease among children. Asthma has
many links to children’s housing environments;
4.8 million children under age 18 have asthma.
Common triggers for asthma attacks include
house-dust mites, mold spores, and cockroaches.
During the 1990s, the incidence of asthma in-
creased 50 percent, with the most marked in-
creases occurring within population groups of
lower socioeconomic status. African-American
children living in large urban areas in the United

States have a rate of hospitalization and death
from asthma three times as high as children living
in the suburbs (Platts-Mills and Carter 1997).

Unintentional injury is the leading cause of
death among children 14 and under in all devel-
oped nations. Injuries account for almost 40 per-
cent of deaths in the age group 1 to 14 years
(Adamson, Micklewright, and Wright 2001). A
large proportion of these injuries occur in and
around the home. Fires and burns, drowning, suf-
focation, and poisoning most frequently cause
home injury deaths. Young children are at the
greatest risk from injuries in the home, partly be-
cause it is where they spend most of their time, but
also because of their propensity to explore, their
small physical size, and an inability to respond ap-
propriately to danger.

Taken together, it is clear then the housing envi-
ronment presents great potential and great risks
for the healthy growth and development of chil-
dren. The housing environment can encourage or
inhibit play, the cornerstone of development; it can
pose opportunities for exploration or exposure to
environmental hazards. It is incumbent upon
adults who are charged with making decisions
about the organization and quality of children’s
environments to work toward providing safe, qual-
ity housing for all children so they might achieve
their full potential.

Lou Bunker Helmich
Marilyn J. Bruin

See also: Child and Family Poverty; Environmental
Justice; Environmental Movement in the United
States and People of Color; Gender and Environment;
Lead Poisoning

References and Further Reading
Adamson, Peter, John Micklewright, and Anna Wright.

2001.“A League Table of Child Deaths by Injury in
Rich Nations.” Innocenti Report Card 2. Florence,
Italy: UNICEF Innocenti Research Center.

Bartlett, Sheridan. 1997.“Housing as a Factor in the
Socialization of Children: A Critical Review of the
Literature.” Merrill-Palmer Quarterly 43: 169–198.

———. 1998.“Does Inadequate Housing Perpetuate
Children’s Poverty?” Childhood 5: 403–420.

Buerkle, Karla, and Sandra L. Christenson. 1999.“A
Family View of Mobility Among Low-Income
Children.” CURA Reporter 29 (April): 7–12.

Cox, Martha J. 1983.“Economic Support of Children
Following Divorce: Some Theoretical and Empirical
Considerations.” Pp. 157–171 in The Parental Child-
Support Obligation. Edited by Judith Cassidy.
Lexington, MA: Lexington Books.

Environments of Children 237



Marcus, Clare Cooper, and Carolyn Francis. 1995.
“Growing Up in a Danger Zone: How Modernization
Efforts Can Improve the Environment of Children in
Public Housing.” Children’s Environments 12: 49–57.

Platts-Mills, Thomas, and Melody Carter. 1997.“Asthma
and Indoor Exposure to Allergens.” New England
Journal of Medicine 336: 1382–1384.

Wohlwill, Joachim F., and Harry Heft. 1987.“The Physical
Environment and the Development of the Child.” In
Handbook of Environmental Psychology. Edited by
Daniel Stokols and Irwin Altman. New York: Wiley.

Zimring, Craig, and Richard Barnes. 1987.“Implications
for Design and Research.” Pp. 309–318 in Spaces for
Children. Edited by Carol Weinstein and Thomas
David. New York: Plenum.

Epigenetic Principle
Epigenesis, a concept that originated in biology
and has been adopted and adapted by psychology,
refers to interactions of organisms with their envi-
ronments such that both are changed by that inter-
action. It is among the oldest concepts in the study
of human biological and behavioral development.
The principle of epigenesis is central to the under-
standing and appreciation of the relative role of
genes and environment—of nature and nur-
ture–in human ecology. There are two variants of
the concept: deterministic epigenesis and proba-
bilistic epigenesis. Deterministic epigenesis sug-
gests a direct one-to-one linkage between biology,
genes for example, and structure or behavior. In
this formulation, biology is destiny. Having a gene
for breast cancer or phenylketonuria (PKU), for
example, results in the development of the disease
in the lifetime of the individual. Probabilistic epi-
genesis, on the other hand, speaks of a probabilis-
tic linkage between biology and both physiological
structure and behavior. One may thus have a breast
cancer or PKU gene, but as a result of diet, or other
lifestyle factors, that gene may or may not express
itself. Biology, therefore, is not necessarily destiny.

As articulated by Inge Bretherton and Mary
Ainsworth, deterministic epigenesis “implies that
an organism has some basic ground plan of devel-
opment in which different issues gain ascendancy
at particular stages in development” (1980, 316).
The maturational model of child development
proposed early by Arnold Gesell (1928) exempli-
fies one of the purest adoptions of strict determin-
istic epigenesis. In later formulations the strict de-
terminism was relaxed to a small degree. It was
replaced by a quasi-determinism, according to

which the basic ground plan could be impinged
upon in some finite number of restrictive environ-
ments. Psychoanalytic approaches to development
drew heavily on this version of deterministic epi-
genesis. For example, both Erik Erikson and Sig-
mund Freud viewed psychological development as
an epigenetic process driven by the resolution of
critical tasks at each stage of development. Al-
though the stages outlined by Freud and Erickson
differed, they shared this underlying deterministic
epigenetic perspective.

Deterministic epigenetic approaches share the
common feature that the process of development
proceeds from a relatively simple and uniform
state to a more complex and varied state through a
series of transformations and reorganizations.
Furthermore, these transformations and reorgani-
zations are thought to be governed by a specific set
of rules, which are localized and independent of
the developmental process. For example, the be-
havioral complexity of infants is relatively sim-
ple—they only do a few things, and they do them
frequently. However, as the infant becomes a tod-
dler, and the toddler becomes a school child, and
the school child becomes an adolescent, behavior
becomes more and more complex—the child be-
comes capable of doing more things and engages
in specific behaviors in a much more selective
manner. According to deterministic epigenesis
there are rules, probably genetic, that serve to in-
struct the organism on how to change from an in-
fant with simple behaviors to an adolescent with
more complicated behaviors. If one knew how to
read these genetically encoded rules, the develop-
mental course would be quite clear.

Despite its widespread influence in the history
of developmental study, the deterministic defini-
tion of epigenesis is currently seen as untenable.
Perhaps the last bastion of deterministic epigene-
sis receiving any serious consideration currently is
behavior genetics, especially as interpreted by con-
temporary evolutionary psychologists. Among
contemporary developmental and comparative
psychologists, it has become widely accepted that
the course of development is probabilistic, not
strictly determined. Neuroscientists also take this
position with respect to the embryonic origins and
later development of the nervous system as well as
other biological systems (Benno 1990). In this for-
mulation of epigenesis, genes do not predict the
outcome of development in an unvarying manner.
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At each stage of development the future path is un-
derstood to be the result of the dynamic interplay
of a complex array of biological and environmen-
tal factors. According to this view, while develop-
ment occurs within an environment, that environ-
ment is not benign, but is rather the source of
important influences on the course of develop-
ment.

Every biological and behavioral feature, then, at
every point in development, is a functional prod-
uct of the dynamic relationship between the or-
ganism and all features of its environment. Thus,
in contrast to the deterministic version of epigen-
esis, the “rules” governing the process of change
from low complexity to high complexity are nei-
ther “stored” in a specific place such as the
genome, nor are they independent of the develop-
mental process. Rather, the “rules” of development
are diffusely spread across the entire developmen-
tal system and are a product of the developmental
process itself. In other words, the “cause” of devel-
opment is the action of developing. This idea was
explored fully in Individuals as Producers of Their
Development, by Richard Lerner and Nancy
Busch-Rossnagel (1981).

We noted earlier that the concept of epigenesis
originated in biology; however, with respect to be-
havioral development, the usefulness of proba-
bilistic epigenesis was recognized and promoted
throughout the twentieth century by psychologists
such as Zing-Yang Kuo (1967), Gilbert Gottlieb
(2000), Susan Oyama (2000), and T. C. Schneirla
(Aronson, Tobach, Rosenblatt and Lehrman 1972)
(though Schneirla never specifically employed the
term “epigenesis” in his writing). Probabilistic epi-
genesis is gaining support from an exciting set of
developments in contemporary science subsumed
under the rubric of dynamic systems theory, in
which complex developmental processes are un-
derstood to be the result of the dynamic interplay
of numerous factors. With respect to behavior, this
theory is fully developed by George Michel and
Celia Moore in their book, Developmental Psy-
chobiology (1995). The implication of this position
is that in a dynamic and changing environment,
rather than genes specifying a particular outcome,
be it structural or behavioral, every outcome is an
emergent result.

This view of epigenesis is epitomized by recent
discoveries in biology that even identical genomes
in extremely similar environments do not always

follow the same developmental pathways. In 1994
Elizabeth Kuo and her colleagues, studying enzyme
activity in bacteria, found that despite identical
genomes and extremely uniform culture condi-
tions, individual cells developed different levels of
enzyme activity and grew into colonies of different
size. Kuo’s studies showed that cell state in bacteria
is not determined only by genotype and environ-
ment. Rather, “Changes of state can occur sponta-
neously, without any defined internal or external
cause. By definition, these changes are epigenetic
phenomena: dynamic processes that arise from the
complex interplay of all the factors involved in cel-
lular activities, including the genes” (Solé and
Goodwin 2000, 63). As complex processes are bet-
ter understood, understanding of epigenesis is un-
dergoing change, and now includes emergent prop-
erties. Indeed, evolutionary psychologists may still
posit that the brain is compartmentalized into so
many cognitive modules, each triggered by specific
stimuli, but it seems more and more likely that
human tendencies and behaviors emerge as a re-
sult of a lifetime of individual experiences.

It is important to note that the idea of new
properties emerging from the interplay of various
components in a probabilistic rather than deter-
ministic manner applies to systems larger than in-
dividual organisms, to community agencies and
organizations for example. Thus, recent coopera-
tive research efforts in several leading universities
that link diverse research programs may bear un-
expected and unpredictable, though highly useful
results. One such effort is the University of North
Carolina’s Carolina Center for Genome Research,
which pools the expertise of faculty from a half-
dozen professional schools, including dentistry,
medicine, nursing, pharmacy, and public health. A
similar consortium is that of Case Western Re-
serve’s Physician-Engineer Training Program,
which combines medical and engineering train-
ing. Finally, Loyola University of Chicago has de-
veloped a Joint Social Work/Law Program (Man-
gan 2001). Each of these three innovative
programs hopes that the establishment of a novel
working environment will generate new ideas in
much the same way that environmental changes
affect individual organismic biological and behav-
ioral growth. It is hoped that the synergy among
these institutional components will result in the
emergence of novel, and unpredictable, outcomes
to address larger social issues.
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Probabilistic epigenesis, then, appears to be not
only an extremely useful concept for aiding our
understanding of biology and behavior; but also a
guide or map for understanding how biology, indi-
vidual behavior, and the larger psychosocial ecol-
ogy develop together. The concept provides a cor-
nerstone for a new integrative approach to
knowledge that spans the human experience.

Gary Greenberg
Ty Partridge

See also: Erikson, Erik Homburger; Erikson’s Theory
of Psychosocial Development; Freud, Sigmund;
Gesell, Arnold Lucius; Schneirla, T. C.; Twins
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Erikson, Erik Homburger
Erik Erikson (1902–1994) was a man both of his
times and ahead of his times. His life spanned
much of the twentieth century, coinciding with the
ascendancy of the social sciences. Accordingly, his

biography helps us understand both the growth of
the social sciences and his unique contribution to
them. Blessed with a share of good fortune, Erik-
son repeatedly found himself in the company of
the most influential social scientists of the twenti-
eth century. But rather than being a mere follower,
he transformed the best of their ideas into his
own, profoundly shaping the views we now have of
human development, especially of children and
adolescents (“Psychoanalyst coined identity cri-
sis,” 1994, E8). In many ways he anticipated the
new paradigm of human ecology, by stressing the
interplay between people’s development and their
social environments. Indeed, his own life is an ex-
emplary case of the way social environments can
fundamentally shape a person’s personality, val-
ues, and achievements.

Erikson’s unique biography begins with his birth
in 1902 to non-Jewish Danish parents, but upbring-
ing with a Jewish stepfather in Germany (Roazen
1976). Reared as a Jew, he was taunted by German
schoolmates, but rejected by Jewish playmates be-
cause of his Nordic appearance. These experiences
likely affected his scientific interests by making him
especially sensitive to both identity problems and
intergroup prejudice. Thus, we can see in much of
his later work a concern with the moral-ethical sig-
nificance of the way human self-definition is af-
fected by relations with others, especially when
those relations involve hatred and bigotry.

After graduating from secondary school, Erik-
son spent some time backpacking around Europe,
looking for himself (Erikson 1975), the custom
then, as it was again later in the 1960s. This search
fortuitously took him to two centers of cultural in-
fluence: Florence and Vienna. In Florence he ex-
perimented with his creative artistic skills, special-
izing in portraits of children. In Vienna, he
developed his analytic observation skills, while at
the same time teaching children at a progressive
private school.

Erikson later reflected on the fact that these ex-
periences coincided with his own identity crisis
and the way they affected his later approach to so-
cial science writing, when he attempted to draw
pictures for readers with prose:“I came to psychol-
ogy from art, which may explain, if not justify the
fact that at times the reader will find me painting
contexts and backgrounds where he would rather
have me point to facts and concepts” (Erikson
1950, 17).
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His experiences in Vienna were to be pivotal in
his own life and in the history of the social sci-
ences. He went there in 1927 for a summer job to
paint pictures of the children of wealthy parents.
This job led to introductions to Sigmund Freud
and Freud’s daughter Anna, a scholar in her own
right. Anna enticed Erik to become a psychoana-
lyst (analyzing him herself almost every day from
1930 to 1933), by suggesting that he synthesize his
artistic talents with analytic insights to help peo-
ple “see” the validity of psychoanalytic theory. In-
deed, he was soon to discover “that clinical writing
lent itself to artistic as well as theoretical expres-
sion” (Erikson 1975, 30).

The merging of these influences had a double-
edged impact on Erikson’s influence, however. Al-
though Erikson was able to take his insights to the
public through a series of best-sellers, including a
prize-winning book, Gandhi’s Truth (1969), his sci-
entific imprecision created problems for those at-
tempting to investigate those insights. Neverthe-
less, as an obituary in the Toronto Globe and Mail,
May 13, 1994, put it, Erikson was a “psychoanalyst
who profoundly reshaped views of human devel-
opment,” with his popular recognition peaking
during the 1970s from his coining of the term
“identity crisis” (“Psychoanalyst coined identity
crisis,” 1994, E8). Indeed, virtually all formulations
of the concept of identity in both psychology and
sociology have been influenced by Erikson
(Weigert, Teitge, and Teitge 1986), and it was
through his writings that social scientists in a va-
riety of disciplines took an increasing interest in
the concept of identity, beginning in the 1970s and
continuing to the present.

Erikson’s sensitivity to the ethics of intergroup
relations can be further traced to his emigration to
the United States in 1933, in part to escape the ris-
ing tyranny of the Nazi movement in Germany.
Once again blessed by circumstance, he took a po-
sition at Harvard Medical School and later taught
at Berkeley and Yale University, although he had no
advanced academic training. In the American aca-
demic world of the 1930s and 1940s, Erikson found
himself in the company of pioneering scholars
concerned with the large questions of the impact of
culture on human existence, such as Margaret
Mead. These relationships steered his work into the
emerging areas of cross-cultural studies, culture
and character, and psychohistorical analysis.

As Erikson assembled these influences into a

new theory, he emerged as an influential figure
himself. His first, and best-known book, Childhood
and Society (1950), laid out a map of the influence
of culture on human development that is still
widely cited today. This book also set out his the-
ory of the life cycle, which proposed that people
potentially pass through eight stages of develop-
ment from infancy through old age. This theory
constituted a significant variation on the ideas of
his Freudian mentors, because it sounded a more
optimistic note about the potential of human de-
velopment, both in terms of escaping possible
childhood problems and of engaging in active and
independent courses of action as adults.

Erikson’s writing career was impressive, espe-
cially in light of the fact that he had few formal ac-
ademic credentials. Several of his books spoke to
the importance—and precariousness—of iden-
tity in modern society: Young Man Luther (1958),
Identity: Youth and Crisis (1968), and Life History
and the Historical Moment (1975). Gandhi’s Truth
(1969) earned him a Pulitzer Prize and the Na-
tional Book Award.

Erikson’s life was influenced by other major
world events of the twentieth century. In 1939, co-
inciding with outbreak of World War II, he
changed his name from simply Erik Homburger to
Erik Homburger Erikson, rejecting his residual
German identity for a more positive Nordic Amer-
ican one (Roazen 1976). His clinical treatment of
people traumatized by wartime experiences led to
his insights regarding ego identity problems expe-
rienced by many young people. In 1950, he left his
position at Berkeley, refusing to sign a loyalty oath
required as part of the reaction to the McCarthy
Red Scare. He then spent ten years in clinical work
at the Austin Riggs Center in Massachusetts, then
returned to Harvard until 1970, where he wrote ex-
tensively about the youth unrest of the 1960s. In
these writings, he drew from insights about his
own youth, putting an optimistic spin on the iden-
tity crises that seemed to grip youth in America.

Beyond his concern with the vitality of children
and adolescents, Erikson was deeply concerned
that as the human species has solved certain prob-
lems of survival with technological advancements,
new unanticipated identity problems associated
with the meaning of existence have emerged, in-
cluding how to deal ethically with the greater lati-
tude of choice that life-sustaining technology has
given us. The issue of how to deal with technolog-
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ical advancements in terms of a set of humanistic
ethics weighed heavily on Erikson, and his deliber-
ations on this thorny issue can be found in his later
writings (e.g., 1975).

James E. Côté

See also: Erikson’s Theory of Psychosocial
Development; Identity Statuses; Mead, Margaret
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Erikson’s Theory of 
Psychosocial Development
Erik Erikson (1902–1994) was a pioneer in em-
phasizing the role of social context in human de-
velopment. From his Freudian roots he developed
a theory of the life cycle that proposes that people’s
lives can involve an evolution of their potentials. In
doing this he helped establish the notion of the in-
terplay of individual experience and cultural con-
text in the unfolding of psychosocial stages over
the life course.

Erikson built on Freud’s basic ideas rather than
significantly modifying them; he showed how cul-
tures can affect ego development over the entire
life span, not just during the first few years of life.
In the process, Erikson developed an eight-stage
theory of epigenetic development, which he origi-
nally referred to as the eight ages of man (1950).
He considered his theory psychosocial; each stage
of ego development involves the gradual meshing
of the individual’s maturing psychological (ego)
characteristics with the increasingly complex so-
cial contexts encountered during the life course.
Accordingly, he proposed that a new psychological
structure develops as each new social structure is
mastered.

The stages are not of any necessary length,
and people pass through them at differing rates.

Generally, however, the tasks associated with each
psychosocial stage must be adequately completed
before going on to the next stage. Completing
psychosocial tasks involve solving real-life prob-
lems and overcoming personal difficulties. Com-
pleting the tasks associated with a stage is con-
sidered a positive resolution of the stage when the
individual acquires the positive quality of that
stage (e.g., trust or autonomy). Incompletely
mastered tasks constitute negative resolutions,
and signal that the person will have to return to
that stage later to reattempt the tasks, or will have
considerable trouble when presented with situa-
tions requiring ego capacities that should have
been mastered previously (because the person
does not have sufficient trust or autonomy, for
example).

The years of infancy and childhood include
four stages in which specific ego strengths are ide-
ally acquired: During the first stage, children need
to develop the ego strength of basic trust (versus
mistrust); in the second, autonomy (versus shame
and doubt); in the third, initiative (versus guilt);
and in the fourth, industry (versus inferiority).

During adolescence and youth, the task is to de-
velop a viable sense of identity (the fifth stage)
with which to move on to the tasks of adulthood.
This can be a period of identity confusion and
identity crisis, especially if the person’s culture en-
courages a high degree of choice or provides little
guidance in how to transit adolescence. During the
sixth stage, young adults face the challenge of de-
veloping a sense of intimacy (rather than isola-
tion), while during the seventh stage middle-aged
people face the problem of nurturing a sense of
generativity (caring for others) instead of being
drawn into a sense of self-absorption and stagna-
tion. In the last stage, which is usually entered in
old age, individuals must evaluate and come to
terms with the overall quality of their lives. Here
the major alternatives are integrity versus despair.

Of the eight stages, Erikson wrote most about
the identity stage (e.g., 1968, 1980), in part be-
cause he believed it has become the most difficult
stage for people to resolve in modern societies. (In
his own later life he turned his attention to the in-
tegrity stage; see Erikson, Erikson, and Kivnick
1986). Erikson first noticed the trend toward more
problematic identities in the 1940s, and originally
conceived of the notion of the identity crisis when
treating identity loss among war-trauma victims
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during World War II. He subsequently wrote exten-
sively about the “identity crisis,” which he saw as a
growing epidemic in modern societies, drawing
parallels between this type of disturbance and the
experiences of “severely conflicted young people
whose sense of confusion is due to a war within
themselves” (Erikson 1968, 17). He also wrote
about the identity problems of adulthood that he
saw to be “normal” responses to problems associ-
ated with modern societies.

Erikson applied his theory of psychosocial de-
velopment to a number of topics: cultural differ-
ences in child rearing (1950), how the structuring
of children’s play reproduces cultural ideologies
(1977), the interplay between individual biogra-
phy and historical events (e.g., 1958), and the con-
tribution of youth to cultural renewal (1968, 1975).
His theory has found applications ranging from
clinical approaches to treating disorders of child-
hood and adolescence to the psychohistorical
analysis of figures like Martin Luther and Ma-
hatma Gandhi.

Erikson’s theory is not without its critics (e.g.,
Côté and Levine 2002). Some feel it is androcentric
(focused on male experiences) and Eurocentric
(focused on Western experiences) in the types of
models used to illustrate it, while others find the
idea of progressive life stages to be too linear and
prescriptive (preferring to see psychosocial tasks
met as they arise or not encountered at all, with no
serious developmental consequences). Yet others
think that many cultures do not institutionalize
some of the stages he proposed, especially those
cultures where there are few distinctions among
the roles played by people of different ages (e.g.,
where childhood labor is widespread). Still, Erik-
son’s theory continues to be taught in human de-
velopment and clinical courses, and no theories
have been proposed that seriously compete with it
in terms of its depth and breadth of explanation.

James E. Côté

See also: Adolescence in a Cultural Context; Ego
Development; Epigenetic Principle; Erikson, Erik
Homburger; Freud, Sigmund; Identity Statuses;
Parental Development
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Ethics: A Feminist Perspective
The feminist perspective on ethics is intended, like
all ethical theories, to provide people with a way of
deciding what the right thing to do is and choosing
a way to do it. Ethics within the feminist perspec-
tive is an important part of human ecology, in that
it helps answer questions about our responsibili-
ties for human welfare, including society as a
whole and the environment. The feminist perspec-
tive on ethics draws from ethical philosophy and is
based on a type of thinking called feminism. Most
basically, feminism is the belief that women and
their experiences are of value. It can also be de-
scribed as a movement made up of people of all
ages, races, sexual orientations, and genders who
are working together to make the world equal, fair,
and without harmful prejudice. The feminist per-
spective takes these beliefs and applies them to
ethics. Ethics is a branch of philosophy that help us
look at problems or moral conflicts, conflicts in
which people must decide what the right course of
action is. Ethics includes thinking about types of
action, consequences of actions, and the reasons
behind actions. Ethical choices are made about
what actions may be required, forbidden, or al-
lowed. Consequences of actions may be good, bad,
or somewhere in between. Reasons behind actions
may be focused on an individual, other people, or
both. For example, is littering in a park right,
wrong, or in between right and wrong? What if in
the park, there is a sign that warns people that lit-
tering is against the law, and that people who are
caught littering can be fined? In this example, lit-
tering belongs to the type of action called forbid-
den. One consequence of this action is that the
person who littered could be fined if she is caught.
Another consequence is that littering can spread
germs and harm the environment.A reason for lit-
tering might be that the person who littered did
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not feel like walking to a trash can and so, threw
her trash on the ground. Ethical principles can
help people judge what is the right thing to do.

While there are many theories about ethics,
most theories are based on one or more of five eth-
ical principles: autonomy, nonmaleficence, benefi-
cence, justice, and fairness. The principle of auton-
omy protects the rights of individuals to privacy
and independent choice. Nonmaleficence pro-
hibits practitioners from doing harm to others by
neglecting, abusing, or exploiting them. The prin-
ciple of beneficence encourages individuals to
consider the welfare of others. The principle of jus-
tice requires fidelity and equity. Fidelity requires
people to create an atmosphere of honesty, in-
tegrity, and trust, and to honor commitments and
promises.

The first characteristic of the feminist perspec-
tive on ethics is that it requires that we pay atten-
tion to the experiences of women and girls. Many
things that we read about in history are based on
the stories of men’s lives. For example, until re-
cently, many of the experiments done in science
included only men and boys. The history of ethics
itself is primarily based on the experience of male
philosophers. The feminist perspective requires us
to listen to the stories and experiences of women
and girls and recognize that they are just as im-
portant as those of men and boys.

The second characteristic asks us to appreciate
different ways of understanding situations. We are
often told that objectivity or understanding things
in a way that is “neutral” is the best way to think.
Ethics from the feminist perspective says that
subjectivity or understanding things in a way that
takes our own feelings and experiences into con-
sideration is an equally important way to think. Is
it possible to be completely neutral or objective?
Are we able to put aside our own beliefs and the
way that we see the world? Feminist ethicists
would say that it is not possible because our expe-
riences shape our understanding and beliefs. For
this reason, to be ethical from the feminist per-
spective, we always need to be clear about how our
experiences and beliefs influence or shape the way
that we understand things. Like the field of
human ecology in general, feminist ethics helps
us look at moral choices people make within the
specific physical and social context within which
people live.

A third characteristic comes from the fact that

feminist women and men work to ensure political,
economic, and social equality between men and
women. Ethics from a feminist perspective looks
not only at the that the oppression of women af-
fects all people, but also the effects of other in-
equalities that exist in our culture. These inequali-
ties may be based on the amount of money
someone has, his job or position in society, or his
human characteristics (e.g., gender, sexual orien-
tation, race or ethnicity). Ignoring the way that dif-
ferences based on socioeconomic status, gender,
race or ethnicity, and sexual orientation affect our
understanding can lead us to make classist, sexist,
racist, and heterosexist decisions, which violate
ethical principles as understood in feminist ethics.

The fourth characteristic of ethics in the femi-
nist perspective is that we must examine power in
relationships. In every relationship we have in our
lives, there is power. For example, a teacher has
power over a student. An older brother may have
power over a younger brother. A boss has power
over a worker. U.S. culture organizes power around
different aspects of our identity, frequently causing
the inequalities mentioned in the previous para-
graph. Men often have greater power than women.
White people often have greater power than people
of color. Wealthy people often have greater power
than poor people. Heterosexual people often have
more power than bisexuals, gay men, and lesbians.
This is not because one group is better than the
other, but because of the prejudice and discrimi-
nation that exists in our culture. People also gain
power through education, age, and position. Power
can be used in good and bad ways. The feminist
perspective on ethics requires us to be aware of the
power that we have in our relationships and how
our power affects other people.

The fifth characteristic of the feminist perspec-
tive on ethics is that it calls for individuals to work
toward change that benefits all members of soci-
ety. This point is important because it takes ethics
one step beyond knowing what is right, and be-
yond personal morality, or doing what is right as
individuals. Ethics from the feminist perspective
also requires that we do something to make a situ-
ation better. For example, if an ethical person saw
someone being treated unfairly, she would be com-
pelled to act in a fair way herself and to do some-
thing that makes it more likely that people are
treated fairly. The feminist perspective on ethics
ask us to not only think about what should be, but
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how to make the world a place that is closer to what
should be. This means that when we act from the
feminist perspective on ethics, we work toward
eliminating prejudices and discrimination, so that
the world is a fair and equitable place for all its
members. For example, when the Civil Rights Act
was passed, it required all U.S. citizens to treat peo-
ple without racial, ethnic, religious, or sexual dis-
crimination. This is a systems change, and the fem-
inist perspective on ethics requires us not only to
make our own behavior more ethical, but also to
change any system that leads to unethical behavior.

Mary M. Brabeck
Rachel E. Latta

See also: Consumption, Ethical; Environmental Justice;
Gender and Environment; Moral Development
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Ethnic and Racial Identity 
in Adolescence
Ethnicity and race are more and more apt to be
central aspects of individuals’ identities, as we wit-
ness a tremendous growth in the non-European
population of the United States. An ecological per-
spective (see Bronfenbrenner 1989) on under-
standing identity formation acknowledges that
children and adolescents develop their identities
within the contexts of their families, schools, com-
munities, and broader ecologies. The environ-
ments in which children’s lives are embedded, to-
gether with the meanings ascribed to race and
ethnicity in these environments, influence adoles-
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cents’ understanding of who they are (Erikson
1968).

When children and adolescents are trying to
answer the basic question “Who am I?” references
to their race and ethnicity are likely to help form
their answers to this question. Additionally, the
ways in which individuals’ ethnic and racial
groups are viewed in their surrounding environ-
ments will also influence the ways in which they
think about their race and ethnicity. The develop-
ment of a self-identity is critical, because it gives
individuals a sense of who they are and who they
will become (Erikson 1968). The process of an-
swering the “Who am I?” question is especially
critical during adolescence, when individuals
focus more intensely than in childhood on identity
formation. This exploration takes place in various
contexts, including, but not limited to, the family,
school, neighborhood, city, state, and country. In
other words, individual identity is shaped by the
interaction of the individual with these significant
contexts of life.

There is considerable misunderstanding re-
garding the definitions of the terms race and eth-
nicity. A person’s race is based on physical charac-
teristics that are external and visible to the human
eye (for example, skin color) (Phinney 1996b). Ex-
amples of races that are common in the United
States are Black,White, and Asian. Ethnicity, on the
other hand, is based on cultural traditions and val-
ues that are transmitted over generations (Spencer
and Markstrom-Adams 1990). Examples of eth-
nicity that are found in the United States are
African American, Haitian, Chinese, and Cuban.
People who are of one ethnicity may be from dif-
ferent races. For example, there are Cuban people
who are racially White, and there are also Cuban
people who are racially Black. Ethnic and racial
identities are important because they make up im-
portant components of an individual’s overall self-
identity.

Because race and ethnicity are two different
concepts, the definitions of racial identity and eth-
nic identity are also different. The term “ethnic
identity” is used to describe to the way individuals
interpret and understand their ethnicity and their
degree of identification with their ethnic group
(Phinney 1996a). Racial identity pertains to indi-
viduals’ identification with their racial group, as
well as a shared history as a result of being mem-
bers of a particular race (Helms 1990). For exam-

ple, for Black individuals, their racial identity
would involve overcoming oppression and related
struggles that result from historical oppression
and the racism that has existed throughout U.S.
history. On the other hand, for Mexican individu-
als, their ethnic identity would involve their degree
of identification with particular Mexican customs,
such as the celebration of quinceañeras, which are
parties designed to celebrate the coming of age of
a 15-year-old Mexican female.

Clearly, then, it is possible for individuals to
have both a racial identity and an ethnic identity.
Their racial identity will be based on their racial
group membership and their experiences with and
understanding of the societal factors that affect
their racial group, while their ethnic identity will
be based on cultural characteristics that are trans-
mitted from one generation to the next. For exam-
ple, while Black Haitian Americans and Black
African Americans would both have racial identi-
ties associated with being Black, Haitian Ameri-
cans’ ethnic identity would be based on their Hait-
ian heritage, whereas African Americans’ ethnic
identity would be based on their African tribal
heritage.

An important factor to consider regarding eth-
nic and racial identities is that adolescents will
vary in the degree to which they identify with their
racial or ethnic group. While ethnic identity may
be a very important aspect of one Chinese Ameri-
can adolescent’s identity, it may not be important
at all for the identity of a different Chinese Ameri-
can adolescent. As mentioned above, adolescents’
identification is contingent on their personal expe-
riences and the factors in their surrounding envi-
ronments. Thus, it is important to acknowledge
that adolescents come from varying backgrounds
and that all adolescents will not necessarily iden-
tify strongly with their ethnic or racial group, and
some adolescents may not identify with their
group(s) at all.

One final point to consider is that there are
many people in the United States who are multira-
cial or multiethnic. Multiracial individuals have
one parent who is a member of one race and a sec-
ond parent who is a member of a different race. For
example, a multiracial adolescent may have a Black
mother and a White father. Multiethnic individu-
als, on the other hand, have parents who have dif-
fering cultural backgrounds. For example, an ado-
lescent who has a Japanese mother and a Chinese
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father would be considered multiethnic. People
with mixed heritages have usually been referred to
with terms such as “biracial,” “multiracial,” or
“mixed.” Similar to people with only one ethnic or
racial background, multiracial and multiethnic in-
dividuals vary in their preference for the ethnic or
racial labels that are used to identify them. They
also differ with regard to their degree of identifica-
tion with their group. As a result, it is best not to
make any assumptions regarding others’ prefer-
ences for ethnic labels or identification with par-
ticular groups.

Adriana J. Umaña-Taylor

See also: Acculturation; Adolescence in a Cultural
Context; Adolescent Identity Formation;
Ecodevelopmental Theory; Erikson’s Theory of
Psychosocial Development; Hispanic Immigrant
Experience; Racial Identity Development among
African American Adolescents
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European Americans
The ecology of human society in the United States
has been deeply influenced by the Europeans who
have been until recently the overwhelming major-
ity of its citizens and of the immigrants who have
entered. But it would be an error to think that Eu-
ropean Americans have ever formed a homoge-

neous society, now threatened by the immigration
of non-Europeans. The history of immigration to
the United States, as well as to its various commu-
nities before the country came into existence, tells
a very different story. This country and the com-
munities of which it is comprised have always had
to deal with a diverse body of citizens, often in
conflict, often intolerant of each other’s ways. Ac-
ceptance and unity have never come easily, even
when all those involved have been European.

The area that became the United States be-
longed to the original inhabitants, the native
American Indians, until 1607, when English Euro-
peans settled Jamestown, in Virginia, or perhaps
more importantly, 1620, when a small group of
English Europeans came by boat across the At-
lantic and settled near Cape Cod in what is today
Massachusetts (an Indian name).

The little English group who came to America
in 1620 was fleeing from the insistence of the Eng-
lish government that everyone had to belong to the
national church and worship in the same way. They
were Protestant dissenters, members of one of the
many groups breaking into new religious worship.
All they wanted was religious freedom and peace
to practice as they wished.

Yet, on that little ship, the Mayflower, there were
indentured slaves, White children who had been
sold because the debt of their parents in Europe.
They were going to work their way to freedom, but
for some it never happened, and they remained in-
dentured for their whole lives. Also, within one
generation, these people and other refugees who
had sought religious freedom showed themselves
so intolerant of other religious worship that in
1660 they hanged a woman named Mary Dyer, be-
cause she was a Quaker. There is a monument to
her on the Boston Common. She and her husband
had come to America in 1635. She remained true
to her faith, and along with other members of her
faith, she was executed.

That pattern continued throughout the history
of European immigration to America, which has
lasted over 370 years. Some people came with fam-
ilies, many came alone; some sent for their loved
ones, some never did. But always America at-
tracted the same kind of Europeans: people who
were desperate, outcasts often, sometimes crimi-
nals, risk takers, people who had little hope in the
Old World and were seeking freedom in the New
World. For most of those 370 years, the over-
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whelming numbers came from Europe. In the past
three decades, that pattern has shifted, and now
Europe contributes relatively a small portion of the
immigration to America.

Those who had come earlier and were now
looking at those who were about to land always
said essentially the same thing: “Be like us, or we
won’t like you.” In the 1600s, it was not easy to be
like everyone else. America attracted European
Methodists, Presbyterians, Congregationalists,
Calvinists, Puritans, Baptists, French Huguenots,
people who quaked before God (Quakers) and
people who shook before God (Shakers). All these
sects had their origin in the Protestant reform
movement started by Martin Luther in 1517, but
they were all different from each other, and many
of them were intolerant. Baptists caught in the
midst of their water ceremonies would be attacked
and drowned. Methodists would have their homes
burned down.

They also came from many countries in Europe
and spoke many languages. There were English,
French, Germans, and Dutch. They fought over
names. Some wanted a part of what was called New
England to be named Green Mountain. The Ger-
mans wanted it called Gruenberg, which meant the
same thing in German. But the French won out,
and it was called Vermont, which also means Green

Mountain. These earliest European Americans did
not like each other’s languages or religions, yet they
had to learn to live together in the same country,
and that meant they had to learn the principle of
tolerance. And in fact the new country did actually
enshrine the principle that the national govern-
ment could not legislate the establishment of any
one religion in its founding document.

An interesting illustration of the conflict be-
tween tolerance and intolerance can be seen in the
history of Maryland. When the first Catholics
came to America, led by the English nobleman
Lord Baltimore, he had been given a tract of land
named after the Catholic wife of Charles I, Queen
Mary. In 1633, he settled with his refugee followers
in Maryland, and announced that this would truly
be a haven for all religious people seeking free-
dom, regardless of their faith. He invited Protes-
tants who were being persecuted by other Protes-
tants, and they joined with the Catholic European
families in what was supposed to be a new regime
of freedom and tolerance. Alas, within a hundred
years the Protestants were in the majority, and they
legislated the closure of the Catholic church in
Maryland. Yet in the end, in Maryland as else-
where, Catholics were given full civil rights.

From 1620 to 1820, immigration came over-
whelmingly from Europe, and it was Protestant. In
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the eighteenth century, impoverished Scotch-Irish
Presbyterians who had lost all their land were al-
lowed out of debtors’ prisons in England and were
permitted to come with their families to the New
World. Some went to Australia, others to America.
Opening up the prisons also permitted a consider-
able number of desperados and thieves to join in
the immigration, but America was opened to all.
White immigration was already being joined by
the slave trade from Africa, because many were
prospering in America, and slavery seemed to offer
no problem for the religious communities, partic-
ularly in the South, although Black (and White)
slaves still were found in the north. The indentured
White person or family was very much a part of
that eighteenth-century migration from England.

As the original thirteen colonies began filling
somewhat, these latest immigrants and their fami-
lies poured through the Appalachian mountain
gaps and spilled over into new territories to the west
of the mountains. Those who stayed in the moun-
tains had their own distinctive culture. They were
heavily English and Scots and Scots-Irish, got into
the same squabbles and fights over religion as their
ancestors in Great Britain, and have been immortal-
ized in stories of the mountain family feuds be-
tween the legendary Hatfields and McCoys, the
American version of Romeo and Juliet. These
mountain people are sometimes called hillbillies,
but some have said that their distinctive speechways
represent the last vestiges of Elizabethan English
speech. Mountain people were among those the
French visitor Alexis de Tocqeville met when he
came to America in the 1830s. When he described
American eating habits, what he saw in these
mountain people was the ability to take a wagon
filled with corn and convert it into nutrition, energy,
and a very powerful alcohol. The mountain people
were not alone in their drinking habits; deTocqeville
called America the besotted Republic, because he
had never seen so many families drinking so much
at one time! Indeed, the United States held the
record for most alcoholic consumption until Russia
passed us early in the twentieth century.

By the end of the eighteenth century the sepa-
rate states had become a nation, the United States
of America. Almost immediately, there were calls
to cut off immigration. Earlier, Benjamin Franklin
had hoped that Germans would be kept from these
shores. Franklin did not like the German language
or German attitudes. He said they would never as-

similate into American culture, that their language
was ugly, and that their institutions were starting
to play too large a role in Pennsylvania. There were
the Pennsylvania Dutch (actually Deutsch, or Ger-
man; the followers of Jakob Amman, the Amish),
there were settlements named Germantown, Rit-
tenhouse, and Muhlenberg; everywhere he looked,
Franklin saw the Germans. He was afraid that the
University of Pennsylvania would adopt German
as the institution’s second official language (it
failed to do so by one vote of the faculty). Finally,
in 1794, a Connecticut congressman led the fight
for new anti-immigration legislation. According to
him, the country was filled up,, there was no more
room, and there were too many non-English com-
ing to the country. Like Franklin, he hated the Ger-
mans. He managed to have a law passed reserving
citizenship for immigrants who had been in the
country for fourteen years. The Supreme Court
said this limitation was unconstitutional, and the
legislation was overturned.

What the congressman did not foresee was the
Louisiana Purchase, and a tremendous need for
cheap labor and families for settlement, as our
country tripled in size after 1805. When Lewis and
Clark told President Thomas Jefferson of the size of
America’s new territory, there was no more talk of
limiting immigration, at least for the moment.

However, there was a problem. Europe was
running out of sufficient numbers of Protestants.
As a result, in the 1830s and 1840s the United
States turned to another available source of des-
perate people: the starving Catholics of Ireland.
Here were the hungry and wretched, willing to
risk everything in the hope of finding a new
world. But Irish Catholics seemed impossible to
assimilate. American Protestants had a deep-
seated prejudice against the Catholic Church, the
Pope, and everything that they stood for. As the
Irish started escaping their famine and coming to
America, they were met by a wall of bigotry. Those
that survived the crossing arrived weakened; they
were excluded from all but the most menial jobs
in the big cities and ports of their arrival. In New
York, Boston, Philadelphia, and the cities of the
South, “Irish Need Not Apply” was the standard
addition to advertisements for any respectable
position. The contemporary language of newspa-
pers described the Irish as vermin and maggots
who could never become Americans. They were
vilified and dehumanized.
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Nevertheless, as has so often happened in this
country, they started out on the bottom and
worked their way up. In the Civil War they and
their fellow German immigrants were the cannon
fodder, serving in units led by officers who spoke
German or Gaelic, since most of the conscripts
could not speak English. Their numbers were
enormous because poor Irish and German fami-
lies were willing to accept the $300 that was given
to anyone taking the place of a drafted soldier. The
number of Irish youth who died in the early years
of the Civil War got so large that finally in 1863 in
New York City the Irish mothers rose up in a vio-
lent riot, and mobs burned enlistment centers and
killed indiscriminately. The riot turned racist
when Blacks, always pitted against the Irish, were
also attacked by the Irish mob.

It took fifty years or more, but by the end of the
nineteenth century the Irish were making it in
America. Irish mayors were elected in Boston and
New York City by the 1880s; the Irish were becom-
ing schoolteachers and policemen, and they were
very visible in American sports like baseball and
prizefighting. The heavyweight champion of the
world was John L. Sullivan; Tammany Hall politics
was Irish , and even the criminal world was over-
whelmingly controlled by the Irish.

Immigrants kept pouring into this country, in
spite of political parties like the Know Nothing
Party, which insisted that America should close its
doors. People and languages were coming from all
parts of Europe. Newspapers were published in
dozens of languages. The Germans now repre-
sented nearly 40 percent of all American immi-
grants, the largest single number of any ethnic
group. But all the immigrants were not Euro-
peans. Cheap labor was needed to build the great
Western railroads of the 1860s, and Europeans,
even the Irish, were no longer willing to do the
dangerous work of blasting through the moun-
tains. The owners of the Pacific Central turned to
China and found in the willing and pliable Chi-
nese coolie the perfect worker. They came by the
thousands, often working for racist Irish supervi-
sors who had little value for Chinese labor. Those
who survived became the earliest population of
the western Chinatowns and often objects of in-
tense discrimination.

Europe had two more massive contributions to
make to the United States. The Industrial Revolu-
tion still required large numbers of cheap laborers

toward the end of the nineteenth century, and in
the 1880s, the last two large immigrations took
place, one non-Protestant and one non-Christian.

Poverty in Italy produced a large influx of im-
migrants starting in 1880, the same year that saw
the beginnings of anti-Jewish riots and legislation
in Czarist Russia. The Jews of Eastern Europe had
been living there for over 500 years, but with the
advent of an anti-Semitic Czar, Alexander III, they
got the message: It’s time to leave. The Jewish im-
migration eventually numbered in the millions. In
order to manage these numbers of Europeans, the
American Immigration Service opened on Ellis Is-
land in New York City harbor a station to process
this wave. They came impoverished and moved
right into the ghettos that had been abandoned by
the last group of wretched earlier immigrants. In
all the big cities of the East, Little Italies and Little
Israels sprouted. Some families came together;
sometimes husbands came first, and then sent for
their spouses, or just disappeared. The Hebrew Im-
migrant Aid Society was founded in the 1880s to
look for runaway Jewish husbands who had aban-
doned their families. Jewish and Italian orphan-
ages grew in numbers to manage the abandoned
children of desperate mothers. As could be ex-
pected, crime flourished in this environment. The
Italians and Jews pushed out the Irish and Ger-
mans, and by the early twentieth century they had
taken over. There were a dozen Jewish prizefight-
ing champions of the world between 1900 and
1935. Murder Incorporated, the execution arm of
Italian organized crime in America, was almost ex-
clusively made up of Jewish hit men. The Italians
and the Jews worked very closely together.

The political call to end immigration got
stronger again at the end of the nineteenth cen-
tury. This time, politicians and educators from
New England took the lead. The new pseudo-
science of eugenics was used as the theoretical
wedge. Testimony before Congress by Senator
Henry Cabot Lodge of Massachusetts and faculty
from Harvard, MIT, and Johns Hopkins claimed
that American stock was being destroyed by the
inroads made by eugenically inferior people from
the Mediterranean regions of Europe and from the
Slavic lands. The reference to Italians and Jews was
clear. However, the need for cheap labor prevailed.

The great opportunity to change the flow of Eu-
ropean immigration came in 1920, when two Ital-
ian anarchists held up a payroll in Braintree, Mass-
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achusetts. The year was 1920. When Sacco and
Vanzetti were finally executed in 1927, all of the re-
strictive immigration laws had been passed, and
the United States was about to change. The doors
were slammed shut on Europe. They stayed closed
through World War II when so many lives could
have been saved by admitting Jewish refugees
from Hitler and not until the 1970s did they open
again. Nevertheless, from 1920 to the early twenty-
first century, the flow of illegal immigrants has
continued. From Ireland and Italy initially, now
from across the Rio Grande, there are people who
want nothing more than the opportunity to get to
this country. This time, the risk takers are coming
from Asia and Latin America. With the collapse of
the Soviet state in 1990, those parts of Europe that
had still had harsh enough conditions to inspire
emigration began to be more completely inte-
grated into the way of life of western Europe,
which offers a secure and comfortable life to its cit-
izens. Europe no longer provides the desperate.
They are coming from another part of the world.

Toward the end of the twentieth century, the
politics of immigration became involved in the
presidential campaigns. Language again became a
test. Should America legislate one language? Cali-
fornia has always been the battleground. The
politicians on one side argue that English is needed
as the official language of the United States, be-
cause otherwise people will never integrate. Ironi-
cally, the most popular name among first-genera-
tion Latinos in Los Angeles and New York is Kevin,
not exactly a typical Latino first name.

Somehow, over the centuries, Europeans who at
first seemed impossible to assimilate have become
thoroughly American. Admittedly, differences in
race make acceptance even more difficult, but we
now have a large percentage of interracial families,
and that number is growing every year. It was not
easy to accept that Europeans who were so differ-
ent from those who were already here could be-
come part of the country, and that is worth re-
membering in our current problems.

Sol Gittleman

See also: Families, Southeast Asian; Hispanic
Immigrant Experience; Parent Education Programs
for Immigrant Families

References and Further Reading
Burton, William L. 1988. Melting Pot Soldiers: The Union’s

Ethnic Regiments. Ames, IA: Iowa State University
Press.

Glazier, Michael. 1999. The Encyclopedia of the Irish in
America. Notre Dame, IN: University of Notre Dame
Press.

Howe, Irving. 1976. World of our Fathers. New York:
Harcourt Brace Jovanovich.

Kleinknecht, William. 1996. The New Ethnic Mobs: The
Changing Face of Organized Crime in America. New
York: Free Press.

Lipset, Seymour Martin. 1996. American Exceptionalism:
A Double-Edged Sword. New York: W. W. Norton.

Mangione, Jerre Gerlando. 1992. La Storia: Five Centuries
of the Italian-American Experience, 1492–1992. New
York: Harper Collins.

McCaffrey, Lawrence John. 1992. Textures of Irish
America. Syracuse, NY: Syracuse University Press.

Meagher, Timothy J. 2001. Inventing Irish America:
Generation, Class, and Ethnic Identity in a New
England City, 1880–1928. Notre Dame, IN: University
of Notre Dame Press.

Schoener, Allon. 1967. Portal to America: The Lower East
Side, 1870–1925. New York: Holt, Rinehart and
Winston.

Synnott, Marcia Graham. 1979. The Half-Opened Door:
Discrimination and Admissions at Harvard, Yale, and
Princeton, 1900–1970. Westport, CT: Greenwood
Press.

Evaluation Research
Evaluation research is the use of social science re-
search methods and other systematic procedures
to answer questions about social programs. The
aim of evaluation studies can be to support the de-
sign of such programs or to improve existing pro-
grams, determine their effectiveness, or under-
stand how they work. By providing information to
assist program development and decision making,
evaluation research is an essential component of
society’s efforts to develop innovative strategies to
solve social problems. Evaluations may vary
widely in their research designs and data formats,
depending on the questions that are being asked
and the types of evidence that are needed to an-
swer them.

The kinds of programs that are candidates for
evaluation cover a wide spectrum. For example, to
reduce rates of teenage pregnancy in a school dis-
trict, a program may be introduced in schools that
aims to change students’ sexual behaviors. To re-
duce the rates of accidental poisonings in a com-
munity, a hospital might establish a poison control
hotline so that community members can call for
information and assistance, especially in an emer-
gency. To reduce levels of heart disease from over-
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consumption of fats, an educational program for
doctors may be conducted that encourages them
to talk with their patients about healthy nutrition.
In an attempt to lower the number of traffic acci-
dents, a state might change its licensing system for
new drivers and its testing requirements for expe-
rienced drivers. All of these interventions require
time and money to design and put into practice,
and if they are not effective there are other ap-
proaches that can and should be used instead to
address the identified problems. Therefore, there is
generally strong interest in knowing whether a
program is working, whether it is being conducted
as planned, whether it is worth the money it costs,
and whether it represents the best way to address
the problem at hand (Berk and Rossi 1999).

There are several different categories of ques-
tions regarding social problems and potential pro-
gram interventions for which evaluation research
is used. Needs assessment questions relate to how
serious or extensive a problem is within a particu-
lar population or geographic area. For example,
before a high school makes a commitment to de-
liver a program aimed at preventing student drug
use, the school personnel need to know the nature
and extent of drug use at that school. Once a deci-
sion has been made to deliver a program, imple-
mentation questions concern how well the pro-
gram is being delivered, including, for example,
how closely the program’s delivery follows the
original plan, how many students are receiving all
of the activities, and how well the students under-
stand and enjoy the program’s activities. Finally,
outcome questions address how well the program
has accomplished its stated goals, what other ef-
fects it might have, and what the reasons might be
for its degree of effectiveness.

The techniques for collecting data in evalua-
tion studies vary widely; they include such meth-
ods as survey questionnaires, achievement tests,
direct observations, clinical assessments, individ-
ual or group interviews, demographic statistics,
assessment of financial costs and benefits, and
numerous others. Typically, many data formats
are combined within a single study, which adds
depth and perspective to the process of making
interpretations and answering the evaluation
questions.

There can also be great variation in the design
of an evaluation study, that is, the way it is set up to
answer the questions of interest. When the ques-

tion concerns whether a program causes positive
change among its participants, an experimental
design is, at least in theory, the most powerful way
to address the question. For example, to assess the
impact of an educational program, participating
students can be assigned at random into one of
two groups, one of which will receive the program
while the other will not. Following the delivery of
the educational program to the first group, the
groups are compared on the outcome of interest,
and any statistically significant differences be-
tween the groups are presumed to be due to the
impact of the program. In practice, however, ex-
perimental designs have been found to be very dif-
ficult to implement for a variety of reasons, and al-
ternative design options have been developed to
evaluate the effectiveness of programs (Shadish et
al. 2002). As noted above, many other evaluation
questions are not concerned with program effects
at all, as when a detailed description of program
activities is needed rather than evidence of impact
on participants. Such situations often call for de-
signs in which qualitative (in the sense of nonnu-
merical) data such as interviews and descriptive
observations are used (Patton 2001).

Compared to other forms of research, evalua-
tion research has several unique characteristics.
First, rather than focusing on the growth of scien-
tific knowledge within a field, evaluation studies
are often conducted to assist with specific deci-
sions that need to be made, as when a community
agency must decide on the best way to deliver
health services to its clientele. Second, whereas for
much of scientific research the primary audience
consists of other scientists, the people who are in-
terested in the results of evaluation studies usually
constitute a highly varied audience, which can in-
clude lawmakers, program funders, program staff
members, and the clients served by the program.
Finally, the success of an evaluation study is often
judged on the basis of its practical usefulness, in
addition to the rigor with which it is conducted
and the clarity of its conclusions.

Marc T. Braverman
Jana Kay Slater

See also: Outcome-Based Program Evaluation;
Qualitative Research; Quantitative Research
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Evolution
One of the most significant changes in the domi-
nant Western worldview came with the introduc-
tion over a period of some hundred years, begin-
ning only in the eighteenth century, of a new idea
of change itself, of change over long periods of
time: in a word, of evolution. The Western world-
view today is dominated by conviction, based on
powerful evidence that the universe, the stars, the
earth, and all living things have evolved through a
long history that was not foreordained or pro-
grammed, a history of continual, gradual change
shaped by more or less directional processes con-
sistent with the laws of physics (Mayr 1979, 47).

The modern theory of evolution dates from a
joint presentation by Charles Darwin and Alfred

Wallace to the London Zoological Society in 1856.
One of the basic ideas of evolution, that present
forms of plant and animal life have changed over
vast periods of time to become as they now are, is
at least as old as the Greek philosopher Anaximan-
der, who believed that all life began in the sea and
gradually evolved to take advantage of land as well
as ocean environments.What was missing in older
ideas of evolution was a mechanism or guiding
principle by which evolution would be given order
and direction. That principle was supplied by the
idea of natural selection.

Darwin formed his idea of natural selection
while on a mapping expedition over much of the
world with the British Navy in the late 1830s. One
of the most impressive experiences Darwin had
came when he realized, while exploring the tropi-
cal rain forest of South America, that each square
meter of the open forest contained the seedlings of
dozens of plants, some of which, if successful,
would grow to fill the entire space of that square
meter, and more. Obviously, only a very few of the
many young plants striving to grow in that space
would be able to survive long enough to bear seed
and pass their characteristics on to another gener-
ation of offspring. Those best equipped to take ad-
vantage of the circumstances surrounding them
would have the best chance to reproduce them-
selves; most, however, were doomed to fail. The
surviving individuals would emerge only after a
process of natural selection. Darwin realized that
the same principle was at work in all of life as in
that one square meter of rain forest. All species
and all individuals must survive a natural selec-
tion process. Here was a principle to give guidance
and direction to the process of evolution. Evolu-
tion must flow always in the direction of func-
tional effectiveness, in the direction of survivabil-
ity. By the same token, there is no guarantee that
evolution will continue for any given species; ex-
tinction is always an alternative.

Darwin’s theory of evolution involves three
basic principles: (1) Species produce many more
eggs and offspring than can survive and reproduce
themselves; (2) sexual reproduction permits a
wide variety of genetically different offspring to be
produced by each breeding pair, male and female;
(3) nature selects from among this variability indi-
viduals whose characteristics result in survival
and breeding capability. Note that these principles
hold for all living organisms that reproduce sexu-
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ally. Darwin knew that characteristics that permit
the organisms possessing them to survive were
likely to be passed on through the successful re-
production of those organisms. He knew nothing,
however, about the mechanism of such inheri-
tance. Our current understanding of genetics,
which began with the work of the Austrian monk
Gregor Mendel in the mid-nineteenth century,
provides this mechanism. The present theory of
evolution, usually referred to as the modern syn-
thesis, actually is a combination of Darwin’s theory
of natural selection and Mendel’s ideas of genetics.

Darwin had formed the basic ideas of his the-
ory of evolution by the end of the 1830s, but came
forth to publish those ideas only when Wallace in-
dependently conceived his own similar ideas in
the mid-1850s. Following a joint publication with
Wallace in 1856, Darwin made use of his twenty-
year head start in working with his own theory of
evolution. In 1859, he published his basic book on
the subject. The Origin of Species became an inter-
national sensation, and the theory of evolution
soon became known as Darwin’s theory. It has be-
come one of the most influential ideas in the his-
tory of thought. Ernst Mayr has said that the syn-
thetic theory of evolution is “the organizing
principle of biology” (1979, 47, emphasis added).
Theodosius Dobzhansky (1973), another impor-
tant contributor to the development of modern
evolutionary theory, titled an article, “Nothing in
Biology Makes Sense Except in the Light of Evolu-
tion.” Indeed, the current understanding of life, the
earth we stand upon, and the universe that sur-
rounds us is an evolutionary understanding.

Evolution and Behavior
An organism’s status as a species endows it with
the potential to behave in ways unique to that
species. This idea is embodied in Zing-Yang Kuo’s
(1967) principle of behavioral potentials, which
suggests that each species is endowed with the po-
tential to behave in species-typical ways. As the
song from the musical Showboat put it,“Fish gotta
swim, birds gotta fly.” On the other hand, there is
no guarantee that those potentials will be actual-
ized. Thus, as Ashley Montagu pointed out, “The
wonderful thing about a baby . . . is its promise”
(1962, 17), suggesting that we are born Homo sapi-
ens, but we have to learn to be human beings, and
quite frankly, not all of us do so. Another way of
saying the same thing is that the nature of any in-

dividual human being (or that of an individual of
any species) is not a direct product of biology, but
rather a set of characteristics acquired or devel-
oped during the course of that individual’s growth.
For that reason, the notable evolutionary biologist
Paul Ehrlich suggested that we are better off think-
ing of human (or species) natures in the plural,
rather than of a single nature (Ehrlich 2000).

As species evolve their behavioral potentials
change. In fact, there is a close tie between behav-
ior and evolution. Surprisingly, the relationship
goes not from evolution to behavior, but from be-
havior to evolution. In a very important and real
sense, it is what an organism does that allows it to
survive and pass on its genes to future genera-
tions. Said another way, it is the phenotype, the ac-
tual properties of the organism (in this case the
animal’s behavior), and not the genotype that
drives evolution. The Nobel laureate biologist Con-
rad Waddington put it this way: “Now natural se-
lection obviously acts on the phenotype. If for in-
stance, natural selection demands that a horse can
run fast enough to escape from a predatory wolf,
what matters is not what genes the horse has got,
but how fast it can run. It is irrelevant whether it
can run fast because it has been trained by a good
race horse trainer, or because it has got a nice lot of
genes” (1969, 360).

For almost fifty years Japanese primatologists
have been studying the social behavior and emer-
gent traditions of Japanese macaque monkeys
(Nishida 1986). Provisioned with novel foods—
potatoes and rice—the monkeys soon began to
toss handfuls of rice gathered from the sandy
beach into the water where the rice would float and
the sand would sink. The monkeys thus discovered
a way to wash sand from their food. These prac-
tices spread throughout the colony and are now
part of the animals’ normal behavioral repertoire.
The practice is handed down from generation to
generation—a primitive form of cultural trans-
mission, though alternative explanations of this
behavior have been proposed (Heyes 1998). Once
they began spending more time near and in the
water, young macaques began playing in it. This
play led to the development of new behavioral
skills, such as swimming. The animals also incor-
porated new foods into their diets, fish for exam-
ple, and may now be capable of swimming to dis-
tant islands. Behavior such as this would subject
them to new ecological pressures and potentially
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affect the course of their evolution. This example
illustrates how behavior may drive evolution. Of
course, as organisms change over time and new
species evolve, the new biologies of these species
endow them with new behavioral potentials, and
thus evolution affects behavior as well.

Why the Authors of This Entry 
Are Not “Evolutionary Psychologists”
When one thinks of evolution, what comes to
mind are things that are most frequently associ-
ated with biology: genes, brains, zebra herds and
lion prides on the plains of the Serengeti, and so
forth. Human behavior has a long history of being
viewed as separate and distinct from that of the
other organisms with which we human beings
share our planet. This is, however, not the case at
all. Like all biological organisms, our bodies and
behaviors are, at least at some level, the product of
our evolutionary history. That said, the precise role
evolution has played (and is playing) in human be-
havior is rather controversial, leading some to sug-
gest that human brains are constructed of cogni-
tive modules, shaped by evolution during the
Pleistocene (5 million years ago) to help human
beings adapt to the evolutionary adaptive environ-
ment of that time. Most proponents of this view,
which over the years has been referred to as ethol-
ogy, sociobiology, and most recently evolutionary
psychology, suggest that evolution acting through
the genes provides a predisposition or genetic ten-
dency to engage in certain behaviors—an innate
universal human nature if you will. This basic
human nature can be, and often is, impinged upon
by society and culture, but if left to their own de-
vices human beings would degenerate to “basic in-
stinctual”behavior patterns, as did the savage chil-
dren in William Golding’s 1954 novel Lord of the
Flies (see, for example, Buss 1999).

The authors of this entry take a rather different
view of the role of evolution in human behavior, a
view that has an equally long history, but is more
in accord with what is known about how both be-
havior and biology develop, how genotype be-
comes phenotype; we hold a probabilistic epige-
netic view. According to this view, individual
species are endowed with species-typical behav-
ioral potentials, which during a lifetime of experi-
ences shape their behaviors in particular ways.
There is, however, no guarantee that any individual
animal will develop any particular set of behav-

iors. Behavioral potentials are rather plastic. “Are
cats rat killers or rat lovers?” asked Zing-Yang Kuo,
the great Chinese psychologist. The answer is, “It
depends.” Kittens raised with rats out of sight of
cats that kill and eat rats, themselves never eat
rats, even when hungry. Never having seen a rat
eaten, these kittens simply do not see rats as food.
At the same time, of course, we do not deny the im-
portant role that evolution plays in providing each
species with its unique set of behavioral poten-
tials, as we have discussed above.A recent essay we
coauthored with some colleagues provides an ex-
tended treatment of the role of brain evolution in
the appearance of language and complex human
culture (Greenberg et al. 1998), a treatment that
exemplifies our view.

There are two important points to make about
Darwinian evolution. First, as with all significant
scientific theories, it is dynamic–undergoing new
developments and fine tuning. One major instance
of this is the introduction of a new idea called
punctuated equilibrium, a modification of or ad-
justment to the traditional model. This theory
posits that while evolution does take a long time,
changes are rather sudden (tens or hundreds of
thousands of years rather than millions), followed
by long periods of no change. These static periods,
or periods of equilibrium, are punctuated by short
periods of dramatic species change, whence the
term “punctuated equilibrium.” This theory ac-
counts rather nicely for the gaps in the fossil
records. Those gaps would exist because there are
no changing fossils there to be found.

The second point we believe necessary to note
is that Darwinian evolution, evolution by natural
selection, applies only to biological systems. Thus,
even though the term “evolution” is used widely in
many sciences, the processes and mechanisms in-
volved are quite different. Scientists speak of cos-
mic evolution, but this form of evolution certainly
doesn’t involve the inheritance of adaptive traits or
genetics, the way biological evolution does. Sur-
vival of the fittest, an important Darwinian princi-
ple, should not be simplistically applied to corpo-
rations or economies or human societies. Those
institutions change, but not as a result of the bio-
logical competition involved in species change.

Homo sapiens, serendipitously, has evolved
substantial physiological and behavioral complex-
ity. One consequence of the tremendous behav-
ioral complexity of humans, especially in terms of
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the computational complexity of human nervous
systems, is that the manner of evolution has
changed for humans. In short, human beings ad-
just their environments to meet their needs, rather
than adjusting their physiology to fit their envi-
ronments. This point is not a trivial one. Indeed,
maladaptive gene frequencies that should by all
accounts have gone the way of the dinosaur persist
in human populations because human beings have
evolved the capacity to compensate for them. Per-
haps more important, however, is that as we hu-
mans manipulate the environment to benefit our
species, we may be doing so at a substantial cost to
other species. We are not, as it were, masters of our
ecology, able to usurp its resources for our exclu-
sive benefit with impunity.Very much the opposite
is true. Overexploiting the ecological resources
available to us alters the ecology of multitudes of
species, including the human species, in often un-
predictable ways. By not appreciating the delicate
balance of the ecosystem of which we are an inti-
mate part, by not recognizing the substantial role
human behavior continues to play in the evolution
of life on this planet, we may seem to benefit in the
short term, but in the end we may hasten our own
demise.

Evolution stands alone in the life sciences as the
key theoretical principle. However, evolution has
implications not only for biological sciences, but
for behavioral and ecological sciences as well. In-
deed, in the century and a half since Wallace and
Darwin jointly proposed the idea of descent by
natural selection, many scientists have come to ac-
cept the evidence that behavior and ecology have
substantial influences on the evolution of species.
Moreover, human behavior and ecologies cannot
be considered as outside the purview of evolution.
If one accepts both these well-supported theories,
it is obvious that the relationship of evolution to
behavior, particularly the complex behaviors of
humans, is one of continual, bidirectional interac-
tions rather than evolution shaping genes, which
shape behavior.

Gary Greenberg
Ty Partridge

See also: Epigenetic Principle
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Expanded Food and Nutrition 
Education Program (EFNEP)
EFNEP is a national Cooperative Extension nutri-
tion education program in which paraprofession-
als are employed to help diverse, low-income fam-
ilies improve the nutritional quality of their diets.
The content (basic and family nutrition, food
habits, food decision making and management,
and food-related skills) is practical and used daily.
Its scope is sufficiently broad to address relevant
needs of families. Small improvements such as
making and using a grocery list are indicators of
personal success and provide incentives for initiat-
ing other changes. Multiple teaching strategies that
are appropriate for different learning styles are en-
couraged. The content and number of lessons vary
depending upon the needs, interests, and abilities
of the participants. Participants, adults and youth,
learn in their communities. Often the learning oc-
curs individually in participants’ homes or in
small groups in the neighborhood. These settings
are comfortable ones for learning. Participation is
voluntary, not mandatory.
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EFNEP’s programs are carried out by parapro-
fessionals; it is a dynamic program, as participants
are continually recruited, enrolled, taught, and
graduated. Paraprofessionals become proficient in
food and nutrition content areas, in planning and
evaluating learning experiences, and in teaching
and recruitment strategies by completing a 120-
hour initial staff development program and par-
ticipating in ongoing staff development opportu-
nities throughout their employment. Staff
development and audience-appropriate, up-to-
date resources are essential to EFNEP, as the infor-
mation taught by the paraprofessionals needs to
be consistent with the most current research-
based information. The paraprofessionals, prefer-
ably indigenous to the designated communities,
are hired and supervised by county Cooperative
Extension educators, with statewide leadership
provided by Cooperative Extension administrators
and faculty at the land-grant universities, and na-
tional guidance provided through the United
States Department of Agriculture (USDA).

The national EFNEP guidelines define the tar-
get audiences, describe the content areas, and de-
lineate the expected outcomes, they are the basis
for program accountability. Since its inception in
1968, the EFNEP guidelines have been modified,
but the expected food and dietary outcomes have
remained constant. As participants attain and
maintain desired food and nutrition practices in
nonthreatening learning environments, they also
become contributors to society and move from de-
pendency to independence to interdependence.
Program leaders report the impact of EFNEP par-
ticipation to Congress, state and county govern-
ments, and other funding agencies. It is an effec-
tive publicly funded program.

EFNEP is a response to a societal reawakening
to the fact that millions of Americans were living
in poverty. The public outcry was substantiated by
the preliminary findings from the spring 1965
USDA food consumption household survey (Nu-
tritive Quality of Diets, USA n.d., 3–6). The results
indicated that only half of the households met the
dietary allowances for the nutrients studied, and
21 percent of the households had diets that were
rated as poor. Calcium, vitamin A, and ascorbic
acid were frequently in short supply. Thirty-six
percent of the households with incomes less than
$3,000 had poor diets, as compared to 3 percent
with incomes more than $10,000. The report also

summarized results from eighty-three other stud-
ies that documented dietary and nutritional defi-
ciencies for specific population groups. The public
was not satisfied with the existing efforts of the
United States government and especially the USDA
to address the needs of the poor, underserved, dis-
enfranchised groups residing in rural and urban
areas. The USDA was pressured to seek other ac-
tions in addition to the distribution of excess agri-
culture commodities through the school lunch
program and the commodity food distribution
program.

Cooperative Extension leaders recognized early
in the 1960s that some population groups, includ-
ing the low-income, were not participating in Co-
operative Extension’s educational programs.
The Cooperative Extension System is a collabora-
tive effort of the USDA, the land-grant universities,
and county governments. Beginning in 1962 sev-
eral federal, state, and county pilot projects were
initiated that focused on how to reach and how to
teach the low-income population (Brink 2000).
During his tour of impoverished areas secretary of
agriculture Orville Freeman learned about the
pilot project that was being conducted by the Al-
abama Cooperative Extension Service, in which
paraprofessionals were hired to teach young, low-
income homemakers residing in rural Alabama
(Coleman, Priester, and Robertson n.d.). He saw
this effort as a meaningful response to addressing
the needs of the poor.

On August 19, 1968, Secretary Freeman wrote a
memorandum to President Lyndon Johnson
strongly recommending that the president author-
ize USDA through the Cooperative Extension Sys-
tem to proceed with an expanded homemaker
program that would employ and train women
from economically deprived communities (indige-
nous paraprofessionals) to teach primarily food
and nutrition content to other poor families in
their communities. Secretary Freeman also recom-
mended that the direct costs associated with the
employment of paraprofessionals and the buying
of educational materials be paid from Section 32
funds (funds normally used to pay for farm prod-
ucts and commodities for use in school lunch pro-
grams) until July 1, 1970 (the beginning of the fis-
cal year), during which time one million of the
poorest families would be reached (Freeman
1968). The results from the Alabama project and
other pilot studies indicated that indigenous para-
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professionals could establish rapport and commu-
nicate effectively with their peers. The employ-
ment of paraprofessionals was an effective, cost-
efficient implementation strategy to reach and
teach the hard-to-reach low-income population.
Qualifications for being a paraprofessional in-
cluded an ability and willingness to learn and to
accept new ideas, the ability to communicate and
work with others, an appreciation of various val-
ues and standards, and willingness to accept su-
pervision. A high school diploma and prior work
experience were not required.

President Johnson approved the plan outlined
in the memorandum initiating the Cooperative
Extension program known today as the Expanded
Food and Nutrition Education Program. Prior to
this, Cooperative Extension administrators and
program leaders had proposed a program that em-
ployed paraprofessionals to reach the low-income
population, but they had been unable to obtain
funding. When EFNEP became a reality, it chal-
lenged and changed the Cooperative Extension
System. State Cooperative Extension administra-
tors were not accustomed to being told how funds
could be expended. Many Cooperative Extension
professionals and faculty members had limited or
no experience working with or programming for
low-income, ethnically diverse population groups.
The employment, staff development, and supervi-
sion of paraprofessionals afforded new experi-
ences throughout the Cooperative Extension Sys-
tem and the land-grant universities.

Nevertheless, EFNEP benefited from the ex-
pertise and resources of the Cooperative Extension
System and the land-grant universities. The fed-
eral, state, and county partnership was recognized
and provided the network for program implemen-
tation. Other strengths of the Cooperative Exten-
sion System were the philosophy of “beginning
where the people are” and the value placed on staff
development opportunities for staff and volun-
teers. The land-grant universities had the faculty
with Cooperative Extension responsibilities with
expertise and ready access to research-based in-
formation. Faculty and county extension educators
had experience in developing resources and sup-
porting educational efforts that were implemented
by others, as Cooperative Extension’s home eco-
nomics/human ecology programs and 4-H youth
programs were implemented primarily through
volunteer leaders. The paraprofessionals added a

new dimension to program implementation and to
Cooperative Extension’s staffing pattern.

EFNEP extended or expanded Cooperative Ex-
tension’s food and nutrition education opportuni-
ties to ethnically diverse, hard-to-reach low-in-
come audiences, adult of all ages and youth, to
improve the nutritional quality of their diets. The
person responsible for the family’s food and meals
was targeted as the participant in the adult com-
ponent of EFNEP. Children from low-income fam-
ilies participated in 4-H-type nutrition programs
as a means of addressing food and nutrition needs
of families. The core content areas were basic and
family nutrition, food habits, food preparation,
food preservation and storage, food selection and
buying, and meal planning. The specific content
was, and still is, based on the latest research find-
ings. The stated program expectations were to do
the following for all families reached:

1. Increase knowledge of the essentials of good
nutrition.

2. Increase ability to select and buy food that
satisfies nutritional needs.

3. Increase ability to prepare and serve palat-
able meals.

4. Improve diets and health for pregnant
women, infants, preschool children,
teenagers, total families, and elderly.

5. Improve practices in storage and sanitation.
6. Increase ability to manage resources, includ-

ing food stamps.
7 Increase participation in the food programs

of the Department of Agriculture.
8. Increase use of agricultural products, such 
as milk and other dairy products, fruits and
vegetables, and meat and poultry (U.S. Depart-
ment of Agriculture, Federal Extension Service
1968).
Communications between the federal and state

Cooperative Extension partners about EFNEP in-
creased following President Johnson’s approval.
Time was of the essence. Even though EFNEP was
an expansion of existing Cooperative Extension
nutrition education programs, there were many
new features: specified target audiences, defined
program outcomes with results expected by July 1,
1970, program implementation by paraprofession-
als, and designated use of funds. These and other
topics were presented and discussed at the No-
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vember 18–20, 1968, national food and nutrition
education training program workshop for state
Cooperative Extension teams, consisting of ad-
ministrators, the designated EFNEP leader, and
usually a nutrition faculty member. The USDA
Federal Extension Service staff provided sugges-
tions and identified resources that could be used
in staff development workshops with county Co-
operative Extension educators, who would be pro-
viding the local leadership. Resources included
guidance for completing a local needs assessment;
guidance for the development of position descrip-
tions for the paraprofessionals, and their recruit-
ment and employment; identification of roles and
responsibilities of the Cooperative Extension edu-
cator providing the local leadership; management
tools for planning work schedules, recording and
reporting travel; identification of existing, but lim-
ited, food and nutrition resources; and a staff de-
velopment education outline for orienting county
Cooperative Extension educators about EFNEP.

Following the national workshop, the priority
was building state leadership teams to develop the
amended state nutrition plan of work and imple-
mentation plan, to create an introductory work-
shop for county and local Cooperative Extension
teams, and to identify educational resources. In
which counties and areas would the program be
implemented? The usual practice was for local
staffs and boards of directors to share in the deci-
sion making. Therefore, their input was essential
in modifying the nutrition plan of work and devel-
oping the implementation plan. The state leader-
ship teams used two main approaches to identify
potential program locations: counties where Coop-
erative Extension programming with low-income
audiences already existed and counties with a
large number or percentage of individuals living in
poverty, as defined by the Office of Economic Op-
portunity poverty guidelines. County Cooperative
Extension staffs in potential counties were con-
tacted in person by members of the state leader-
ship team and provided detailed information
about this program or invited to a state-initiated
meeting at which details were presented and dis-
cussed—or both.

State EFNEP leadership teams encouraged for-
mation of county Cooperative Extension teams
consisting of a home economist, a 4-H agent, and
the agricultural agent, who was usually the person
responsible for the overall local extension program

and budget. The team members participated in an
initial orientation workshop. Sequence of topics
and approaches used during the initial workshop
varied from state to state depending upon pro-
gramming experiences with and for low-income
audiences. Topics included the rationale for and an
explanation of EFNEP; participatory learning prin-
ciples; information about government food pro-
grams and agencies providing services to the low-
income clientele; identification of existing
resources and resource needs; program evaluation;
process for identifying, selecting, training, and su-
pervising paraprofessionals; paraprofessional work
expectations; and components and resources for
the initial phase of the staff development plan for
the paraprofessionals. Understanding the diversity
within the low-income population and being non-
judgmental were essential for the employment and
supervision of the indigenous paraprofessionals
and for planning educational experiences with pro-
gram participants.

The county and area planning for the imple-
mentation of the EFNEP was multifaceted: obtain-
ing support from county Cooperative Extension
committees and county commissioners/legisla-
tors, establishing working relationships with agen-
cies and organizations that provided services to
low-income families, identifying specific geo-
graphic areas for EFNEP implementation, recruit-
ing and hiring paraprofessionals, and developing
plans for and conducting the initial staff develop-
ment sessions for the paraprofessionals. Its recom-
mended duration was 120 hours (Home Econom-
ics 1968).

The content of the initial paraprofessional staff
development sessions included information about
the Cooperative Extension System, EFNEP, work
expectations, record and reporting requirements
for program evaluation and management, recruit-
ment strategies, educational strategies, and basic
foods and nutrition information and skills. Fre-
quently the paraprofessionals possessed miscon-
ceptions about foods and nutrition that they first
needed to unlearn before they could learn the con-
tent that they would teach to others. Adjustments
in the teaching plans were frequently made to bet-
ter address the abilities and needs of the parapro-
fessionals. The subject matter needed to have rele-
vance to the paraprofessionls and ultimately to the
participants they would teach. By actively involv-
ing the paraprofessionals in the learning process,
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the Cooperative Extension professional was at the
same time modeling an educational strategy and
evaluating the paraprofessionals’ understanding
and application of the information. Initial staff de-
velopment sessions focused on the basic informa-
tion that a paraprofessional needed to begin re-
cruiting and teaching adults and youth. Ongoing
staff development sessions reinforced and en-
hanced the initial learning, introduced new re-
search results and their applications and changes
in the EFNEP’s guidelines and in guidelines per-
taining to other USDA food programs, and pro-
vided opportunities for the paraprofessionals to
learn from each other through the sharing of expe-
riences. The frequency of ongoing staff develop-
ment varied from one day a week to one day a
month, depending upon need.

Since the adult component of the EFNEP was
the primary data source for the evaluation results
needed by July 1, 1970, it became the program
priority. Paraprofessionals focused on recruiting,
enrolling, and teaching adult participants (home-
makers). The paraprofessionals recruited partici-
pants by canvassing the designated neighbor-
hoods, by placing flyers in public places such as
Laundromats and social services offices, by receiv-
ing referrals from agencies that provided services
to residents, and from the youth who volunteered
to participate in the youth component. Once re-
cruited, the paraprofessionals enrolled the home-
makers by completing the family record form,
which included names and ages of family mem-
bers, participation in USDA programs and welfare
programs, family income, estimated food expendi-
tures and a twenty-four-hour food recall (food
eaten within a twenty-four-hour period). This in-
formation, the paraprofessional’s observations,
and the participants’ interests provided the basis
for the learning plan.

The frequency with which the paraprofession-
als met with participants varied, with the norm
initially being monthly, the frequency of other Co-
operative Extension home economics programs.
The paraprofessionals taught the participants in-
dividually in their homes and in small groups
within their neighborhoods. These were comfort-
able and accessible environments for the partici-
pants. Teaching in the home had additional bene-
fits. It gave the paraprofessionals a more
comprehensive picture of the participant’s needs,
strengths, and limitations. The participant had the

opportunity to apply the learning to immediate
family food experiences, which increased the
probability of adapting and adopting new food-re-
lated behaviors. The paraprofessionals also kept a
log on each participant, detailing the learning ex-
periences and recording reported and observed
food and dietary changes. The family record form
was completed every six months. Six lessons in six
months were determined to be inadequate to effect
desired food and dietary changes. Paraprofession-
als were encouraged to teach participants more
frequently in order to achieve the expected out-
comes. This was one of many learning experiences
for all involved with the EFNEP. Other ongoing
data instruments were the paraprofessional’s list of
families and list of youth participants.

While EFNEP was being implemented, the state
of uncertainty as to whether funding would be
continued persisted. Section 32 was a temporary
funding source for the first six months. The out-
come of the November 1968 presidential election
changed the administration. Would President
Nixon and the Congress allocate appropriations for
EFNEP beginning in fiscal year 1970 (July 1,
1969)? In fact, EFNEP survived the transition.
Funding for EFNEP was included as part of the
Federal Extension appropriations under the
Smith-Lever Act as title 3(d), earmarked funds
with restricted use that are allocated annually and
monitored by Congress. The appropriations were
to be used only for the implementation of EFNEP,
including costs associated with the employment of
paraprofessionals and educational materials. On-
going program evaluation became a vital compo-
nent, as the federal partner was required to report
program results to Congress. Because Smith-Lever
3(d) funds are appropriated annually, EFNEP
funding remained uncertain. The new questions
pertained to the level of funding.

The EFNEP received appropriation increases
during fiscal years 1970 and 1971 (Hobbs 1995),
enabling program expansion to additional low-in-
come communities. Also, beginning with the 1970
appropriations, a portion of the allocation was ear-
marked for EFNEP youth programming (Davis
1969). Even though children from low-income
families were always one of the target EFNEP audi-
ences, most of the initial program effort focused
on adults, in order to get the essential program re-
sults in time. The earmarked appropriations
added impetus to EFNEP’s youth component. Most

260 Expanded Food and Nutrition Education Program



of the youth programming was done in groups
and, to the extent possible, by volunteers.

As EFNEP continued, both the professional
staff and paraprofessional staff developed a sense
of what was expected and were able to fulfill the
expectations. The EFNEP paraprofessionals were
successfully working with participants from the
target audience. Adult participants were reporting
desired changes in food and dietary practices.
When the federal appropriations stopped keeping
pace with inflation in fiscal year 1972, Cooperative
Extension administrators and EFNEP leaders were
confronted with closing down local EFNEP sites
and terminating the employment of paraprofes-
sionals or obtaining funds from other sources or
both.

Increasing program efficiencies while main-
taining its effectiveness became a priority with the
downsizing. The adult EFNEP target audience was
redefined to families with young children, living in
or near poverty, as these were the families for
whom EFNEP participation could make the great-
est difference over time. The youth EFNEP target
audience was redefined to youth from low-income
families of 4-H-age, as defined by the state Coop-
erative Extension 4-H program. (U.S. Department
of Agriculture, Extension Service 1974) The intent
was to facilitate the transition from youth EFNEP
to other 4-H programming, an intent that was con-
sistent with the concept of progression, which in-
volved moving participants from the EFNEP to
other Cooperative Extension programs and to
other community-based programs.

In adult EFNEP, participants were not expected
to be long-term participants; rather the eager
learners were expected to move on to other Coop-
erative Extension programs, allowing new partici-
pants to be recruited. However, participation data
indicated that over time more adults participated
for three years or more (U.S. Department of Agri-
culture, Economic Research Service n.d., 25). Con-
sequently, a progression model utilizing the
twenty-four-hour food recall and a food behavior
checklist was developed as the planning and eval-
uation tool for the paraprofessionals to use with
participants to assess needs, plan lessons, and
evaluate progress toward the accomplishment of
EFNEP’s goals (Leidenfrost 1976). The content and
number of lessons depended upon the partici-
pants’ needs, interests, and abilities. The parapro-
fessionals were encouraged to meet a minimum of

twice a month, more often if possible, with the
adult participants. Minimizing the dropout rate
among adult participants was another program ef-
ficiency goal. For adult EFNEP, a dynamic process
of recruiting, enrolling, teaching, and graduating
participants became the norm. Over the succeed-
ing years modifications of the assessment and
management tools have included the use of avail-
able technologies. Progressing adult and youth
participants through EFNEP continues to be a pri-
ority, as it enables more families and youth to par-
ticipate and benefit from the program.

Cooperative Extension professionals acknowl-
edged the importance of using appropriate educa-
tional resources with culturally diverse low-in-
come audiences. Factors considered included the
reading level of print materials, the fit between in-
formation needed by the participants and the
breadth of information presented, the feasibility of
participants to implement recommended actions,
and the racial groups included in pictures. Initial
identified resource needs included single-concept
brochures; easy-to-prepare, low-cost, nutritious
recipes; audience-appropriate resources focusing
on maternal and infant nutrition; and youth nutri-
tion resources. The need for multilingual educa-
tional resources that acknowledge the differences
in cultural food preferences has intensified as the
diversity among the participants has increased.
Usually a team approach involving nutrition fac-
ulty, Cooperative Extension educators, paraprofes-
sionals, and participants is used in developing new
resources to ensure appropriateness. Over the
years, some basic food and nutrition content has
remained the same, and some has changed, as new
information results from research. Nutrition fac-
ulty keep abreast of the changes, continually revise
educational resources to be consistent with the lat-
est information, and ensure that the Cooperative
Extension educators and paraprofessionals are
able to translate the changes into meaningful
terms for the participants.

Another key component of EFNEP is ongoing
staff development at national, regional, state, and
local levels. Topics focus on the latest foods-and-
nutrition research findings, program management,
program development from planning through
evaluation, communication and educational strate-
gies, information to enhance understanding about
the diversity among EFNEP participants, and pilot
projects with USDA’s Food Stamp Program and the
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Special Supplemental Nutrition Program for
Women, Infants and Children (WIC). Collaborative
efforts with USDA food and nutrition-related pro-
grams and other community-based programs
maximize benefits from these programs as new
participants are recruited into EFNEP.

EFNEP is a learning experience for all involved.
Adult participants adopt the desired food-related
and dietary practices and become empowered
through their participation in EFNEP. They con-
tribute to improved health and well-being for their
family members. Adult participants become in-
volved in their communities. Some become
EFNEP volunteers. Some obtain additional educa-
tion, completing a general equivalency diploma
(GED) or taking college-level courses. Some be-
come EFNEP paraprofessionals. Some attain pro-
fessional positions. Youth participants learn basic
food and nutrition knowledge and skills and en-
hance their reading, mathematical, and critical
thinking skills. They learn to be responsible, en-
gage in teamwork, and be respectful of others. All
of these experiences contribute to improving their
lives in many ways, including developing work-
force preparedness.

For many paraprofessionals, being employed as
an EFNEP paraprofessional is their first employ-
ment opportunity. For some it is the first employ-
ment opportunity that has allowed them to feel that
they are making a societal contribution. New possi-
bilities emerge through the staff development op-
portunities. Being an EFNEP paraprofessional has
motivated some to pursue additional formal edu-
cation and professional careers. Common growth
experiences among the professionals with EFNEP
responsibilities are understanding and acknowl-
edging the diversity within the limited resource
population and designing relevant educational op-
portunities. The addition of paraprofessionals to
the Cooperative Extension staffing pattern has
challenged the professionals to consider the appro-
priate depth and breadth of content for different
audiences with diverse backgrounds and experi-
ences: paraprofessionals, adult participants, youth
participants, and volunteers.

The Cooperative Extension System and the Ex-
panded Food and Nutrition Education Program
have mutually benefited from their organizational
association. EFNEP’s effectiveness is a result of
the infrastructure, wealth of resources within the
Cooperative Extension System, and the commit-

ment of competent staff. The Cooperative Exten-
sion System has gained recognition, visibility, and
audience-specific resources from EFNEP. Added
values for the Cooperative Extension System come
from the addition of paraprofessionals to the
staffing pattern; from the focus on the diverse,
low-income population; and from expanded pro-
gramming in metropolitan areas in line with pop-
ulation shifts. The resources of the land-grant uni-
versity system contribute to the effectiveness of
EFNEP, as it connects the university with the hard-
to-reach, hard-to-teach population groups in each
state and with some of the most challenging soci-
etal issues involving the health and well-being of
its low-income citizens.

Muriel S. Brink

See also: Cooperative Extension System (CES);
Paolucci, Beatrice; Public Policy and Early Childhood;
Women, Infants, and Children (WIC), Special
Supplemental Nutrition Program
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Externalizing Disorders
Behavior disorders in children are typically classi-
fied as either internalizing or externalizing disor-
ders. Externalizing disorders are a broad category
of behavior disorders in children and youth in
which the distress is manifested in externalizing
behaviors rather than focused internally on feel-
ings. Externally manifested behaviors can take
many forms, including acting-out behaviors, ag-
gression, delinquency, and conduct problems. It is
important to note that although the behaviors as-
sociated with externalizing disorders are directed
outward, the child may still experience significant
inner turmoil. The factors contributing to exter-
nalizing disorders are as varied as the exhibited
behaviors. The most frequent types of externaliz-
ing disorders in children are attention deficit hy-
peractivity disorder, oppositional defiant disorder,
and conduct disorder (Johnston and Ohan 1999).
We will now examine each in turn, suggesting that
the reader who desires precise diagnostic criteria
consult the fourth edition of the Diagnostic and
Statistical Manual of Mental Disorders (DSM-IV;
American Psychiatric Association 1994).

Attention Deficit/Hyperactivity 
Disorder (ADHD)
ADHD may be characterized by inattention, hy-
peractivity, and impulsivity. Children or youth who
are inattentive often fail to attend to details, have
difficulty paying attention, fail to follow instruc-
tions, and may have difficulty organizing tasks and
activities (American Psychiatric Association
1994). Symptoms of hyperactivity may include be-
haviors such as fidgeting, excessively running or
climbing (when inappropriate), talking exces-
sively, having difficulty remaining seated, and act-
ing as if “driven by a motor” (American Psychiatric
Association 1994). Symptoms of impulsivity may
include behaviors such as blurting out answers be-
fore questions are completed, having difficulty
waiting for one’s turn, and interrupting others
(American Psychiatric Association 1994).

ADHD has been estimated to affect 3–5 percent

of all school-age children in the United States, or
roughly two million children (American Psychi-
atric Association 1994). Although ADHD is diag-
nosed at a high rate, debates still exist as to the
causal factors that may act and interact to encour-
age the development of this disorder, as well as its
developmental course through adolescence and
adulthood.

Oppositional Defiant Disorder (ODD)
Oppositional defiant disorder (ODD) can be char-
acterized as a pattern of hostile, defiant, and nega-
tive behaviors that last for at least six months. Chil-
dren or youth who are diagnosed with this
disorder often lose their temper, argue with adults,
defy rules, are easily annoyed, and may be angry
and resentful (American Psychiatric Association
1994). These behaviors are typically seen more fre-
quently in conduct-disordered children than in in-
dividuals of the same age and developmental level,
and create a significant impairment in the individ-
ual’s social, academic, or occupational functioning.

The prevalence of ODD has been estimated to
range from 2–16 percent of school-aged youth,
and is considered to be more prevalent in males,
especially before the onset of puberty (Johnston
and Ohan 1999).

Conduct Disorder (CD)
The essential feature of conduct disorder (CD) is a
pattern of behavior in which the child or youth ig-
nores the rights of others or violates age-appropri-
ate norms. Children or youth who have been diag-
nosed with this disorder typically are aggressive to
people and animals (e.g., they bully, initiate fights,
are physically cruel to either people or animals),
destructive with property (e.g., they deliberately
set fires), deceitful, or apt to engage in thefts (e.g.,
they break into someone else’s house, car, or build-
ing), or they may commit other serious violations
of rules (e.g., running away, truancy) (American
Psychiatric Association 1994). Conduct disorder
has two subtypes: childhood-onset type (where at
least one conduct problem was present prior to age
10) and adolescent-onset type (where no conduct
problems were present prior to age 10).

CD prevalence estimates vary widely, with an
incidence of approximately 2–9 percent of female
school-age children and 6–16 percent of male
school-age children in the United States (Ameri-
can Psychiatric Association 1994). Rates for the
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age of onset of CD vary; CD rates are higher in ado-
lescents (7 percent of youth age 12–16 years old)
than children (4 percent of youth age 4–11 years
old) (Kazdin 1997).

Commonalities among 
Externalizing Disorders
Comorbidity, or the co-occurrence of different dis-
orders, tends to be very prevalent in individuals
diagnosed with ADHD and CD/ODD (Campbell
2000; Johnston and Ohan 1999). Research has
shown that a substantial number of youth exhibit-
ing one externalizing disorder diagnosis also ex-
hibits another (e.g., Kazdin 1997; Johnston and
Ohan 1999).

Gender differences in the diagnosis of external-
izing disorders are also well noted in the research
literature (e.g., American Psychiatric Association
1994; Kazdin 1997). Since externalizing disorders
tend to be more prevalent in males, more research
has been focused upon this group. There is still
much to understand about the developmental
onset and outcomes for females with externalizing
disorders (Johnston and Ohan 1999).

Some similarities exist as well in the treatment
of ADHD, ODD, and CD. These treatments can be
grouped into three types of categories: medica-
tion, family-based intervention, and child-based
intervention. Stimulant medication is a common
treatment of youth diagnosed with ADHD or co-
morbid externalizing disorders, and has shown
much effectiveness (Johnston and Ohan 1999).
Family-based interventions (e.g., parent training)
have shown positive short- and long-term effects
with youth diagnosed with ODD and CD, and
short-term effects for youth diagnosed with
ADHD (Johnston and Ohan 1999). Child-based
interventions (e.g., social skills programs, cogni-
tive-behavioral programs) have shown positive
results, but may be more powerful when com-
bined with other types of interventions (Johnston
and Ohan 1999).

Although diagnostic criteria have been distin-
guished for these different disorders, it is impor-
tant to note that no one characteristic of a child or
context (e.g., family, peers, community, etc.) can
solely account for the development of an external-
izing disorder (Department of Health and Human
Services 2001). These problems result from an in-
teraction of characteristics of the youth and con-
textual factors, including family, peer group,

school, and community (Department of Health
and Human Services 2001). The expression of
these disorders, as well as their etiology, differs as
a function of the age and developmental level of
the individual. Thus, interventions need to focus
on the changing multiple risk factors across differ-
ent settings and recognize that there may be dif-
ferent targets for interventions at different devel-
opmental levels (Department of Health and
Human Services 2001). Future research should
help in the development of multimodal treat-
ments, that is, interventions that have multiple
components, which show much promise.

Elizabeth Hill Warter
Mary E. Walsh

See also: Attention-Deficit/Hyperactivity Disorder
(ADHD); Internalizing Disorders; Lead Poisoning
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Extracurricular Activity Participation
As children enter their adolescent years they are
often exposed to behaviors such as truancy, vio-
lence, and substance use, which are alarming to
parents, teachers, and youth alike. These problem
behaviors can disrupt educational environments
and can contribute to serious social and economic
problems. Some experts have argued that rather
than trying to prevent each problem behavior, par-
ents, schools, and communities should work to-
ward building in youth the ability to resist the lure
of problem behaviors (Roth et al. 1998). As youth
develop the various systems in which they live,
they need positive environments that offer the op-
portunity to build important internal resources.
Researchers and educators have long suggested
that extracurricular activities (EA) can provide an
important, positive context for developing youth.
In many ways, youth, families, and communities
can encourage positive youth development
through participation in extracurricular activities.
(With positive youth development, a developing
youth avoids risky problem behaviors and is on a
path toward becoming a healthy adult.) Extracur-
ricular activities are programs that fulfill two basic
conditions: They are not part of the regular school
curricular program, and they are structured in
some way (in other words, youth involved are not
just socializing, but are working toward some pos-
itive mission or goal). Extracurricular activities
can include participation in clubs, student govern-
ment, youth groups, and the like. Some specific of
extracurricular activities are school band, 4-H
club, church youth group, basketball team, French
club, volleyball team, karate club, skate club, and
service club.

The Benefits of Youth Participation 
in Extracurricular Activities
A considerable amount of research has examined
the benefits of youth participation in extracurric-
ular activities. This research has found that youth
who participate in extracurricular activities are
more likely to have better grades (Marsh 1992),
have higher standardized test scores (Gerber
1996), attend school more regularly (Mahoney
2000), and have higher self-esteem (Marsh 1992).
Youth who participate have been found to be less
likely to drop out of school (Mahoney 2000), mis-

behave at school (Marsh 1992), and commit delin-
quent acts (Mahoney 2000). Other studies, which
examined individual extracurricular activity pro-
grams, have found that students who participate in
some programs show increased involvement with
the school or community, improved social skills,
higher academic achievement, and decreased
problem behaviors (Roth et al. 1998).

Although the evidence for the benefit of EA
participation is strong, these studies cannot
“prove” that participation “causes” benefits such as
improved academic success. Since a youth chooses
to participate in an EA, some have suggested that
only students who are more academically success-
ful are likely to join, so it is no surprise that these
two factors are related. Researches have attempted
to address this weakness by statistically control-
ling for factors like income level, ethnic back-
ground, I.Q., social status, and risk background.
Even when these factors are controlled for, studies
have found that there is a strong relationship be-
tween EA participation and positive youth devel-
opment. Moreover, some studies have found that
youth who are at risk in particular seem to benefit
from participation (Mahoney 2000).

Clearly, there are many characteristics of a youth
and her individual ecology that contribute to shap-
ing how she behaves. It appears from the research,
however, that extracurricular activities are one eco-
logical context that can help prevent a youth from
being involved with problem behaviors.

How Does Extracurricular Participation 
Positively Influence Youth?
Researchers have offered several explanations as to
why youth who participate in extracurricular ac-
tivities seem to be more successful. Some authors
have explained that youth who participate in activ-
ities learn important skills that help them in other
aspects of their life, such as teamwork and leader-
ship skills. Others have argued that just spending
time participating in an extracurricular activity
decreases the opportunity for a youth to be in-
volved with problem behaviors. For example, re-
search has found that youth who are involved in
positive activities from 2 to 8 P.M. are less likely to
commit, or be a victim of, a crime (Sickmund, Sny-
der, and Poe-Yamagata 1997).

Still other researchers have suggested that as
youth participate in extracurricular activities they
are influenced both by the culture of an activity
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and the experiences they have as a part of that ac-
tivity (Marsh 1992). This social environment in-
fluences a youth’s values and how he perceives
school or society (Brown and Evans 2002). In the
case of most extracurricular activities, the envi-
ronment is a positive one, which encourages posi-
tive values, attitudes, and behaviors (Brown and
Evans 2002). Having interactions with positive
peers and positive adults in a positive setting can
help youth develop the kind of internal resources
they need to avoid negative behaviors. For exam-
ple, as a youth participates in student government,
he learns more about the importance of going on
to college. He learns that discussion can be a way of
resolving problems. All of these things influence
his values about violence or attitudes toward at-
tending college.

What Makes a Good Extracurricular Activity?
Professionals who work with youth have identified
the characteristics of a beneficial youth program:

Youth feel that they are a part of a group or
taking part in something special.

Youth have the opportunity to develop rela-
tionships with adults and positive peers.

The program has goals that encourage youth
and staff to achieve great things, while also
having structure that hold participants ac-
countable to certain standards.

Youth have opportunities to take on leadership
roles. For example, a committee of youth
may organize a social event.

The program is appropriate for the age group.
For example, having activities that are not
too difficult for younger children, or not too
uncool for older youth.

The program involves parents and peers.

Most importantly, though, extracurricular ac-
tivities should be fun and attractive for youth.

Most times, the best judges of this are youth them-
selves. Youth need to be a part of deciding how a
program is organized and conducted. At a time
when many youth are at risk for involvement in
problem behaviors, youth and adults need to work
together to develop positive sources of influence
for youth. Extracurricular activities can be one of
these sources. These activities, however, have to be
organized carefully to be appealing and engaging
to youth.

Randy Brown

See also: Adolescence in a Cultural Context;
Community Youth Development; Community-Based
Organizations; Ecodevelopmental Theory; Leisure
Activities aong Yound People; Political Participation
by Young People; Self, Self-Concept, and Self-Esteem;
Youth Development
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Faith-Based Organizations
Faith-based organizations are organizations or
programs that have a religious orientation and
offer various forms of services to individuals. They
are community-serving ministries that have both
a religious and a social service component. They
may be churches, synagogues, temples, or commu-
nity organizations that aim to help people and in-
volve religion. The role of religion or faith varies
from organization to organization. For some faith-
based organizations religion plays a role as the
motivation for their mission, and for others reli-
gion is an integral part of the content of their pro-
gram. Although the staff and volunteers of such
organizations usually adhere to a specific faith or
religious tradition, participants may or may not
share those same beliefs. Such organizations can
be an important resource for youth, adults, and
families by promoting spiritual, religious, social,
and practical support. Needs addressed by faith-
based organizations may include anything from
tutoring, mentoring, and addiction recovery to
legal assistance. In addition, they might offer reli-
gious education or nurture spiritual development.
Underprivileged populations are usually the focus
of faith-based organizations and initiatives.

Faith communities address their neighbor-
hoods’ needs in a variety of ways. For example,Vic-
tory Outreach in Los Angeles is an extremely effec-
tive recovery program that helps men and women
recover from addiction through faith conversion
and spiritual growth. Industrial Areas Foundation
(IAF) organizes communities in a way that politi-
cally empowers underrepresented members of so-

ciety (Orr et al. 1995). In the South Bronx, the
Urban Youth Alliance, a thirty-year-old faith-based
organization, now provides after-school programs
that include mentoring, counseling, recreation,
and religious and secular educational program-
ming for neighborhood gang youth. They offer
these programs in conjunction with a local reli-
gious organization, the Latino Pastoral Action
Center, and a neighborhood congregation, the Love
Gospel Assembly (Trulear 2000).

Although religious congregations have been at
the heart of American public life since its incep-
tion, the terms “faith-based organization” and
“faith-based initiative” have gained increased
prominence in the last decade. Service has always
been central to the mission of congregations and
religious institutions. They have fed and clothed
the poor, offered guidance and counseling, and ed-
ucated individuals for centuries. However, their
ability to meet the complex issues facing youth and
families today effectively has become identified as
an important community asset. This is especially
true in urban areas. Government officials, policy
makers, foundations, and community organiza-
tions have begun to recognize that congregations
and faith-based organizations are uniquely posi-
tioned within their neighborhoods to distribute
social services to those in need. Congregations are
often a natural resource for reaching their commu-
nities. They are often highly trusted and regarded.
They have a donor base, a committed core of vol-
unteers, and clergy who have an intimate knowl-
edge of the needs and habits of their neighbors.

Faith-based terminology has gained promi-
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nence in the public, religious, political, and aca-
demic sectors. The term is inclusive, referring to
congregations and organizations of various reli-
gions and faith traditions. Additionally, the term
“faith-based” enables organizations to designate
religion or spirituality as an important part of
their program, while communicating that evangel-
ism and proselytizingare not necessarily major
goals of their initiative. Dr. Donald Miller and his
colleagues at the Center for Religion and Civic Cul-
ture at the University of Southern California were
among the first to document the important role
faith-based organizations played in rebuilding
neighborhoods in South Central Los Angeles after
the Rodney King Riots in April 1992 (Berndt and
Miller 2000; Orr 1995). After neighborhoods were
devastated during the riots, faith-based organiza-
tions were among the first to provide resources for
community redevelopment by offering such things
as medical services, loans to start small busi-
nesses, after-school programs for kids, and hope.
Also bringing faith-based issues to the public’s at-
tention, President George W. Bush established a
White House Task Force on Community and Faith-
Based Organizations early on in his administra-
tion, which led to the U.S. Department of Health

and Human Services Center for Faith and Commu-
nity-Based Initiatives.

Significant controversy has surrounded the
government’s advocacy and support of legislation
and federal funding for organizations with reli-
gious affiliations because of a potential violation of
the U.S. commitment to separation of church and
state. Although religious and nonreligious groups
have raised questions about the federal govern-
ment’s support of compassionate care through
faith-based organizations, in 2002 the U.S. Depart-
ment of Health and Human Services established a
Center on Faith and Community-Based Initiatives
intended to provide resources to local organiza-
tions that achieve valid public purposes such as
decreasing violence, strengthening families, and
improving neighborhoods.

Faith-based organizations or initiatives can take
many shapes. A faith-based organization may be a
single congregation that offers particular services in
its community, or it may be a coalition of churches
and law enforcement services that offers an alterna-
tive program to juvenile offenders. If an organiza-
tion involves a congregation or several congrega-
tions, that may mean opportunities to build
strategic partnerships within the community, lever-
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age resources, build financial and community sup-
port, recruit volunteers, attract participants, and
implement programs.Faith influences or shapes the
programs. It serves to attract and engage partici-
pants as well as provide motivation and support for
paid staff and volunteers, as well as, in many cases,
the youth and adults who attend programs.

Faith-based organizations generally have fo-
cused leadership. Urban congregations are faced
with many legitimate needs, including food, cloth-
ing, and shelter. The organizations that are most
effective in these circumstances provide services
with a specific focus, whether that be high-risk
youth or single mothers. Additionally, a specific
focus often provides a rallying point for congrega-
tions of different faiths to gather around. Although
Muslims and Jews may not share the same doctri-
nal beliefs, they are able to work together for the
welfare of the children in the neighborhood.

Faith-based programs intend to bring about
transformation in the lives of their participants
and their community. That transformation is
sometimes intended to be religious and at other
times not. Although personal transformation
through religious faith is often the ultimate goal,
faith-based organizations recognize that there are
many changes in the lives of their participants that
are worth pursuing. Reverend Ray Rivera from the
Latino Pastoral Action Center in the Bronx said to
a group of ministers, “While we want to see kids
develop religious faith, we must be willing to no-
tice that other areas of change and growth are part
of godly transformation in the lives of youth.When
a truant goes back to school, when a kid leaves a
gang and joins our basketball program, when a 
kid stops using drugs and gets a job—even if he
doesn’t start going to church, that’s still transfor-
mation” (Trulear 2000). In addition, faith-based
organizations aim to bring about change in their
individual neighborhoods. Their intention might
be to decrease violence or increase employment or
literacy. Regardless of mission and size, faith-
based organizations are community-serving min-
istries that in some way use the power of faith, the
power of religion, to make themselves effective in
the lives of individuals and in their community.

Pamela Ebstyne King

See also: Catholic Schooling: The Achievement of Poor
and Minority Students; Community Youth
Development; Community-Based Organizations;
Comprehensive Community Initiatives

References and Further Reading
Berndt, Jerry, and Donald Miller. 2000. Politics of the

Spirit: Portraits. Los Angeles: Center for Religion and
Civic Culture, University of Southern California.

Christian Community Development Association.
“Homepage.” http://ccda.org/ (cited December 19,
2001).

Orr, John B., Donald. E. Miller, Wade C. Roof, and John. G.
Melton. 1995. Politics of the Spirit: Religion and Multi-
Ethnicity in Los Angeles. Los Angeles: University of
Southern California.

Public/Private Ventures.“Faith-Based Initiatives.”
http://www.ppv.org/indexfiles/faith-index.html (cited
October 20, 2001).

Trulear, Harold D. 2000. Faith-Based Institutions and
High-Risk Youth: First Report to the Field.
Philadelphia: Public Private Ventures.

United States Department of Health and Human
Services.“The President’s Initiative and HHS”
http://www.hhs.gov/faith/president.html (cited
January 13, 2003).

University of Southern California.“Center for Religion
and Civic Culture.” http://www.usc.edu/go/rol (cited
December 19, 2001).

Families, Southeast Asian
Southeast Asians, or Indochinese, in the United
States are for the most part refugees who came
from Vietnam, Laos, and Cambodia after the end
of the Indochinese War in 1975. The four major
ethnic groups include the Vietnamese; the Lao and
the Hmong, who come from Laos; and the Cambo-
dian, or Khmer, who came from Cambodia. Other
ethnic groups, such as the Chinese-Vietnamese,
most of whom came from South Vietnam, and the
Mien and Thai Dam who came from Laos, are not
treated in this entry due to lack of data. Although
Americans use the term “Southeast Asian” to cate-
gorize these ethnic groups, persons from these
groups do not necessarily identify themselves as
Southeast Asians. They tend to identify them-
selves, for example, as Hmong, Cambodian, Lao, or
Vietnamese.

Historians have identified two major waves in
the history of Southeast Asian immigration to the
United States. The first wave began in 1975, when
the North Vietnamese completed their conquest of
South Vietnam, the Khmer Rouge—a social and
nationalistically radical Khmer regime—took
over Phnom Penh in Cambodia, and the Pathet
Lao—the North Vietnamese–supported Commu-
nist Lao regime—assumed power in Laos (Ca-
plan, Whitmore, and Choy 1989). The first wave
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(from 1975 to 1978) consisted mostly of military
and government officials, who were well educated
and possessed useful professional skills that were
attractive to American employers. Thus they expe-
rienced lower levels of culture shock, less difficulty
in their adjustment process, and fewer family
problems than did the subsequent wave. The sec-
ond wave of Southeast Asians began arriving in
the United States in 1979 and continued to arrive
throughout the early 1990s. The second wave oc-
curred after the Communist regimes took over
Cambodia, Laos, and South Vietnam and began to
impose harsh policies on the people. The second
wave primarily consisted of rural peasants, farm-
ers, and fishermen who had little education and
minimal exposure to Western lifestyles.As a result,
they experienced more difficulty adjusting to the
social, cultural, and economic life in the United
States (Gold 1992).

Population
Today, there are about 1.7 million Southeast Asians
living in the United States (U.S. Bureau of the Cen-
sus 2000). Of the 1.7 million there are about

175,000 Hmong, 179,000 Lao, 184,000 Cambodi-
ans, and 1.2 million Vietnamese. About 74 percent
of the total Southeast Asian population can be
found in the following ten states: California, Texas,
Minnesota, Washington, Massachusetts, Virginia,
Wisconsin, Pennsylvania, Florida, and Georgia.
The primary reasons Southeast Asians chose to re-
locate in these states were to reestablish family ties
and gain access to social support.

Family Structure
The household of typical Southeast Asian families
consists of two to three generations. Across
groups, Hmong and Vietnamese households tend
to have more generations living together than Lao
and Cambodians (Haines 1989). Married adults
have an extremely low divorce rate (i.e., in 1990 the
divorce rate was less than 5 percent). The fertility
rate for Southeast Asian women tends to be high,
averaging 3.9 children per woman. Hmong have
the highest fertility rate among the four groups,
with 6.1 children per woman (Rumbaut 1995). In
general, Southeast Asian individuals tend to marry
early, with Hmong and Lao men and women mar-
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rying younger than Vietnamese and Cambodian.
After marriage, women in Hmong and Vietnamese
cultures live with their husbands’ families. Lao
husbands live with their wives’ families. Cambo-
dian couples have the choice of living either with
their wives’ or husbands’ families.

Religion
The majority of Cambodians and Lao believe in
Theravada Buddhism, a more strict Buddhist tra-
dition, whereas the Vietnamese believe in the more
liberal Mahayana Buddhist tradition, as well as a
mixture of Confucianism and Taoism (Lee 1996).
Hmong people were influenced by Confucianism
and Taoism, and most are influenced by animism,
a “belief that all natural objects have spirits and
that humans and spirits live interdependently with
each other”(Gates et al. 2000, 315). They also prac-
tice ancestor worship. Although Cambodians, Lao,
and Vietnamese believe in Buddhism and a mix-
ture of Confucianism and Taoism, they too prac-
tice animism and ancestor worship. Thus, instead
of believing in just one religion, most Southeast
Asians tend to be more flexible and combine mul-
tiple belief systems. This flexibility involved some
Southeast Asian families converting to Christian-
ity. For example, within the Hmong population,
about 30,000 Hmong (or 2 percent of the total
Hmong population) have converted to some form
of Christianity (Moua 2001). One study conducted
with 400 Vietnamese and 400 Lao in the Pacific
Southwest found 9 percent Catholic and 6 percent
Protestant for the Lao sample and 42 percent
Catholic and 4 percent Protestant for the Viet-
namese sample (Nguyen and Henkin 1981). The
number of Southeast Asian Christians is expected
to increase as the second and third generations of
Southeast Asians become more integrated into
mainstream American society (Zhou and
Bankston 1998).

Family Values and Socialization
Despite different religious beliefs among the four
Southeast Asian groups, most parents believe in
values such as collectivity, self-discipline, hierar-
chy of authority, moderation and harmony, and fil-
ial piety (Suzuki 1982). Collectivity emphasizes
kinship ties, reciprocity, and mutual dependence.
This value teaches children to sacrifice their own
personal interests for the collective good of the
family, kin, or clan. Based on this value, children

are taught to be modest and humble in order to
achieve virtue and gain respect from others. Self-
discipline underscores the importance of control-
ling one’s emotions in order to think rationally and
make objective judgments. Thus, Southeast Asian
children are taught early in life to control their tem-
pers, delay gratification, and know when it is ap-
propriate to be assertive. The belief in hierarchy
underscores the importance of paying respect and
obedience to those who are in higher positions,
such as the ruler of the country, the teacher, and the
head of the household. Children growing up in this
environment are taught to obey their parents, to
exhibit a good appearance, and to be respectful in
speech and behavior. However, as children become
more acculturated, they tend to endorse this value
less, leading to a generation gap and parent-ado-
lescent conflict (Detzner, Xiong, and Eliason 1999).
The values of moderation and harmony mean an
emphasis on maintaining a balance between ac-
tion and inaction by assuming a middle ground on
issues. By so doing, individuals can avoid conflict
and open confrontation with others, both of which
are viewed as negative and shameful. To avoid neg-
ativism, individuals must develop a flexible mode
of thinking that promotes harmony.

Finally, the value of filial piety underscores the
importance of family obligations and adult chil-
dren’s obligation to care for their aging parents.
This value enhances the identity of elders as well
as their social security in later life. A competent,
successful child will not only bring pride to par-
ents but also provide them a stable and financially
secure home when they are older. Given these val-
ues, Southeast Asian children are naturally taught
early in life about the importance of the family
(Xiong, Detzner, and Rettig in press). The family is
in fact considered the basic foundation of society
by Southeast Asians.

Families in a Transitional Ecology
Southeast Asian families are living in a transi-
tional ecology, adjusting to multiple systems and
demands. Studies indicate that Southeast Asian
parents have encountered numerous problems
with the U.S. educational and legal systems, as
well as with demands from their U.S.-born chil-
dren (Zhou and Bankston 1998). To understand
why Southeast Asian parents have faced such
problems with systems in the United States, it is
important to understand not only their values but
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their previous ecologies. In Southeast Asia, the
Ministry of Education of the central government
establishes and controls education, including
school policy, teacher preparation, licensing, cur-
riculum, regulations, and so on (Te 1994). Corpo-
ral punishment is accepted as an appropriate
teaching tool in the school system and the family.
Therefore, parents are not expected to be involved
in the educational process; teachers are responsi-
ble for both teaching and disciplining the chil-
dren. However, in the United States education is
controlled by local officials selected by local citi-
zens (parents and others), and corporal punish-
ment in the school is prohibited; therefore, par-
ents are expected to assume more responsibility
in their children’s education. These contrasting
ecologies and expectations have been the arenas
of miscommunication between families and
schools and between families and child protection
services, as well as of conflict between parents
and children.

The transition to a different ecology has also
meant different rates of acculturation for parents
and their children. Research indicates that as fam-
ilies have lived longer in the United States, children
have become more fluent in the English language
through their daily interactions with peers and
school personnel. Parents, on the other hand, have
tended to lag behind their children, which, in turn,
has weakened their authority to discipline and
transmit traditional family values to the children,
leading to intense intergenerational conflict (Det-
zner, Xiong, and Eliason 1999).

The adaptation processes of Southeast Asian
families in the United States depends on several
factors, including gender, year of arrival, age of ar-
rival, place of birth, educational background prior
to and after the transition to the United States, and
place of residence. Because they are the fastest
growing Asian groups in the United States, their
adaptation and integration will play an important
part in the promotion and development of future
Southeast Asian American generations.

Zha Blong Xiong
Daniel F. Detzner

See also: Acculturation; Adolescence in a Cultural
Context; Child Development, Cultural and
Community Influences on; Children from Immigrant
Families; Culture and Human Development; Ethnic
and Racial Identity in Adolescence; Family Diversity;
Parent Education Programs for Immigrant Families
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Family, Theories of
The family is the primary social institution of so-
ciety and serves as the most proximal ecological
context of development (Bronfenbrenner 1979;
Lerner and Spanier 1978). In general, theories
offer conceptual frameworks for organizing and
integrating existing knowledge, while supporting
the generation of original knowledge on a specific
topic of interest (Lerner 2002). Theories of family,
specifically, are conceptual frameworks useful for
understanding concepts related to families and for
generating new knowledge about families as social
groups embedded in the larger social milieus
(Klein and White 1996).

There are five classical theories of family—
symbolic interactionism, social exchange, struc-
tural-functionalism, systems theory, and family
development theory. Classical theories of family
have deep philosophical and sociological roots.
Contemporary theories of family integrate major
tenets of classical theories, while emphasizing in-
terrelationships between the developing individ-
ual, the family, and other social contexts (e.g., so-
cial-contextual theory, human ecology theory) and
the construction of meaning within families (e.g.,
feminist theory, phenomenological and ethno-
graphic theories, communication theory, cogni-
tive-behavioral theory). Theories of family are in-
tegrated within the field of family studies and
serve as frameworks for understanding, research-
ing, and helping families (Boss et al. 1993).

Symbolic interactionism emerged from the
early twentieth-century work of the pragmatists
(i.e., John Dewey, William James, Charles Pierce)
and the writings of Charles Horton Cooley,
George Herbert Mead, William I. Thomas,
Robert E. Park, Ernest W. Burgess, Herbert Blumer,
and Reuben Hill. The central focus of symbolic in-
teractionism is on the connections between sym-
bols (i.e., shared meanings) and interactions (i.e.,
verbal and nonverbal actions and communica-
tions), which are used as a frame of reference for
understanding how individuals and families create
symbolic worlds that shape behavior. Shared
meanings, according to symbolic interactionists,
foster adaptation and survival of the family within
the larger social context. From the symbolic inter-
actionist perspective, families are viewed as social
groups. Symbolic interactionists are interested in
the ways in which families construct and maintain
a shared set of values and beliefs, as manifested in

terms of some core key constructs: identities, roles,
and interactions (LaRossa and Reitzes 1993).

Exchange theory is a theory of motivation with
roots in utilitarian philosophy (Klein and White
1996). Exchange theory provides a framework for
understanding marital and family functioning
based on an economic metaphor of losses and
profits. From this theoretical perspective, it is as-
sumed that family members’ actions are rooted in
their attempts to maximize the chances of meeting
their perceived needs; moreover, patterns of family
functioning are considered patterns that are cre-
ated from family members’ attempts to maximize
the chances of getting needs met. While principles
of exchange theory have been embedded in family
research from the 1930s, the use of exchange the-
ory as a family science framework was not fully ar-
ticulated until the 1970s, with the work of family
researchers (e.g., Lewis and Spanier 1979, Scan-
zoni 1972; Safilios-Rothschild 1970). Social ex-
changes are characterized by interdependence,
and those who study them ask how interactions af-
fect each family member involved. It is further as-
sumed that such interactions are regulated by
norms of reciprocity and fairness. This theoretical
framework has been widely used to understand is-
sues such as dating, mate selection, marital stabil-
ity, divorce, and parent-child relationship quality.
Key interests of family scientists who work from
an exchange perspective are rewards, costs, expec-
tations, experiences, and satisfaction; relationship
dependence and alternatives; exchange regula-
tions and norms; and trust and commitment to
exchange contracts (Sabatelli and Shehan 1993).

Structural-functionalism is a general theory
that has been adapted and applied to the field of
family science. The structural-functionalist ap-
proach suggests that people organize into and
function as families because the family structure
is most able to satisfy the physical and psycholog-
ical needs of its members. Talcott Parsons (1965)
adapted structural-functionalism to explain both
the internal functioning of the family and family
relations with the greater society. For example, the
structural-functionalist perspective suggests that
traditional division of family labor (i.e., male
breadwinner and female homemaker) evolved in
response to the needs of society for both instru-
mental contributions (e.g., direct participation in
the labor force) and expressive contributions (e.g,
socialization of children). Gender role specializa-
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tion is thought to maintain family equilibrium,
and it is argued that deviating from these roles
would lead to family disorganization. Key interests
of family scientists working from this framework
are groups, roles, values, boundaries, and con-
formity and deviance.

Family systems theory is a framework used to
understand individual and family behavior with
regard to the larger social environment. This theo-
retical framework for understanding intrafamilial
relationships and relationships between families
and their wider social contexts has developed
within the broader framework of general systems
theory, or cybernetics (Bertalanffy 1968; Weiner
1948). General systems theory is a metamodel
used to organize, integrate, and generate knowl-
edge, a metamodel based on one core tenet: The
system is greater than the sum of its parts. In
terms of family relationships, the family is more
than a collection of the individuals who make up
the family. The functioning of the family as a
whole has implications for the functioning of indi-
vidual family members, as well as implications for
understanding intrafamilial processes. Family sys-
tems theory is concerned with key characteristics
of family organization: the level of interdepend-
ence between family members, the hierarchical or-
ganization of family relations, boundaries between
the family and its environment, patterns of family
interaction, and goals of the family system
(Whitchurch and Constantine 1993). Family sys-
tems theory has formed the basis of therapeutic
frameworks for use by family therapists (Broder-
ick 1993; Minuchin 1974).

Family development theory combines the foci
of symbolic interactionism and structural-func-
tionalism with general concepts of life span theo-
ries, or theories of human development. Family
development theory is primarily concerned with
the delineation and description of the stages and
shifts that family members commonly experience
across the family life course (Carter and Mc-
Goldrick 1980, 1988; Duvall 1957; Hill and Mat-
tesich 1979; Rodgers 1964; Spanier, Sauer, and
Larzelere 1979). The first outline of the stages of
the family life cycle (Glick 1947) proposed seven
stages of family development (Rodgers and White
1993); subsequent revisions have offered a six-
stage standard model of the family life cycle: (1)
leaving home of adult children, (2) joining of fam-
ilies through marriage, (3) raising young children,

(4) raising and preparing adolescents, (5) launch-
ing young adult children, and (6) aging as a later-
life family (Carter and McGoldrick 1999). In addi-
tion to the description of the stages of the family
life cycle, family development theory is also con-
cerned with the organization of the stages of fam-
ily development as a result of two concurrent
forces: first, the development of individual family
members (i.e., their biological, psychological, and
social development), and second, the impact of so-
cial conditions (e.g., social expectations and eco-
logical conditions).

Jennifer L. Tanner
Stacey M. Kleinbaum

See also: Family Life Cycle; Family Paradigms; Family
Systems Theory
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Family Crises
In technical language, a crisis is defined as a state
of temporary dysfunction in an individual or a
family following a stressor. As stressors occur that
could otherwise lead to a crisis, human ecologists
have opportunities to serve as resources to help
people prevent crisis through primary and sec-
ondary prevention. Primary prevention involves
education about what to expect from a stressful
event such as divorce, as well as the teaching of
coping skills. Secondary prevention involves help
such as redefining the stressor, finding the silver
lining in cloud of the problem before a crisis has
developed.

Stressors
Stressors are occurrences that produce change.
Stress is a state that arises out of a perceived de-
mand. Stressors may originate from situations,
transitions, and sociocultural events. Situational
origins of stressors may be material, personal/
physical, or interpersonal in nature. Examples of
material situational stressors include the loss of
income, of a home, or of a vehicle. Transitional
stressors are life passages. They include individual
and family transitions. Sociocultural stressors are
those related to values, socialization, deviance, and
conflict. Sociocultural factors such as discrimina-
tion for sexual orientation, ethnic group, or age
and status in society (e.g., gender, socioeconomic
status) may cause stress. Sociocultural stressors
are often situational in nature as well. Stressors
that have multiple origins are more difficult to
cope with and therefore are more likely to lead to
crisis than stressors of one origin.

Stressors may be what are generally considered
private events (e.g., a promotion, a marriage, the
birth of a baby) as well as what are generally con-
sidered negative events (e.g., a divorce, the death of
a family member). Whether or not an event is de-
fined as stressful is determined by the attitude of
the individual experiencing the event. That defini-
tion helps to determine whether the stressor leads
to crisis. The death of a loved one may be experi-
enced as the end of the world by one person and
may mean relief that he is no longer suffering to
another. The former definition, all other things
being equal, is more likely to lead to crisis than the
latter (McCubbin and Patterson 1983).

The degree of stress experienced due to an
event also depends on the extent of change re-
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quired to adjust to the event; the more change is
required, the more stress is experienced. Change is
stressful. It requires use of resources (e.g., time,
energy, space) that may have previously been used
for other things.Another factor that helps to deter-
mine whether a stressor will lead to crisis is the
person’s resources. There are several categories of
resources: personal (e.g., communication skills,
high self-esteem, education), family (e.g., healthy
adaptability and cohesion), material (e.g., money,
car, house), social (e.g., friends, acquaintances),
and community (e.g., counselors, therapists, sup-
port groups, clergy). However, the quantity and
quality of resources are not the only important
things; also important is whether or not the person
actually uses them and uses them effectively (Mc-
Cubbin and Patterson 1983).

Another factor that helps to determine whether
a stressor will lead to a crisis is the extent to which
other stressors are ongoing or recent in the life of
an individual. If a person who is presently experi-
encing the transition that comes with turning 30
has in the year prior to that transition experienced
multiple stressful events such as marriage, preg-
nancy, childbirth, building a home, moving,
changing vocation, marriage problems, and di-
vorce, that person is more likely to experience cri-
sis when turning 30 than a person who has not ex-
perienced other such stressors (McCubbbin and
Patterson 1983). The level of a person’s organiza-
tion (very organized, well organized, somewhat or-
ganized, or very disorganized) prior to the stressor
is also a determining factor. The lower the level of
organization prior to the stressor, the greater the
likelihood of crisis (McCubbin and Patterson
1983).

The nature or degree of seriousness of the event
(e.g., catastrophe or minor problem) also helps to
determine whether a stressor leads to crisis.
Whether it was expected (as in the case of a nor-
mal life transition) or unexpected is also impor-
tant. One can prepare, to a degree, for expected
events, and even for unpredictable events. Prepara-
tion could include gaining information before the
stressor (e.g., premarital counseling, childbirth
classes) or practicing for a possible stressor (e.g.,
fire drills, life boat drills) (Hoff 1995).

Individual coping strategies help to determine
whether a crisis develops from a stressor. There are
seven general areas of coping that can be helpful in
a wide variety of stressful situations: cognitive,

communicative, emotional, relationships, spiri-
tual, environmental, and individual development.
If enough coping strategies are used to manage the
stress caused by the stressor, a person may not go
into crisis. If a person is lacking in coping skills,
they are more likely to experience crisis. It is better
to have many coping skills than to be very profi-
cient at just a few.

The origin of the stressor, the definition of the
stressor, the amount of change necessary to adjust
to the stressor, the individual’s resources and
whether they are used, previous and simultaneous
stressors, the level of organization before the stres-
sor, the nature of the stressor, and the individual’s
coping strategies are all factors that determine
whether a stressor leads to a crisis. Because of this,
individuals experiencing the same stressor may, in
fact, experience different levels of stress, and some
will experience a crisis while others will not.

Family crises are crises experienced by entire
families rather than by one individual in a family.
As with an individual crisis, a family crisis is a
state of temporary dysfunction that lasts from a
few days to a few weeks. The family temporarily is
unable to meet its goals. In the case of an individ-
ual crisis, family members themselves can be re-
sources and provide support, but in the case of a
family crisis, family members themselves may be
dysfunctional and unable to provide the needed
support.

Role of Human Ecologists
Human ecologists are in a unique position to pre-
vent family crises when stressors do occur by pro-
viding education about what to expect in the vari-
ous developmental stages of a family as well as
education to help make families stronger and less
vulnerable: Problem-solving skills, communica-
tion skills, and decision-making skills can be
taught, as well as the importance of routines, ritu-
als, shared time, respect, support, understanding,
flexibility, and consensus. With family crises, as
with individual crises, human ecologists can also
serve as resource people to help prevent crises
after stressors occur or to help promote a positive
outcome once a family is in full-fledged crisis.
Human ecologists can also provide education that
will leave families less bewildered and more capa-
ble of handling situations. Knowledge and skills
can help families believe from the start that a
stressor is a necessary part of life and something
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that can be handled, and so the family can make
any necessary adjustments more easily. Knowl-
edge and skills in the areas of parenting, caring for
the elderly, caring for sick or disabled persons, and
caring for oneself can serve as resources for the
family that will render them less vulnerable to cri-
sis. Human ecologists can also teach strategies for
coping with stressors and crises when they occur.

At any point in time, a family may experience
stressors, strains, and transitions. Stressors are life
occurrences that produce change in the family.
Strains are excessive physical or mental tensions.
Transitions are changes in status or role, which
may be predictable or unpredictable. These stres-
sors, strains, and transitions may pile up, causing
demands on the family system’s resources. Family
resources such as time, energy, space, as well as
other material, personal, social, and community
resources may be needed to manage these de-
mands. When another stressor occurs while the
family is using its resources to manage the de-
mands of the pile-up, a family may go into crisis.
Whether the family goes into crisis depends on the
nature of the stressor as well as other factors, such
as how vulnerable the family is based on its
strengths or weaknesses, developmental stage,
family type the family’s appraisal of the stressor,
the family’s problem-solving type (authoritarian,
consensus, or individual), the family’s coping
strategies and resources. These factors figure into
the determining of a family’s  good adjustment or
poor adjustment (resulting in crisis) to a stressor.

Crisis Management
Crisis management is the process of working
through a crisis to its resolution. The goal of crisis
management is the facilitation of a positive resolu-
tion to a crisis. Crisis management by human ecol-
ogists may be either formal, undertaken as part of
their professional roles, or informal, undertaken in
their roles as family members or friends. Both are
equally important and require the same overlap-
ping steps of assessment, planning, intervention,
and follow-up. Four aspects of each step will be
outlined: Who does it, when they do it, where it is
done, and how it is done. All steps of crisis man-
agement are done with rather than for the people
in crisis, in order to help them regain a sense of
control (empowerment). It should also be noted
that crisis management does not require extensive
training. If one does not have training in crisis

management, he can refer the person to a profes-
sional who has had such training (e.g., people who
work in crisis centers, counselors, therapists). If a
person refuses formal assistance from the commu-
nity, a layperson can follow the same steps that a
trained crisis manager would follow.

Assessment
Who does the assessment tends to be whoever is
around the person or family at the time of the cri-
sis. Assessments are ideally done immediately, as
soon as there is a stressor that may lead to a crisis
or when a crisis state is suspected. Assessment is
most often done in the setting where one is at the
time, such as the home or the classroom. The first
step in doing an assessment is to determine the
risk to life by suicide or homicide. It may be a life-
or-death situation when someone is in crisis. Sui-
cide and homicide are two possible negative out-
comes of a crisis which can be avoided through
proper crisis management, beginning with assess-
ment. A question to ask is,“Are you thinking about
hurting yourself (or someone else)?” If the answer
is yes, find out whether the person has a means
(e.g., gun, pills, razor blade) and whether the
means is readily available (e.g., loaded gun). If
they have a means, decide if it is a highly lethal
means (e.g., loaded gun, acetaminophen, sleeping
pills). If there is a highly lethal means that is read-
ily available, the person is at high risk for suicide or
homicide. This person should not be left alone. If
there is no one in the natural setting who can stay
with her until the crisis is over, there are two other
possibilities for action. One is to have the person
hospitalized. The other is to have her promise not
to hurt herself or anyone else for a specified period
of time (perhaps twenty-four hours). If possible,
put this agreement in writing and have her sign it.
Hospitalization is generally viewed as a last resort
because the hospital itself can be a stressor.

Risk-to-life assessment, called Level I assess-
ment, can be performed by anyone. Level II assess-
ment is generally performed by professionals who
have been trained in crisis management. At Level
II, a crisis manager finds out if the person is able
to function in roles.A person in crisis is temporar-
ily dysfunctional. Level II assessment includes
identifying (1) the origins of the crisis (situa-
tional, transitional, or sociocultural); (2) the phase
of the crisis (pre-crisis or active crisis); (3) the
manifestations of the crisis, whether emotional
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(e.g., fear, anxiety, anger, guilt, shame), biophysical
(e.g., perspiring, frequent urination, diarrhea,
headaches), cognitive (e.g., problems with usual
problem solving), or behavioral (e.g., running
away, seeking support); and (4) relevant resources
available, whether personal (e.g., high self esteem,
good education, communication skills), family
(e.g., healthy levels of adaptability and cohesion),
social (e.g., friends, acquaintances), or community
(e.g., support groups, counselors, therapists,
clergy). After determining these factors, one can
make a plan for intervention.

Plan
Developing a plan helps a person decide what
problem is to be solved, how it will be solved, when
it will be solved, where it will be solved, and who
will be involved in solving it. When the plan is put
in writing, it is called a service contract and is
signed by the person in crisis, the crisis manager,
and others involved in the plan.

Intervention
Intervention strategies should be tailored to the
specific crisis origin. The specific strategies are be-
yond the scope of this entry, but general interven-
tion strategies include listening; encouraging ex-
pression of feelings; helping the person to
understand the crisis, to accept reality, and to ex-
plore new ways to cope; and linking the person to
a social network (e.g., family, friends, support
groups). General intervention can be performed
by the person assessing and planning, since these
steps overlap. One must listen and encourage ex-
pression of feelings throughout the management
process. The general intervention, therefore, is
done in the same setting as planning and begins at
the same time as assessment and planning.

Follow-Up (Contact and Treatment)
Follow-up involves contact in order to evaluate
progress toward resolution. It may be performed
the day after intervention and six months after in-
tervention (recommended in the case of attempted
suicide). The follow-up plan is made at the time of
the intervention planning and is written into the
service contract. Part of the plan may be for fol-
low-up treatment of a chronic problem such as
marital problems that may have contributed to the
crisis. If the crisis originated from a social problem
such as drunk driving, social-change strategies

such as participation in Mothers against Drunk
Drivers should be part of the follow-up treatment.
The interventionist or some other professional
may perform the follow-up, but confidentiality
during the follow-up must be maintained.

Janice Weber

See also: Work-Family Conflict
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Family Diversity
Family diversity refers to differences in one or
more dimensions within and among families. Be-
cause we live in an increasingly multicultural
world, an understanding of family diversity is cru-
cial to being able to appreciate and help others
who may be different from us, and to discourage
judgments that one specific type of family is supe-
rior to all others. Although attention to family di-
versity has increased considerably in recent years,
the demography of American families has always
been diverse. The assumption that the White mid-
dle-class family ideal is the historical norm has
obscured the fact that different types of families
have always existed (Coontz 1999). It is true that in
recent years more and more individuals from dif-
ferent types of families (e.g., gay/lesbian families,
single-parent families) have demanded social
recognition and have increasingly advocated for
rights previously denied to them (e.g., lesbian and
gay couples have sought the opportunity to adopt
children). As a result, many in the general public
mistakenly believe that family diversity is a new
American phenomenon. In fact, however, single-

278 Family Diversity



Child with lesbian parents (Laura Dwight)



parent families and mixed families of various
kinds have always been common.What is relatively
new is the systematic study of family diversity and
its effects. Scholars now view diversity from a vari-
ety of perspectives, particularly in terms of family
types and family processes. What has been found
is that, although some family processes are more
positive and effective in general than others, these
effective processes do not occur in only one spe-
cific type of family.

Family Types
Many in the general public tend to view diversity
in terms of race and ethnicity, looking at differ-
ences between families of various ethnic and
racial groups, such as Asian American and African
American families. However, there are other di-
mensions to be taken into account in determining
family type, such as family structure and sexual
orientation. For example, different forms of family
structure include, but are not limited to, single-
parent families, stepfamilies, grandparent-headed
families, and adoptive families. Gay and lesbian
families are examples of types of family deter-
mined by the sexual-orientation dimension.

Family Processes
Family processes are to interaction patterns be-
tween family members, such as communication
between spouses or partners, parenting styles, and
the nature of intergenerational relationships. Some
patterns of family interactions are clearly more ef-
fective than others. For instance, family members
who provide nurturance and support in a time of
crisis display effective interaction patterns; how-
ever, family members who are verbally or physi-
cally abusive to each other do not exhibit effective
and healthy patterns. In some instances, however,
it is not nearly as clear whether a particular family
process is or is not adaptive. For example, whether
or not very strict and controlling parenting behav-
iors help children develop a sense of self-control
probably depends on a variety of factors, including
the larger context in which the children live.

One of the key factors that determines which
family processes are and are not effective is the so-
ciocultural context in which they occur. For exam-
ple, most research has found that the authoritative
parenting style, which is characterized by high lev-
els of parental warmth and firm but nonpunitive
discipline techniques, brings about the most favor-

able child outcomes, whereas the authoritarian
parenting style, which is characterized by rela-
tively low levels of parental warmth and higher
levels of rigidity and restrictiveness, yields less fa-
vorable child outcomes (Demo and Cox 2000).
However, this general finding does not seem to
apply to some types of families. For example, Ruth
Chao (2001) found that, unlike their European
American adolescent counterparts, Chinese Amer-
ican adolescents from authoritative families did
not perform better in school than those Chinese
American adolescents from authoritarian families.

Important Issues in 
Understanding Family Diversity
Although some patterns of family interaction tend
to be more positive and effective than others, those
effective interaction patterns do not exist in only
one particular type of family. Alan Acock and
David Demo (1994) found that parents and chil-
dren in first-married, two-biological-parent fami-
lies reported slightly higher levels of well-being
than those in single-parent or stepparent families.
However, the differences in well-being across fam-
ily types (e.g., between stepparent and single-par-
ent families) are much smaller than those within
family types (e.g., differences between one step-
family and another stepfamily). Other studies have
also suggested that differences between family
types along a large number of well-being dimen-
sions tend to be quite small, suggesting that no
single family type is the prototype for fostering
positive adjustment for its members (Demo, Fine,
and Ganong 2000).

Another crucial point is that, although there is
a tendency to expect all families within a particu-
lar type to be similar, a specific family type is not
necessarily homogeneous. In reality, considerable
heterogeneity exists even among families of the
same type. For example, the gap between highly
educated and less advantaged Asian American
families is large. A study of Chinese and Japanese
American families in California showed that the
majority of them have achieved levels of economic
well-being that are comparable to European Amer-
ican families.At the same time, approximately 40
percent of South Asian refugee families in Califor-
nia remain in poverty (Chan 1991).

Another important point is that both similari-
ties and differences exist in the experiences of all
types of families. By only examining differences
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between various types of families, one may erro-
neously conclude that a particular type of family is
more distinct than it really is. Therefore, it is im-
portant to examine the similarities across different
types of families as well. For example, Lawrence
Kurdek (2000) found that both attractions (i.e.,
positive qualities of the relationship) and con-
straints (i.e., factors that make it difficult to leave a
relationship) are important predictors of main-
taining a close and committed relationship for gay
and lesbian couples, as well as for heterosexual
couples. This finding suggests that some family
processes have similar effects regardless of a cou-
ple’s sexual orientation.

Finally, and perhaps most importantly, it is cru-
cial to recognize the multiple and intersecting di-
mensions of diversity. For example, when single
parents are examined, they are usually placed in
one category, and their family structure becomes
the most prominent dimension, one that leads oth-
ers to make assumptions about their family life.
Obviously, however, other dimensions affect the
life experiences of single-parent families. For in-
stance, single parents may differ in terms of so-
cioeconomic status, race/ethnicity, and sexual ori-
entation.These four dimensions and many others
can and do intersect and affect their life experi-
ence. Although the intersecting of dimensions is
not a novel concept, family scholars have increas-
ingly challenged us to avoid a single-dimension
view, and to examine family diversity from multi-
ple, intersecting dimensions (Fine, Demo, and
Allen 2000).

Yiting Chang
Mark A. Fine
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Family Life Cycle
The family life cycle is a theoretical framework
that describes the function of family in regard to
the developmental tasks that comprise the family
life course. In essence, it is the conceptualization of
what has been called the family career. The family
life cycle follows a general pattern of systematic
development guided by the coexisting biological,
psychological, and social demands placed upon
members simultaneously, both inside and outside
the family context (Hill and Mattesich 1979). Ac-
cording to those who have extended and tested the
notion of the family life cycle (e.g. Carter and Mc-
Goldrick 1999) these demands occur in a sequence
of stages, referred to collectively as family time,
which define the tasks of the family as a unit.
Across theories of family development, the family
life cycle begins with newly established couples
and concludes with the senescence of aged par-
ents. It is hypothesized that the stage of the family
life cycle and composition of the family have con-
siderable impact on the family system and indi-
vidual family members’ development (e.g. Mc-
Goldrick and Carter 1999).

As a point of entry for understanding family
functioning from a developmental perspective, the
family life cycle is a framework useful both as a
guide for family researchers (Spanier, Sauer, and
Larzelere 1979) and family therapists (Carter and
McGoldrick 1980; Russell 1993). The focal point of
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family life cycle theories is the tracking not only of
change in the family, but more specifically of the
development of the family over time; that is, “the
regular process of differentiation and transforma-
tion over the family’s history” (Mattesich and Hill
1987, 437). Integral to the family life cycle ap-
proach is the acknowledgement of the intercon-
nectedness of developing ecological systems: de-
veloping individuals (the individual-psychological
system) within developing families (the group-
interactional system), within developing societies
(the societal-institutional system) (Rodgers 1973).

Both systemic and structural concepts underlie
the family life cycle perspective. Systemic princi-
ples of interdependence, boundaries, resilience,
and task performance are central features of the
family life cycle. The principle of interdependence
suggests that family members are enmeshed in a
set of behavioral, emotional, and physical rela-
tions, such that a change in any one family mem-
ber affects and is affected by other family mem-
bers. That is, when one family member wishes to
change, the family system must somehow deal
with that request. Pressures by one member to
change the family system can facilitate change in
the family as a whole. In regard to the boundaries
of a family system, the principle of boundary per-
meability defines the extent to which information
and change penetrate or escape a family system.
The tenet of resilience states that a family system
has the ability heal itself. That is, family systems
have coping strategies unique to the system, strate-
gies that have been honed across generations. Even
though such coping strategies may be unique to
each family system, according to the principle of
resilience the strength to adapt to change and to
recover in response to stress is an inherent func-
tion of the family.

The final feature of family life cycle theory is
that of task performance. As a social institution,
the family is assigned at least five tasks: physical
maintenance, socialization for roles inside and
outside of the family, maintenance of family
morale to perform social roles inside and outside
of the family, maintenance of social control, and
the acquisition of family members to be launched
from the family when mature (e.g., Klein and
White 1996).

In addition to systemic concepts that provide a
foundation for understanding family functioning
across the family career, principles derived from a

structural-functionalist perspective augment gen-
eral principles of the family life cycle perspective.
Quite specifically, the structural-functionalist in-
fluence provides the outline of the family life cycle
as divided into stages. Delineations between stages
are based on criteria such as the occupational sta-
tus of the breadwinner, the size of the family, and
the ages of family members (Duvall 1957). Al-
though the stages of the family life cycle vary by
theorist, the following eight stages cover the
breadth of family stages: (1) newly established
couples, (2) childbearing families, (3) families
with school-aged children, (4) families with sec-
ondary-school aged children, (5) families with
adolescent children, (6) families with young adult
children, (7) families with middle-aged parents,
and (8) aging families, in which the parents are in
retirement (e.g. Carter and McGoldrick 1999).

The family life cycle begins with the married,
childless couple, charged with the tasks of renego-
tiating relationships with their families of origin
and establishing a healthy relationship, which will
prepare them for the next phase of the family life
cycle, parenthood. The second through fourth
stages of the family life cycle define the family with
dependent children; during these stages the family
prepares for and reorganizes to include infants and
toddlers, helps young children develop interests in
and relationships with extrafamilial family con-
texts, and increases the social network of the fam-
ily in order to provide an increasingly larger con-
text that will aid in the socialization of their
children, respectively. The fifth stage of the family
life cycle, the family with adolescent children, re-
volves around realigning relationships between
parents and their children from hierarchical par-
ent-child relationships to mutually respectful
adult parent–adult child relationships. Thus, a bal-
ance between connectedness and autonomy must
be maintained in order to allow adolescent chil-
dren freedom to negotiate the tasks required for
the transition to adulthood, while maintaining
supportive bonds with parents. The sixth stage of
the family life cycle, often called the launching
phase, includes the preparation for the leaving of
the home of adult children and the actual depar-
ture of young adults from the family home. Fol-
lowing the sixth stage, post-parenting couples are
charged with restructuring the marital relation-
ship and reestablishing bonds with nonnuclear
family members. And last, the final stage of the
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family life cycle, which extends approximately
from retirement to death, centers around the ad-
justment of family members to issues of aging and
eventually loss of family members (Rodgers and
White 1993).

Jennifer L. Tanner

See also: Intergenerational Relations; Parental
Development
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Family Paradigms
Human ecology theory has at its core a systems
theory that provides a framework for examining
the reciprocal relationships of humans with the
multiple environments constructed by human be-
ings and nature. The theory of family paradigms is
based on systems theory, using concepts taken
from cybernetics (the study of mechanical sys-
tems). The study of family paradigms addresses
the behavior of families within their various envi-
ronments, sociocultural, human-constructed, and
natural. How a family sees its own nature and uses
the resources of time, energy, space, and material
things to achieve its goals determines the nature
of its family paradigm. The paradigmatic view of
family recognizes that there are multiple ways of
“being family.” That is, although a given society
may present one model of family as an ideal, in re-
ality the principle of what is called equifinality ap-
plies, which in this context means that there are
multiple ways of being family.

The concept of family paradigms has its origins
in the work of David Kantor and William Lehr
(1975), who proposed three distinct paradigms:
Closed, Random, and Open. A fourth paradigm,
Synchronous, was later added by Larry Constan-
tine (1986). The four paradigms represent distinct
ways that families organize their behavior, interact
with each other, and create an overall image of
what it means to be a family.Variations of this the-
ory are found in David Reiss’s model of families
operating within distinct worldviews (1981), the
circumplex model of family structure and cohe-
sion developed by David Olsen and his colleagues
(1983), Mary Ann Fitzpatrick’s relational-dimen-
sion instrument for married couples (1988), and
David Imig’s relationship assessment scale (2000).

Family paradigms are in part worldviews. A
family’s paradigm is an image of or belief about
how a family should operate, which in turn guides
the members in how they view and interact with
the environments in which they must function.
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During the course of a day, large amounts of com-
peting information bombard people, creating a
sense of information overload. How people decide
what information to pay attention to is determined
by their worldview. A worldview is like a filter that
allows some information to enter a person’s con-
sciousness while keeping other competing infor-
mation out. These perception filters are particu-
larly effective, almost blinding individuals to some
information. In other words, a worldview can nar-
row one’s ability to recognize the value of some in-
formation. In order to receive this other informa-
tion, and more important, to understand it, one
needs to change one’s worldview. This change is
called a paradigm shift; it is difficult for families,
just as it is for individuals.

Paradigm Equals Image Plus 
Structure Plus Behavior
A family paradigm has three components: image,
structure, and behavior patterns. Family image is
shaped by the way family members believe things,
such as household tasks, should be done. Image
also determines the goals that a family pursues,
the morals and values they adhere to, and the way
information is interpreted. Images are internal,
and they are complex and at times contradictory.

Structure is a general framework composed of
rules and strategies. Strategies are recurring pat-
terns of interactions and behavior that families de-
velop and use regularly in order to accomplish
tasks while minimizing the use of resources, such
as energy and time. Rituals and routines allow
work to be accomplished without having to create
a new process or procedure each time the task
needs to be attended to.

The third component in creating a family para-
digm comprises the collective behavior patterns of
its members. Behavior patterns are recurring pat-
terns of strategies, rituals, and rountines. Often
the members are not conscious of their patterned
interactions, as they occur almost routinely. As
with image and structure, each of the four family
paradigms mentioned above has distinct behavior
patterns.

Within the behavior patterns are specific roles
that family members assume. The role of Mover is
characterized by initiation of action. The Mover in
a family initiates activities, suggests solutions to
problems, and contributes significantly to the
overall structure of family activity. If people are

looking for something to do, it is the Mover who
develops a plan. Sometimes Movers are viewed as
being leaders, but depending on the family’s power
structure they may be catalysts rather than actual
leaders.

In response to the Mover, there is an opposing
role known as the Challenger. Challengers question
the ideas and plans of the Mover. Sometimes the
Challenger has a different idea; at other times the
Challenger is just opposing the Mover with no sug-
gestions for alternative actions. In some families
the role of Challenger is welcomed and encour-
aged; others work diligently to reduce any oppos-
ing movements.

Challengers and Movers are dependent on Fol-
lowers. Followers are family members who are
willing to act on the plans and suggestions of ei-
ther the Challenger or the Mover. The movement of
Followers empowers Challengers and Movers. In
some family paradigms the movement of the Fol-
lowers is almost predetermined by the acceptance
of a family’s hierarchy or the internal position of
power and authority assigned to family members’
positions. In some families the position of father
or mother is considered to be the highest, with
birth order determining the descending signifi-
cance of the remaining positions. Followers may
follow those with strong hierarchical powers, but
often coalitions of subsystems organize, rejecting
or undermining the hierarchy.

The fourth player part in behavioral patterns is
that of the “Bystander” who remains outside of the
interplay for power observing the interactions of
other family members. Bystanders can be thought
of as gatekeepers, reminding the family of what is
important in the larger scheme of things. By-
standers are powerful in that they become the
“voice of reason,” when communication becomes
chaotic or conflicted, reminding members of what
is important or held of value within the family.

Four Paradigms: Closed,
Random, Open, Synchronous

Closed Paradigm
Families who coconstruct a Closed paradigm are
guided by an image of stability, security, and be-
longing. The activities of the members are cen-
tered around establishing a sense of security.
Boundaries within these families are often non-
permeable, and they are established both mentally
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and physically, with fences around the home, cur-
tains on windows, and locks on doors. Rules are
established to assist the members in knowing
what is expected, and behavior is regulated using a
system of reward and punishment. Failure to com-
ply with family expectations can result in guilt,
shame, and disappointment. The security of be-
longing comes from knowing what to do and being
able to do it. There is a sense of interconnectedness
within this family structure that unites members
in identity. This can be seen by asking members
what the rules of the house are. They will be able to
draw up a distinct list of dos and don’ts. When
someone engages in behavior on the don’t list, it is
seen as acting outside of the good of the family.
When visitors behave in ways that are offensive to
a family, they may be excused on the grounds of ig-
norance or told to leave and never return. Clearly
though, everyone is expected to learn the rules and
conform to them for the good of the family.

Closed families have a distinct hierarchy. Often
the father is the head of the household, though a
Closed family may have the mother as the head,
and in some instances a child may even be the
head. What makes the family Closed is not who is
the head, but the fact that there exists one member
who dominates the decision-making process, with
other members supporting. Over the course of
time, stability as to how decisions are made pro-
vides members with a sense of comfort, since all
know their roles in the family and agree, even
though sometimes subconsciously, to carry out
their responsibilities as they have been delegated.

Tradition, ritual, and routine are the primary
modes of operation within the family, and they
provide a sense of stability, security, and belong-
ing.As the family forms, patterns of daily tasks are
developed and put into operation. Tasks are di-
vided according to the hierarchy, with important
decisions being entrusted to those with greater
power and more menial tasks being allocated to
those with less power.

Family traditions guide in the organization of
holidays and religious holy days, which are ob-
served with ritual that is felt to be time-honored
and frequently has been observed across genera-
tions. Change for Closed families is very difficult.
When asked to consider a different way of observ-
ing an occasion, members resist and cling to the
concept of tradition as dictating why things are
done in a particular fashion. Often the meaning

behind the actions has been lost; it may no longer
be applicable to the family’s situation. This same
concept of ritual and tradition also guides the
daily activities with established routines. Closed
families often have a set dinnertime, and some
even have an established weekly menu. Life in the
Closed paradigm is scheduled.

Closed families regulate member access to re-
sources using both physical and emotional bound-
aries. Such families monitor incoming information
by regulating what television the children may
watch and what music they may listen to. Internal
information is given on a need-to-know basis,
often with the subsystems of adults knowing
things the children do not know, and children
knowing things the parents do not know. It is com-
mon for these families to have secrets, forbidding
members to talk about family matters with out-
siders.

It is Closed families who provide stability to so-
ciety; they may be different from culture to culture
in the traditions, rituals, and routines they uphold,
but the general principles by which they shape
their behavior cut across all cultures.

Random Paradigm
To understand the Random paradigm one must
recognize that for many people life works best un-
scheduled and unplanned. Random families are
characterized as being free-spirited and creative.
Members are encouraged to explore their environ-
ments and bring back everything they find of in-
terest. Boundaries are diffuse and permeable, al-
lowing a free flow of information to enter and leave.
There is no hierarchy, no central administrating
power; in fact, no one really has any power since all
are encouraged to do their own things. Parents are
held accountable by society for the behavior of
their children, but within the family children are
trusted to make many of their own decisions.

Random families are creative and spontaneous,
and their members are independent and au-
tonomous. There is a sense of family identity, but
being different is held in greater esteem than being
the same. Resources coming into the family are
used by everyone. The goal is to try and meet each
member’s needs rather than to distribute equally
what is available. Often in such families the risk is
that resources will run out before all members get
what they require.

Random families are often caught in the ten-
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sion of trying to be emotionally close while devel-
oping and protecting individual interests and
rights. These families struggle with organizing and
scheduling time together, since organization and
scheduling conflict with their fundamental belief
in nurturing spontaneity. Life is unpredictable, but
much to the chagrin of the outside observer whose
values reflect a Closed paradigm, ultimately Ran-
dom families seem to manage to achieve their
goals and resolve crises satisfactorily.

As the antithesis of the Closed family, the Ran-
dom family pushes at the established norms of so-
ciety. Though these families operate within most
social norms, they often do so in an unconventional
manner.With their creative abilities and drive to be
different, individuals from Random families be-
come the trailblazers of new and innovative social
practices. These families produce the trendsetters
who reshape the cultural environment.

The Open Paradigm
The Open family paradigm is less common than
the Closed and Random paradigms. Open families
operates within a model of collaboration. Collabo-
ration implies that everyone works together to
make a decision and that everyone supports this
decision. In Open families collaboration requires
everyone to agree on a course of action, an ideol-
ogy, or a decision-making process. Members are
encouraged to be authentic in what they believe
and to identify and articulate feelings and beliefs.
It is not enough to be in agreement or disagree-
ment, members must be willing engage in a dis-
cussion that will allow all members to redefine
their beliefs and thus their positions. Open fami-
lies negotiate everything. Discussions are their
lifelines; they give the family meaning.

Hierarchical structures are not found in these
families. Parents work with children to decide how
routine tasks will be accomplished, as well as to
construct rituals for celebrations. Rituals are al-
ways negotiable, and tradition carries little signifi-
cance in the family’s identity. Open families are
adaptable and practical. They examine everything
for its appropriate use and discard those things
that all members feel are unnecessary.

Membership in this family requires one to be-
come emotionally engaged with decisions. Refusal
or withdrawal from a discussion signals rejection.
Such rejection subjects the withdrawing member
to being ejected from the family. Discussions can

seem endless, as the family gathers new informa-
tion that can be used in making the decision. Res-
olution to problems can be difficult to achieve, and
in extreme cases the family becomes immobilized
by indecision.

The Open family contributes to society by en-
couraging dialogue, often reconciling the opposing
views of Random and Closed families. Individuals
from the Open paradigm help organizations
within society to recognize fresh ideas being intro-
duced by Random individuals, while maintaining
respect for the traditions held by those of the
Closed paradigm.

The Synchronous Paradigm
The final family paradigm is Synchronous. Syn-
chronous families seem to share what are known
as congruent cognitive maps. Congruent cognitive
maps mean shared beliefs that closely regulate
daily behavior and the personal pursuit of goals.
Members of Synchronous families have similar ex-
periences with consistent environments that have
shown little if any significant change across gener-
ations. Though Synchronous families have many
similarities to Closed families, their internal struc-
tures differ significantly. Closed families explicitly
instruct members and promote the acquisition of
knowledge through prescribed, directed, objective
instruction; Synchronous families rely on an im-
plicit model of communication for instruction.
Knowledge is constructed through observing, lis-
tening, and doing things together. There is an in-
ternal knowing that cannot be explained, nor is it
questioned. Critical thought of the kind identified
with the sciences is not viewed as necessary and
therefore tends not to be present. What one knows
about life comes from living and working with
others who are like-minded.

Members seem to be working for a common
good, even though there has been no explicit dis-
cussion of what this good is or what it means. Chil-
dren are raised alongside of their parents, accom-
panying them at work, learning life skills for
survival, and carrying out household responsibili-
ties. Communication is minimal, with strong
boundaries controlling what comes into and out of
the home. There is a strong sense of identity, of
who belongs, with implicit rules for guiding be-
havior. Deviance from acceptable behavior is met
with exclusion, often in the form of shunning.With
little discussion, no one knows more or less than
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another, and though there is a hierarchy there are
no power struggles, because to act against a deci-
sion or action can result in exclusion.

Synchronous families are part of the larger so-
ciety in which they are found. In a sense they are
timeless, since they seem to be oblivious to tech-
nology or to keep exposure to technology to a min-
imum. The Synchronous paradigm may be the
dominant family structure in a geographic area, or
they may be a small pocket within a larger me-
tropolis.A unique feature of the Synchronous fam-
ily is their internal connection to their natural
surroundings. They seem to move to an internal
rhythm that is regulated by the natural environ-
ment, and they are less influenced by the socially
constructed behavioral and technological environ-
ments. By understanding the paradigm families
use to pursue goals, one can gain insight into ways
of helping them when they experience difficulties.
Paradigm knowledge allows a family scientist to
recognize when problems are results of a family’s
paradigm  and when they are being caused by one
of the surrounding environments.

Deborah C. Bailey

See also: Child Development, Cultural and Community
Influences on; Family Diversity; Family Crises;
Family Systems Theory; Family, Theories of;
Parenting Styles
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Family Resource Management
Family resource management, formerly known as
home management, encompasses the study of the
formation and use of resources to achieve the
goals of individuals and families or households.
Family economics, closely related to family re-
source management, deals with the family and in-
dividual use of scarce resources as determinants of
levels and standards of living. Both fields empha-
size the interaction of families and individuals
with other social and economic systems.

Pioneers in family economics, Benjamin An-
drews, Hazel Kyrk, and Margaret Reid were firmly
grounded in economics and addressed decision
making in relation to economic concerns of the
household. Following publication of their seminal
works in 1923, 1933, and 1934, a group of profes-
sionals differentiated home management from
family economics by the emphasis on the use of
resources for the optimal development of individ-
uals within the family or household.

Family resource management and family eco-
nomics both have roots in home economics. Since
many college graduates in home economics until
the late 1970s pursued work in education, course-
work in home management (and later family re-
source management) was closely tied to require-
ments in home economics education. Two major
texts served the programs: First was that authored
by Irma Gross and her colleagues, in various edi-
tions up to 1980, and second, that of Paulena Nick-
ell and her coauthors, published until 1976. The
texts emphasized three primary managerial steps
of setting goals, making plans, and controlling the
plans in action. Beatrice Paolucci and her col-
leagues (1977) focused on decision making in
everyday life and on the family as an ecosystem.

Beginning in the early twentieth century, home
management in higher education used a unique
kind of teaching laboratory known as the home
management house. Across the United States and
later in African and Indian colleges that were in-
fluenced by the United States, students resided in
the houses for a period of time and managed the
household, which in some cases included an in-
fant. This experience emphasized the intrinsic na-
ture of human values and the instrumental role of
technology. Home management houses continued
in the United States until the late 1960s, while they
closed more slowly abroad.

Developments in industry influenced the direc-
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tion of home management. Two wives of efficiency
engineers, as efficiency experts are sometimes
called, were especially influential in introducing
efficiency methodologies in the home. The work of
Christine Frederick and Lillian Gilbreth came to
full fruition with World War II, when efficiency
and work simplification received careful attention
in industry, on the farm, and in the home. Re-
search in time use began in earnest in the 1920s
and continued as an important research topic in
family resource management through much of the
1990s (Avery 1996).

Ruth Deacon and Francille Firebaugh in 1988
and earlier conceptualized the family system as
containing personal and managerial subsystems,
with much interchange across their boundaries.
The managerial subsystem contains elements of
planning and action. Deacon and Firebaugh take
an ecosystem perspective on the family and give
special attention to the interrelationships of paid
and family work.

As women have joined men in expecting to be
engaged in paid work and as technology has
blurred boundaries between home and work, an
even more broadened view of the formation and
use of resources to meet individual and family
goals has become essential (Chesley and Fire-
baugh 2002; Orrange, Firebaugh, Heck in press).
Research has developed around entrepreneurship
and home-based businesses and the management
of family work and activities, including child care.
(Hunts et al. 2000).

Today in higher education, courses related to
family and work are found in the fields of Sociol-
ogy, Human Development, and Organizational Be-
havior. Courses in family resource management
are limited to programs in Human Ecology,
Human Sciences, and Family and Consumer Sci-
ences. Research on topics formerly encompassed
in family resource management continues to a
modest degree in Human Ecology but is also
spread across many fields.

Francille M. Firebaugh

See also: Deacon, Ruth E.; Child Care: Issues for
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Family Systems Theory
Family systems theory is derived from general sys-
tems theory (von Bertalanffy 1968; Weiner 1948).
Whereas general systems theory has been used as
a paradigm for explanation across academic disci-
plines, family systems theory is specifically useful
for understanding family behavior and adjust-
ment. This framework has most extensively been
used as a therapeutic paradigm for the assessment
and treatment of families (Bowen 1978; Broderick
1993; Kerr and Bowen 1988; Minuchin 1974). The
family systems framework proposes that the
whole, in this case the family, is different from the
sum of its parts, the individuals who make up the
family. Specifically, this framework focuses on the
interdependence, rather than the independence, of
family members (Klein and White 1996;
Whitchurch and Constantine 1993).

There are two basic elements of systems theory
that translate into the fundamental elements of
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family systems theory: recursion and feedback
(Klein and White 1996; Whitchurch and Constan-
tine 1993). Recursion refers to reciprocal causality.
A systems perspective is unconcerned with simple
causality, in which X causes Y; instead, the focus is
on the reciprocal relationship between X and Y. In
regard to families, meaning is derived from the re-
lationship between individuals and elements as
each defines the other. Each family system has a
complex coherence structure based on the interre-
latedness of members. It is inherently true, from a
systems perspective, that a change in any one fam-
ily member reverberates throughout the entire
system—a change to one is a change to all.

Feedback, the second fundamental aspect of
systems theory, involves processes that constitute
self-corrective mechanisms. In regard to a system,
the existence and quality of feedback influences
whether a communication systerm will continue
or discontinue. Two types of feedback, positive and
negative, serve to increase the probability of the
survival of the system. In order for a family system
to sustain itself, the system must both remain sta-
ble and change when appropriate. If appropriate
positive feedback is given, the system will remain
stable; if appropriate negative feedback is given,
the system will change as is needed. From a family
systems perspective, the system is self-regulating,
maintaining the integrity of the family system
through both positive and negative feedback loops
(Kantor and Lehr 1975).

Family systems theory also describes how a
healthy system functions. Regardless of the con-
tent of interactions within families, certain
processes are theoretically related to adjustment,
while contrary processes are related to maladjust-
ment. At any given time, a family system can be
identified along a continuum between entropy and
what is called negentropy (Beavers 1977). Negen-
tropic family systems are functioning toward max-
imum order. That is, patterns of relating in such
families maximize the orderliness, maintenance,
and survival of the family system. In contrast, en-
tropic families tend toward maximum disorder
and disintegration, such that the survival of the
family is undermined. Family systems theory sug-
gests that negentropic families maintain a balance
between change and stability and between open-
ness and closedness of boundaries.

Another way of putting it is that, because it is
necessary for the family system in a healthy func-

tioning family, a negentropic family, to both change
and remain stable, morphogenic and morphostatic
tendencies must be balanced. Morphostasis refers
to the tendency toward stability; morphogenesis
refers to system-enhancing behavior that allows for
growth, productivity, innovation, and change.

As every system does, each family has a set of
implicit rules, of values and role expectations for
individuals involved in the system. According to
family systems theory, a family can be defined by
these rules, also called boundaries, which identify
and differentiate each family (S. Minuchin 1974; P.
Minuchin 1985). These rules define what is right
and normal for each family. The boundaries of a
family system serve as a filter for information ex-
change between the system and other systems; for
example, between the school and the family. In-
deed, a healthy family has boundaries that are nei-
ther too permeable, nor impenetrable. The extent
to which family systems allow information to flow
in and out of the system determines the openness
or closedness of the system. A balance between
openness and closedness is associated with
healthy family functioning. At times, a family has
the resources to expose itself to change without
threat to the identity of the family; at other times,
exposure to other systems will stress the family
system, rather than serving its functioning.

The healthy family system, in turn, fosters the
healthy development of each of the family mem-
bers, both by supporting individual development
and by creating a model for maintenance of
healthy systems relations.An individual’s ability to
handle stress and accommodate change, according
to family systems theorists, is directly related to
the ability of her family to maintain healthy func-
tioning. Moreover, the level of functioning of an
individual is transmitted through her differentia-
tion of self, which involves the ability to function
both independently and dependently (Bowen
1978; Kerr and Bowen 1988). Through the influ-
ence of an individual’s family experiences, family
systems patterns are transmitted through inter-
locking generations over time.

Jennifer L. Tanner
Amy E. Alberts
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Father-Child Relationships 
following Divorce
The question facing both fathers in particular and
society as a whole at the dawn of the twenty-first
century is: Are fathers to be—or not to be—a part
of the human ecology of children? Unprecedented
and conflicting changes have occurred in the
American family over the past half century that
have transformed father-child relationships and
our expectations for the role of fathers in their
children’s lives. In the 1950s, both the divorce rates
and the rates of unmarried motherhood were low,
and as a consequence fathers could reasonably
count on continuing contact with their children
throughout the adult life-cycle. Beginning in the
1960s, however, the American family has under-
gone radical transformations, which continue
today. The social context has changed to the extent
that some feminists have declared fathers to be
nonessential (Silverstein and Auerbach 1999). For
some, America has gone from “father knows best”
to father is nonessential.

Many family forms are present today in large
numbers that were infrequent in the 1950s. In re-
cent years, the percentage of children born to

mothers who were not married at the time of de-
livery has hovered around 33 percent; the first-
marriage divorce rate around 50 percent, the per-
manent separation rate around 17 percent; and
the step-family divorce rate around 60 percent
(Hetherington and Stanley-Hagan 1997). What is
of critical importance to society is that in virtually
all of these events, it is the father-child relation-
ship that is marginalized or severed. Of perhaps
equal importance is the reality that this marginal-
ization and severing of father-child relationships
comes at the same time that nurturant father in-
volvement in the lives of their children has be-
come an issue of national concern (Braver and O’-
Connell 1998; Farrell 2001; Knox 1998; Parke and
Brott 1999).

The father-child relationships of children born
to never-married mothers is tenuous, and in any
case beyond the scope of this article, which focuses
on the consequences of divorce for children and
fathers. The most powerful determinant of father-
child relationships following divorce are the poli-
cies and practices of the family court system,
which awards either sole custody or primary resi-
dential parental responsibility to the mother
around 85 percent to 90 percent of the time. Fa-
thers generally are awarded “visitation”—a term
abhorred by father advocates, who view visitation
as structuring the role of the father as a visitor in
his child’s life rather than as a meaningful parent.
What this means for fathers and children is that
they are living in different residences and see each
other on a limited and fixed visitation schedule,
which is determined by the courts or negotiated
“in the shadow of the law.” Thus, what was for-
merly daily father-child contact in a shared resi-
dence now becomes infrequent contact on a fixed
schedule, with father and child living in different
residences. Under these court-mandated circum-
stances, the father-child relationship is at greater
risk of being marginalized or severed than is the
mother-child relationship, since mothers and chil-
dren continue to share a residence and have daily
contact.

The risks of negative consequences for fathers
and children as a result of the marginalization or
severing of the father-child relationship with di-
vorce appear to be substantial for both fathers and
children.An early review of the literature (Thomp-
son 1994) provides one of the best discussions of
the issues to date. Ross Thompson’s lasting contri-
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bution was to focus on the division of the intangi-
ble assets of a marriage, the emotionally meaning-
ful relationships between the former spouses and
their offspring. While the dominant discourse on
divorce at that time tended to focus on the division
of the tangible assets of divorce (primarily finan-
cial assets), Thompson had the foresight to focus
on the emotional relationships between former
spouses and their offspring, as well as on the long-
term impact of these relationships on the lives of
fathers and children.

Consider first the consequences of divorce for
fathers (Amato 2000; Braver and O’Connell 1998;
Knox 1998; Parke and Brott 1999; Thompson
1994). Compared to mothers of divorce, fathers of
divorce have higher—and often substantially
higher—rates of: suicide, depression, alcohol
abuse, drug abuse, poor health, work problems, re-
lationship problems, and social isolation.Although
numerous explanations for these negative out-
comes for fathers have been proposed, those fa-
vored by father advocates focus on the loss of
meaningful contact with their children. The core
argument here is that postdivorce father-child rela-
tionships are of critical importance not only for the
well-being of children, but also for the well-being
of fathers.Additionally, some of these negative out-
comes for fathers also likely stem from the chang-
ing role expectations for fathers that began in the
mid-1970s. Beginning in the mid-1970s, fathers
were increasingly expected by society to be in-
volved in nurturing their children. At the same
time, however, the opportunity structure for the fa-
ther’s nurturing involvement with his children was
decreasing, due to increasing rates of divorce and
unmarried motherhood. Such a conflict between
changing role demands and changing opportunity
structures hardly can be conducive to either fa-
thers’ or children’s physical or mental health.

For children, the consequences of divorce are
commonly negative. The most significant excep-
tion is that divorced children from high-conflict
marriages fare better than children whose remain
in high-conflict marriages. The negative conse-
quences for children of divorce, as compared to
children of intact families, are immediate, short-
term, and long-term. Although there currently is
intensive debate in the scholarly literature regard-
ing the magnitude and subtlety of these negative
effects, there nonetheless is substantial evidence to
suggest that the consequences for children of di-

vorce are present and pervasive, and that they in-
clude higher levels of academic problems, a higher
rate of dropping out of high school, conduct prob-
lems, poor psychological adjustment, psychologi-
cal distress, poor self-concept, low social compe-
tence, precocious sexual activity, teen pregnancy,
alcohol and drug use, long-term negative health
consequences, and relationship difficulties in ado-
lescence and adulthood (Amato 2000; Booth 1999;
Emery 1999). There also is a growing realization
that divorce does not affect all parties in the same
way. Outcomes of divorce are mediated and mod-
erated by a variety of factors inherent to different
families, different children, different fathers, and
different mothers, as well as by their social and
economic context. Indeed, very recent longitudinal
studies suggest that some of the negative out-
comes of divorce for children formerly attributed
to the act of divorce are manifested prior to the
event of divorce. In short, the picture is complex
and evolving.

While the consequences of divorce for the fa-
ther-child relationship can be viewed from many
different perspectives, the perspective least ex-
plored focuses on the voices of children of divorce
themselves. One view comes from the longer-term,
retrospective perspective of adult children as they
look back on how they wished things might have
been in their relationships with their fathers—
their perceptions of the wants, regrets, and missed
opportunities of father involvement caused by di-
vorce. In a recent study (Finley and Schwartz
2001), a colleague and I asked children of both in-
tact and divorced families “What did you want
your father’s level of involvement to be compared
to what it actually was?” The critical results
demonstrated that, as compared with adult chil-
dren of intact families, what adult children of di-
vorce wanted most from their fathers was compan-
ionship, sharing activities, leisure/fun/play,
providing income, emotional development, and
caregiving. What was most important to children
of divorce were the emotionally meaningful intan-
gible assets lost through divorce (Thompson
1994)—the “being there” assets of affection, emo-
tional connection, and companionship with their
fathers. If fathers and children are to be spared the
suffering that goes with the current situation, then
changes must occur in social attitudes, social poli-
cies, and social practices that reinvigorate the
father-child relationship following divorce.
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There are many changes that have the potential
to enhance father-child relationships, including
(1) restructuring the divorce industry to provide
equal opportunity for both fathers and mothers to
maintain meaningful postdivorce relationships
with their children; (2) replacing the inherently
adversarial family court system with one based on
a vision of divorce as a social service rather than a
legal service; (3) changing the dominant dis-
course on divorce to emphasize the research find-
ings that show fathers and mothers to be equal in
their parenting skills and capacities; and (4) re-
ducing the use of false abuse complaints as a tool
to gain a competitive advantage during custody
disputes.

There is ample evidence to indicate that the fil-
ing of false abuse allegations during custody dis-
putes has severe emotional, social, and mental
health consequences for the child, for the targeted
parent (mostly, but not exclusively, the father), as
well as for the parent who filed the false allegation
(as mediated through the increasingly disturbed
behaviors of the child who served as the tool for
the false allegation). Through proactive interven-
tions, both the domestic violence industry and the
divorce industry have the opportunity to better
serve the best interests of the child by reducing
false abuse allegations and prosecuting them
when they occur. Such proactive interventions
would maintain the falsely accused parent (again,
most commonly, but not exclusively, the father) as
an important figure in the human ecology of the
child (Farrell 2001; Finley 2001; Tong 2002).

The interventions suggested above have the
possibility of reinvigorating and enhancing post-
divorce father child relationships. They contain the
seeds of hope for improving the quality of life and
well-being of all members of the former family
triad—children, fathers, and mothers—as well as
facilitating the transition to the uncertainties of
postdivorce family life.

Gordon E. Finley

See also: Child Custody; Contemporary Men’s
Movement; Divorce, Children’s Adjustment to;
Divorce Mediation; Remarriage
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Financing Homeownership
Owning one’s own home meets the basic human
need for shelter; it also ties individuals to the com-
munity. Compared to renters, homeowners move
less often, are more involved in community activi-
ties, and are more likely to vote. In 1940, the home
ownership rate in the United States was 43.6 per-
cent. In 2000, it was at an all time high of 66.2 per-
cent. Economic growth, tax incentives, and govern-
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ment-regulated mortgage financing encouraged
householders to participate in the American
Dream (U.S. Census Bureau 2001).

Homeownership is an economic investment
that usually requires financial arrangements. This
entry includes explanations of types of mortgages
and the qualifying process, as well as some discus-
sion of the financial risks and advantages of home-
ownership.

Home Mortgages
Most residential real estate purchases are financed
with a mortgage. A mortgage is a long-term loan
on real property. In many states a mortgage is also
a legal document that allows the lender to retain
title to the property, or to place a lien or claim on
the title. In other states real estate loans are se-
cured by a deed of trust. A deed of trust transfers
ownership to a trustee until the loan is paid in full.
The mortgage document or deed of trust entitles
the lender to repossess the property, or foreclose, if
a borrower fails to make timely loan payments
(Steinmetz 1998). In foreclosure the lender sells
the property and uses the proceeds to pay off the
loan and costs of foreclosure; any remaining pro-
ceeds are paid to the borrower.

Most individuals consider a home their most
expensive purchase. The decisions about mortgage
financing have significant long-term conse-
quences for the household budget and financial
well-being. Many factors affect the long-term costs
of mortgage financing. Borrowers with excellent
credit histories qualify for the lowest interest rates;
lower interest rates mean smaller monthly pay-
ments. Depending on the number and severity of
past debt problems, borrowers with poor credit
histories may be denied a mortgage or offered
mortgages at a high interest rate. Higher interest
rates compensate lenders for the increased risk as-
sumed by making a loan to an individual with
credit problems.

PITI
The components of monthly mortgage payments
are often referred to as PITI. The P stands for the
principal, or the amount of the loan; the I refers to
the interest payment; the T stands for the taxes in-
volved, in this case property taxes; and the I stands
for the insurance involved, in this case hazard in-
surance. The amount of each component will help
determine the monthly payment.

Repayment Period
Mortgages with long repayment periods have
lower monthly payments because the principal is
repaid over more payments. The total interest
costs, however, are higher. Many financial advisers
recommend that borrowers find the best thirty-
year mortgage available and make one or two ad-
ditional monthly payments each year. In that way,
a thirty-year mortgage will be repaid within six-
teen to twenty years, saving the borrower thou-
sands of dollars in interest and quickly building
home equity.

Types of Mortgages
Fixed-rate mortgages have stable interest rates;
monthly principal and interest payments are fixed
for the whole repayment period. Although
changes in property tax rates and hazard insur-
ance may yield small changes in monthly pay-
ments, fixed-rate mortgages provide borrowers a
sense of certainty.

Adjustable-, flexible-, or variable-rate mort-
gages allow the interest rate to change over the life
of loan. Mortgage lenders assume less risk; they
can raise or adjust the interest rate to match the fi-
nancial market. Initial rates are usually lower than
fixed-rate mortgages, making it easier for individ-
uals to qualify. Adjustable-rate mortgages are es-
pecially attractive to borrowers who plan to re-
main in a home for a short period of time or for
young professionals who expect salary increases.
These borrowers may finance the purchase with
an adjustable-rate mortgage, refinancing years
later if they decide to stay, if rates for fixed-rate
mortgages decline, or if their personal financial
situation improves.

Conventional mortgages not insured or subsi-
dized by a government program typically require a
20 percent down payment. Many first-time home-
buyers find it difficult to accumulate a 20 percent
down payment. To encourage homeownership
among young householders and new immigrants,
or to stimulate revitalization of urban neighbor-
hoods, there are programs that offer financing
with lower down payments for first-time home-
buyers. Many first-time homebuyer programs will
also subsidize closing costs, offer lower interest
rates, and provide homebuyer education. Local
housing agencies, nonprofit organizations, home-
ownership centers, the U.S. Department of Hous-
ing and Urban Development (HUD), and the Fed-
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eral National Mortgage Association (Fannie Mae)
are good sources of information about special pro-
grams for low- and moderate-income households
interested in purchasing a home.

Qualifying and the Secondary Mortgage Market
Soon after the closing or purchase of a home, the
lender will sell the mortgage on the secondary
mortgage market. The secondary mortgage mar-
ket consists of investors such as Fannie Mae and
the Federal Home Loan Mortgage Association
(Freddie Mac) who buy mortgages from lenders.
Fannie Mae and Freddie Mac are private compa-
nies created and regulated by the federal govern-
ment to ensure that mortgage funds are consis-
tently available. The secondary market provides
primary lenders with cash to make new loans; it
also redistributes mortgage funds nationwide.
During the qualification process the local lender
attempts to compare a mortgage application with
the underwriting guidelines of the secondary
market or determine the worth of a potential
mortgage on the secondary market.

The lender will verify the applicant’s income
and assets as well as review a comprehensive credit
report. The lender will also use qualifying ratios to
determine the maximum mortgage amount. Con-
ventional lenders prefer the front-end qualifying
ratio, the proportion of household income com-
mitted to the new mortgage payment, to be 28 per-
cent or less. The back-end qualifying ratio, the
proportion of household income committed to the
new mortgage payment plus current debt pay-
ments, should be 36 percent or less. However, some
special programs for first-time homebuyers have
more flexible qualifying ratios.

Financial Advantages and 
Risks of Homeownership
Over the past fifty years, homeownership has gen-
erally been a wise investment, with property val-
ues appreciating significantly. On the other hand,
homeownership is not a guaranteed investment.
Local employment opportunities and home-build-
ing activities affect resale value; many homeown-
ers have seen their home depreciate or decrease in
value during a downturn in the local economy.

Personal Finance and Accumulation of Wealth
Housing costs are often the largest component of
the household budget and affect the householder’s

ability to make other purchases and investment
decisions. Federal and state income tax codes pro-
vide incentives for homeowners. Property taxes
and interest payments on the first mortgage and
home equity loans can be deducted. In the first
years of repayment interest payments are high,
and deductions can be substantial.

Monthly mortgages payments are a type of
forced savings; a portion of the payment reduces
the mortgage balance and builds equity. Home eq-
uity equals the current market value minus the
balance of the mortgage and other liens. Home eq-
uity is an asset providing owners significant finan-
cial flexibility. Home equity loans allow homeown-
ers to borrow cash at favorable rates by using their
housing as collateral.

Older homeowners, at least 55 years of age, with
home equity can qualify for a reverse mortgage.
Reverse mortgages can be used to meet living ex-
penses or make home repairs and modifications.
Reverse mortgages are insured by the Federal
Housing Administration (FHA). A reverse mort-
gage is typically repaid with interest when the
home is sold or a homeowner’s estate is settled.

Marilyn J. Bruin
Sue R. Crull

See also: Homelessness; Homeownership as a Tool bor
Building Family Capital Assets; Housing; Housing
Policy
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Firebaugh, Francille M.
The range and quality of significant contributions
to the various dimensions of human ecology by
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Francille Firebaugh, addressing matters relating to
families and their members, can hardly be equaled
or surpassed. As a committed contributor to the
Land Grant System, Firebaugh has been involved
during her career in the education, research, and
service bases of the system, nationally and inter-
nationally. Her work has been directed toward em-
powering and strengthening individuals and fam-
ilies in their efforts to enhance and protect their
social and living environments knowledgeably
and responsibly.

Firebaugh’s educational preparation was con-
centrated in time. Receiving the B.S. degree in
Home Economics Education at the University of
Arkansas in 1955, she went on to the University of
Tennessee, where she received the M.S. degree in
Home Management and Family Relationships in
1956.After two years as an instructor at the Univer-
sity of Texas–Austin, she enrolled at Cornell Uni-
versity for a doctoral degree, receiving the Ph.D. in
Household Economics and Management in 1962.

All of Francille Firebaugh’s employment has
been in higher education. In addition to the two
years at the University of Texas–Austin, she moved
through the academic ranks during her eleven
years at Ohio State University (OSU) in the School
of Home Economics in the area of family resource
management. She both taught, primarily graduate
education, and held a research appointment with
the Ohio Agricultural Research and Development
Center. Early on, her focus as to content was on the
work of the home, continuing from her doctoral
study. She has made major contributions through
published articles on her research both on house-
hold work and, increasingly, its management. Her
management interests led to the conceptualization
and development of a theory of family resource
management. Rooted in systems theory, her con-
ceptualization of family managerial processes em-
phasized interactions within the family unit in re-
lation to external environments. She coauthored
two major texts on the subject, one with two edi-
tions. Along the way, she also assumed the role of
principal family economist with the U.S. Depart-
ment of Agriculture–Cooperative State Research
Service for six months.

Graduate education was significant to her aca-
demic leadership; her students have gone on to as-
sume leadership roles in academic and other insti-
tutions. Dr. Firebaugh was the major adviser for
twelve doctoral students.

Her administrative leadership for programs
began with her appointment in 1973 as director of
the School of Home Economics, Ohio State Univer-
sity. She held this appointment until 1982, when
the school was positioned to move to college sta-
tus.At this point, Dr. Firebaugh assumed the role of
acting vice president for Agricultural Administra-
tion and executive dean, Agriculture, Home Eco-
nomics and Natural Resources, OSU. Following
that year, she joined the provost’s staff in the Office
of Academic Affairs, OSU, and in 1982–1983 she
served as acting vice president for Academic Af-
fairs and provost, OSU.

Recognition needs to be given to the consider-
able contribution she made to her field along with
her administrative responsibilities. Her expertise
in her subject matter continued to bring numerous
requests for speaking engagements and consult-
ing. Also, with her clear program leadership, these
requests broadened into national committee ap-
pointments, consulting and speaking commit-
ments through which her understandings of the
field and its direction have continued to be influ-
ential.

Her leadership at OSU culminated with her four
years as vice provost for International Affairs, Of-
fice of Academic Affairs. Here, her international in-
terests could be given full scope, and a number of
significant projects and relationships, university-
wide, were initiated. During her time at OSU, her
international teaching and consulting activities
took her to Afghanistan, Cameroon, Egypt, Ghana,
India, Italy, Malaysia, Spain, and Taiwan. She main-
tains international interests through membership
on the Board of Trustees of Escuela Agricola
Panamericana, a college located in Honduras.

Francille Firebaugh’s eleven years as Dean of
the College of Human Ecology at Cornell Univer-
sity gave her an opportunity that few have had to
cap an academic career. During the period, her
achievements were remarkable: minority enroll-
ment increased; the Bronfenbrenner Life Course
Center was established; conferences were held on
time use, on the history of home economics, and
on the college’s achievements and leadership in
human ecology; a new department, Policy Analysis
and Management, was formed; major improve-
ments to the college’s facilities were made; and the
endowment for the college was augmented by suc-
cessful development efforts.

The following recognitions and honors are only

296 Firebaugh, Francille M.



illustrative of the many she has earned over the
course of her career; Meritorious Service Awards,
College of Agriculture and Home Economics, 1978
and 1983, and College of Human Ecology, OSU,
1984; Who’s Who in America, 1991 to present; Fel-
low, Society of Human Ecology, 1995; Alice H.
Cook and Constance Cook Award, Advisory Com-
mittee on the State of Women, Cornell University,
1995; Distinguished Service Award, American As-
sociation of Family and Consumer Sciences, 1995;
Helen Bull Vandervort Alumni Achievement
Award, College of Human Ecology, Cornell Univer-
sity, 2000.

Firebaugh’s Honor Society Memberships in-
clude Sigma Delta Epsilon, Women in Science,
OSU; Phi Kappa Phi, Cornell University; Sigma Xi,
Science, OSU; Kappa Omicron Nu, Human Ecol-
ogy, University of Tennessee; Phi Upsilon Omi-
cron, Home Economics, University of Arkansas;
Phi Beta Delta, International Education, OSU.

Since Francille Firebaugh’s retirement from the
College of Human Ecology, she has been on spe-
cial assignment at Cornell University as Vice
Provost for Land Grant Affairs and special assis-
tant to the president, Cornell University. Fire-
baugh’s broad human interests, capabilities, and
achievements are exemplary; her distinguished
career embodies the character and objectives of
human ecology.

Ruth Deacon

See also: Cooperative Extension System (CES); Family
Resource Management

References and Further Reading
Deacon, Ruth E., and Francille M. Firebaugh.

“Rediscovery of the Household in Postmodern
Society—Family and Household in Cultural 
Change in the United States of America.” Pp. 247–258
in Der Haushalt, Neubewertung in der Postmoderne.
Edited by Irmintraut Richarz. Beitrage eines
internationalen disziplinubergreifenden Symposions
an der Universitat Munster, Germany, March 12–13,
1997.

Deacon, Ruth. E., and Francille M. Firebaugh. 1981 and
1988. Family Resource Management. Boston: Allyn
and Bacon.

Firebaugh, Francille. M.“Visions of Human Ecology:
Global Perspectives.” Pp. 98–102 in Visioning Human
Ecology for the 21st Century. Proceedings of the Third
Beatrice Paolucci Symposium, , Michigan State
University, East Lansing, Michigan, March 21–23,
1996.

Firebaugh, Francille M., and Julia Miller.“Diversity and
Globalization: Challenges, Opportunities, and

Promise.” Journal of Family and Consumer Sciences
92, no. 1: 27–36. Spring 2000.

Firebaugh, Francille M., and Kyle S. Snow. 1997.“Gender
Equity in Families.” Journal of Home Economics of
Japan 48, no. 1: 81–90.

Johnson, Phyllis J., and Francille M. Firebaugh.
“Typology of Household Work Performance by
Employment Demands.” Journal of Family Issues 6,
no. 1: 13–17. March 1985.

Moen, Phyllis, and Francille M. Firebaugh.1994.“Family
Policies and Effective Families: A Life Course
Perspective.” International Journal of Sociology and
Social Policy 14, no. 1/2: 30–53.

Food Product Development
The process of food product development (FPD)
begins within companies and is driven by their
need to remain profitable. In order to be success-
ful, these companies have to provide products that
the consumer will purchase. This kind of success is
only possible if the development process involves
taking an ecological perspective, addressing the
real or perceived needs of people in relation to
their environment. Consumer needs arise, for ex-
ample, from changes in consumer behavior related
to nutritional requirements based on age or gen-
der, time constraints of families and individuals,
cultural influences, and packaging and recycling
needs.

Food Product Development Process
New product development can be defined as “the
development and introduction into the market-
place of a product not previously manufactured by
a company,” or the introduction of an existing
product into a new market (Fuller 1994, 2). In
order for companies to remain fiscally solvent,
they need new products in the development phase
that will be ready to replace others. As products
reach maturity, consumers often loose interest in
them, and sales decline. For this reason, product
development has often been described as the
lifeblood of a company.

Food product development consists of several
phases, which often overlap; it is carried out by a
team composed of business and technical person-
nel. The first step usually involves an assessment of
market opportunities, which means identifying
consumers’ needs or the needs of a market seg-
ment. New ideas generated may come from people
within the company, using total market analysis, or
from external sources such as new restaurant
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foods, trade shows and literature, libraries, govern-
ment publications, and consultants.

Ideas must then be screened for technical and
business feasibility. After a concept statement is
formed that describes whom the product is for,
what it looks and taste like, a prototype product is
developed. The prototype must then be evaluated
by obtaining information on ingredients, packag-
ing, equipment, and consumer acceptability.
Changes in the product are made, based upon this
information and input from the product develop-
ment team. Decisions must be made whether to go
ahead with the new product or to stop develop-
ment. If the decision is to continue, the product
can be manufactured and placed into a test market
or into limited regional distribution. The product
development process is a dynamic one that de-
pends upon feedback from the various team mem-
bers. Good feedback increases the likelihood of
producing a successful new product that fulfills
consumers’ wants and brings in a profitable return
for a company’s efforts.

Consumer-Driven New Food 
Product Development
Since consumers are increasingly viewed as the
principle drivers of new product development, it is
important that developers gain an understanding
of what consumers’ needs are by conducting well-
designed research. These needs vary depending
upon consumers’ age, gender, income, education,
marital status, household size, and racial and eth-
nic backgrounds. In the past products were devel-
oped for the mass market. Today market re-
searchers must locate the consumers who have the
greatest need or desire for a particular new prod-
uct and will be most likely purchase it. Products
that don’t have broad consumer appeal may be ap-
propriate for a specific type of consumer, or a
niche market.

Families have become smaller and more di-
verse in size and make-up. Thus, new food prod-
ucts must also meet these families’ new needs. Sin-
gle parents have less time available and need to
prepare foods quickly with little clean-up time.
Often children and teenagers are home without
adult supervision and need to prepare snacks and
meals. Of children aged 6–17, 88 percent have
made meals for themselves (Nickelodeon/Yanke-
covich 1990). Most parents want foods that are
easy to prepare, preferably with some nutritious

value, and safe for these seven million latchkey
children (5–14 years old) to prepare with little
mess (Census Bureau 1999). Even in two-parent
homes, if both are working outside the home, time
is at a premium. Twenty-five percent of women
work forty hours per week.American workers have
lost three hours of leisure time per week (Labor
and Statistics 2000; Wellner 2000) over the past
three years. The higher incomes brought in from
these families are often used to purchase products
that cost more but save time (Sloane 2001). Foods
that fulfill these needs are called “value-added”
products, for example frozen prepared french fries
instead of a fresh potato. The frozen bagged,
prepeeled, shaped, and precooked potatoes can be
put in the oven and be ready to serve in 15–20
minutes. Consumers are willing to pay more for
this prepared product that saves time. Desire for
convenience is a strong driving force to which
product developers have responded and continue
to respond.

Children typically make their first purchasing
decision in supermarkets, where they influence at
least 17 percent of family food purchases (Eco-
nomic Statistics 2000; Sloane 2001, 49). There are
about 61 million 5–19 years olds who increasingly
have more money of their own to spend. Food
product developers have responded to these mar-
kets with foods that have bright colors and are
often fun and silly; they may be unappealing to
older adults, but they are hits with kids.

Consumers are becoming increasingly mobile,
as demonstrated by the surge in cell phone usage.
More and more meals and snacks are eaten while
on the go, in the car or at a work desk. Women and
men spend over an hour a day in the car. This life-
style shift provides product development opportu-
nities in “hand-held foods such as appetizers,
snacks, and light pocket meals.” These types of
foods can also provide opportunities for socializ-
ing and ways to sample the new ethnic cuisines
that are becoming popular (Sloan 2001).

Consumers are becoming more health con-
scious and taking more responsibility for main-
taining their own health, demanding high nutri-
tional value in their food. Beyond basic good
nutrition, people are increasingly looking for func-
tional foods that are fortified with micronutrients
and herbal supplements, and promise heath and
performance enhancement. Natural and fresh
foods are becoming more popular, and there has
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also been an increase in demand for vegetarian
foods. Aging baby boomers are particularly inter-
ested in reducing the risk of heart attack and can-
cer through a vegetarian diet, which typically has
high fiber, lower cholesterol, reduced saturated
fats, and lower total fat. The lower fat content of
vegetarian meals can help improve the endemic
problem of teenage and child obesity. Food prod-
uct developers are already taking notice of this
new market, and the intelligent consumer needs to
be well informed about nutrition to evaluate the
claims they make.

Conclusion
Food product development is a process in which
large and small companies engage to remain prof-
itable. By providing products that meet con-
sumers’ needs they can achieve their business
goals and those of the consumer. Market research
helps to identify consumers and trends that pro-
vide opportunities for new product development.
Changes in society affect the lives of families and
children, and what they desire and therefore what
is required of food products. This drives the food
product development process.

Janice B. Harte

See also: Nutrition Assessment
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Foodservice Industry: 
Evolving Personnel Practices
Agriculture production, distribution, and market-

ing impact the lives of all American families. All
facets of the agriculture and food industries need
to function well so that high quality and affordable
food is available to serve the health and welfare of
children and families. The people who work in
those industries must therefore be motivated and
productive employees in order to assure that a
high-quality food system exists for the people of
our nation.

Personnel practices in the foodservice industry
have advanced markedly within the last century.
As our understanding of human needs and moti-
vators increases, so too does the incorporation of
that understanding into managerial and personnel
practices. Employee management techniques that
were commonplace in the foodservice industry as
recently as the 1970s are now considered flawed
and outdated. These old, or classical, styles of
management were typically autocratic, based on a
pessimistic view of the employee. Employees were
thought to have no value to the organization be-
yond the work that their hands could accomplish.
Communication was unidirectional, top down,
and worker input was routinely rejected. Although
this style of management is still found within the
industry, it is now more common to find enlight-
ened approaches to employee management. These
newapproaches promote employee involvement in
the workplace. Management has discovered the in-
terdependency of employee satisfaction and orga-
nizational outcomes. It is understood that each in-
dividual worker has ideas, energies, and
experiences that can contribute to fulfilling the op-
eration’s mission. The synergies that result pro-
mote competitive advantage and organizational
success. These new practices have proven their
worth as today’s employment and competitive en-
vironment continues to tighten.

In 1813, Robert Owen, a Scottish textile mill
manager, reported a 50 percent increase in return
on investment as a result of paying attention to the
workers and their interests. Prior to this time there
was little concern for the employee. Even with
Owen’s results, little changed in management prac-
tices until Fredrick Winslow Taylor, Lillian Gilbreth
and Frank Gilbreth (1916), and Henry L. Gantt
(1917) applied scientific analysis to work method-
ology. These theorists emphasized motion econ-
omy and performance standards to reduce costs
and increase worker productivity. The new scien-
tific management, however, typically did not bene-

Foodservice Industry: Evolving Personnel Practices 299



fit the worker. Though the employee was taken in
account in the development of work processes, it
was only to determine the most efficient work de-
sign. The humanity of workers, their energies and
motivations, continued to be ignored components
of the productivity equation.

The Hawthorne studies produced the opening
salvos of the human relations movement. The
Hawthorne studies indicated that changes in work
environment, social conditions, and work supervi-
sion methods served to increase output and em-
ployee morale. The human relations movement
recognized the interrelationships between the em-
ployee, management, work, and organizational
outcomes. It brought consideration of employees
and their needs into the management spotlight.
Though this movement failed in practice, consid-
eration of the employee became as much a part of
management’s job as production and profits.

Management research expanded to include the
identification of effective leadership styles and
their impact on productivity and employee satis-
faction. No longer were employees thought of as an
undisciplined, lazy herd to be driven to work but
as a motivated, ambitious, and creative workforce
in need of leadership. During the 1960s, Ohio State
and the University of Michigan conducted studies
of leadership that sought to characterize the most
effective leadership styles. Both studies found that
managers who had both a high employee orienta-
tion and a high production orientation tended to
have higher-performing and more satisfied subor-
dinates. The production-only emphasis of classical
management was insufficient, as was the human-
only emphasis of human relations management.
However, the two emphases when used together
yielded improved productivity and improved em-
ployee satisfaction.

Theory and practice have grown even further
since that discovery. Theory Z, also called partici-
pative management, suggests that involved em-
ployees provide greater productivity. Total quality
management theory (TQM) suggests that organi-
zations must shift from management-driven to
employee-driven and from product-centered to
customer-centered. This TQM shift changes man-
agement from employee-directive to employee-
supportive. Management guidance and support
rather than direction and control free the em-
ployee’s inner creativity and energy to provide cus-
tomer satisfaction. In this manner organizations

achieve optimal output and competitive success
through the synergistic effects of teamwork and
employee ownership of operational plans and
goals. Some key tenets of TQM philosophy:

An organization exists to satisfy the customer.
Management and labor must cooperatively

develop the process by which customer
satisfaction is achieved.

Management’s job is to support, rather than
direct, the employees’ efforts to satisfy the
customer.

Certainly, personnel practices and theory will
continue to evolve as our understanding of
human needs and motivations grows. Even at this
point, however, personnel practices have changed
from treating employees as mindless drones to
recognizing the interdependency between organi-
zations and their human elements and valuing the
energy and input that employees can bring to the
workplace.

It would be gratifying to say that personnel
practices evolved more quickly in the foodservice
industry than in other industries. After all, food-
service is a people business. However, this is not
generally the case. Much of the research in human
resource and personnel management has been
done in the manufacturing sector. It wasn’t until
the 1980s that a textbook specifically covering
human resource and personnel management in
the hospitality industry was published. This lack of
focus on the issue and an abundant labor market
served to delay the interest in and need for effec-
tive personnel practices. However, that changed
drastically in the 1980s. The abundant labor mar-
ket evaporated as the U.S. economy grew and the
number of foodservice operations increased, leav-
ing more operations drawing from a smaller labor
pool. Consequently, the foodservice industry made
good use of the research and theory generated in
the manufacturing sector. Personnel practices
leapt from the old style straight into participative
and TQM management styles. Employee empow-
erment, participative management, employee de-
velopment, cooperative goal setting, and more are
now part of the foodservice manager’s vocabulary
and daily routine. Managers recognize that the
human element is an integral and irreplaceable
component of the foodservice product. Manage-
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ment practices have been adjusted to account for
this fact. It is finally understood that a satisfied
and successful employee is the cornerstone of a
successful organization

Oscar Oberkircher
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Foster Care
In Western culture, when children are thought to
be unsafe in their families, they are put in the
homes of surrogate parents until the unsafe cir-
cumstances can be fixed. There are many influ-
ences that make households harmful or unsafe for
children. Similarly, there are many reasons why the
circumstances remain unfixed and children re-
main in foster care for a long time or eventually get
put up for adoption. Unhappily, even though foster
care is the program intended to rescue children
from inadequate or damaging environments, the
foster care system itself may also be detrimental or
contribute to further problems for the child.

Child maltreatment, in the form of either abuse
or neglect, occurs when adults either are unaware
of their children’s needs or, aware of these needs,
are unable or unwilling to provide the appropriate
response. Originally, experts believed maltreat-
ment was caused by single factors, such as poverty,
substance abuse, or parental attitudes and mal-
adaptive personality traits. Currently maltreatment
(or appropriate care) is better understood as a
product of interacting ecosystemic influences, in-
cluding societal and community attitudes and re-
sources, parental attitudes and coping resources,
and the children’s attitudes, behavior, and coping

resources. In any one case of child abuse or neglect,
different factors may have more or less influence.

The process of foster care begins when a court
decides that it is too dangerous for children to live
in their home. This decision may occur when fam-
ily members inflict physical injury on the children
because of anger, cruelty, or bad judgment about
discipline. Other problems might include sexual
abuse, abandonment, or failure to provide ade-
quate shelter, clothing, nutrition, supervision,
health care, love, or attention. Children may also be
exposed to extreme sexual or aggressive behavior
between the adults. One parent may not protect the
children from seeing or experiencing the abusive
behavior of the other parent or another adult in the
home.

Probably more children in foster care are neg-
lected than abused, but many have experienced
both. How badly children are harmed by such ter-
rible things depends on many factors, including
their age when the abuse or neglect occurs, how
long it goes on, how many things happen and how
extreme they are, and the role of the primary care-
taking parent. The majority of the children in fos-
ter care are under 6 and therefore do not have good
coping resources. Abused children are often terri-
fied and cannot trust adults to protect them, which
typically results in withdrawal or bad behavior.
Neglected children may be born addicted to sub-
stances or suffer prenatal damage by the mother’s
drug use or poor nutrition. Babies may fail to
thrive physically, psychologically, and socially, and
all children—infants, toddlers, and preschool-
ers—may not develop normally with regard to
physical skills, intelligence, language acquisition,
the ability to regulate their emotions, and social
skills. Later in their childhood, children who have
been either abused or neglected have a higher rate
of learning and social problems in school and so-
cial problems in general, including delinquency
and substance abuse.

When maltreatment is suspected in a home, the
children are taken to a safe place while they, their
parents, and their household environment are as-
sessed. A judge determines if circumstances war-
rant an immediate return home or not. If the home
is not deemed sufficiently safe, a contract specifies
what needs to be done for the children to return
home. This may include change of housing, in-
crease of income, removal of an adult, cessation of
substance use, and acquisition of additional par-
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enting resources. The children are often assessed
and treated for problematic conditions that may
have existed before and after being placed in foster
care. Court hearings decide if and when it is safe
for children to be returned to their parental home.
If the circumstances dangerous to the children do
not change and appear to be unlikely to change,
the court may sever parental rights and make the
children available for adoption. The court often
takes this course when the parents are not physi-
cally or emotionally available for rehabilitation, as
in cases of serious substance dependence, sexual
abuse, and some kinds of physical abuse.

Foster care can be hard on children, especially
in their first three years of life. Children are re-
moved from their primary caretaker and given
over to a stranger in a strange household. Often
they are separated from their brothers and sisters.
Uneasy and mistrustful, children often misbehave
after a honeymoon period. The new adults and
siblings may react negatively to this misbehavior,
and the upset child may be moved to other homes,
a process that may confirm the child’s fears and
lead to more emotional and behavioral upset. In an
attempt to minimize some of these consequences,
children are increasingly being placed in the
homes of relatives. In many locations, approxi-
mately half of the foster placements are placed in
kinship care.

Of children who are removed from their homes,
half spent less than one year in care and about 60
percent of them were returned to one or both par-
ents. Unfortunately, many children remain in care
for long periods, sometimes indefinitely. This is
called foster care drift, and it is especially harmful
to children. Children and adults are inhibited from
making strong emotional investments in imper-
manent relationships, and there is an increased
probability that these children will suffer intellec-
tually, psychologically, emotionally, and socially. If
their problems are severe, they may be called spe-
cial-needs children, making them harder to place
in foster and adoptive homes. Therefore, the gov-
ernment often provides funding for services to
help in that transition.

At a societal level, foster care has been shaped by
a succession of federal laws, including the Child
Abuse Prevention and Treatment Act (1974), the
Adoption Assistance and Child Welfare Act (1980),
the Child Abuse Prevention and Family Services Act
(1988), and the Adoption and Safe Families Act

(1997). Nevertheless, foster care is the responsibility
of the individual states. It typically is administered
through the state departments of social services in
collaboration with the county courts and is respon-
sive to all three branches of state government. It is
estimated that the cost of out-of-home care in 1998
was at least $9.4 million (Bess, Leos-Urbel, and
Geen, 2001). This, of course, does not include the
bio-psycho-social costs to all parties involved, in-
cluding the child, community, and nation. Those
costs accrue immediately and over the years, as
these children move into adulthood with their many
special needs, including the possibility of repeating
the cycle with their own partners and children.

Robert E. Lee
Jason B. Whiting
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4-H Youth Development
The ecology of human development is composed
of the relations between individuals and organiza-
tions. Over time, these relations shape the course
of human life. In the United States numerous or-
ganizations have been developed to foster healthy,
positive relations between individuals and their
communities. A key one across the last hundred
years of American history has been 4-H.

4-H Youth Development is one of the largest
and oldest youth-serving organizations in the
United States, combining the efforts of state land-
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grant universities (e.g., Michigan State University,
Ohio State University, Pennsylvania State Univer-
sity), federal, state, local governments, and the Co-
operative State Research, Education, and Exten-
sion Service (CSREES), a part of the United States
Department of Agriculture (USDA). 4-H Youth De-
velopment represents an ecological perspective,
both in philosophy and in delivery of the 4-H pro-
gram. It conducts 4-H programs in all 3,067 coun-
ties of the United States, the District of Columbia,
the Commonwealth of Puerto Rico, and and the
five U.S. territories. The 4-H Youth Development
programs impact youth from all ethnic, racial, and
socioeconomic backgrounds, it impacts those who
live in rural, suburban, and urban communities,
for a total of more than 6.8 million participants, of
whom 30 percent represent minority populations
(National 4-H Council 2001b). 4-H Youth Develop-
ment serves youth through a variety of methods,
including organized clubs, school-enrichment
groups, special interest groups, individual study
programs, camps, school-age child-care programs,
and instructional television programs. 4-H Youth
Development has more than 610,595 youth and
adult volunteers working directly and indirectly
with these youth. At the beginning of the twenty-

first century, more than 45 million people are 4-H
alumni (National 4-H Council 2001b).

History
4-H Youth Development has a long history, and it
celebrated its hundredth birthday in 2002. Its earli-
est beginnings are rooted in the land-grant univer-
sity system, established with the passage of the
Morrill Acts, the Hatch Act, and the Smith-Lever
Act. The Morrill Acts of 1862 and 1890 established
the land-grant college system (today known as the
land-grant university system),“creating colleges of
agriculture and mechanic arts in all of the states”
(Duncan 1970). The Hatch Act was passed in 1887,
establishing Land-Grant University Agriculture Ex-
periment Stations that conducted research to in-
form local citizens of each state.

In 1914, the Smith-Lever Act created a partner-
ship between the USDA and the land-grant univer-
sities, thus creating the Cooperative Extension Sys-
tem (CES), currently the Cooperative State
Research, Education, and Extension Service
(CSREES) (Seevers et al. 1997). By establishing
CSREES, this act created the outreach arm of land-
grant universities, of which 4-H Youth Development
is a part. Located at all land-grant universities, 4-H
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Youth Development is a dynamic nonformal educa-
tional program for young people. 4-H Youth Devel-
opment programs work across the country to assist
youth in developing knowledge, skills, and attitudes
that will enable them to become productive and
contributing members of society.

During the late 1880s and the early 1900s, the
4-H Youth Development program slowly evolved.
In the late 1800s, Liberty Hyde Bailey at Cornell
University, O. J. Kerns at Illinois Agriculture Exper-
iment Station, and Will B. Otwell, working with the
Farmer’s Institute, all developed youth programs
that focused on agriculture issues. Then in the
early 1900s, a wide range of youth development
initiatives were begun by individuals such as Sea-
man A. Knapp from the United States Department
of Agriculture, A. B. Graham, an Ohio school prin-
cipal, A. F. Meharg of Mississippi State College, and
William Hall Smith in the Midwest. Moreover, in
1904, Captain E. Miller, from Keokuk County, Iowa,
developed a county organization for boys and girls
that included officers and had educational pro-
grams for the participants. Many of today’s pro-
grams are attributed to Miller’s early efforts.
Miller’s program included life skills and learning
by doing through projects, group meetings, ex-
hibits, and community service projects (Coopera-
tive State Research, Education and Extension Ser-
vice 2000b). During this time, E. C. Bishop in
Nebraska was promoting work with corn growing,
sewing, and baking projects. In 1906, Seaman
Knapp hired Thomas M. Campbell, an assistant to
George Washington Carver at the Tuskegee Insti-
tute, who began organizing youth clubs among
African American boys and girls. In 1909, Meharg
and Smith, with recognition from Knapp, estab-
lished an outline of a cooperative venture between
county officials, the state land-grant colleges, and
the federal government for agricultural programs
for young men and women. In 1911, E. C. Bishop
became the first person to be a full-time state club
leader in Iowa (Cooperative State Research, Educa-
tion and Extension Service 2000b). From 1905 to
1914, clubs were started in almost every state.

Today’s 4-H Youth Development Program
4-H Youth Development continued to grow, and
now it is an organization of over 6 million young
people with programs in every county in the
United States, Puerto Rico, and the territories.
Today, the 4-H Youth Development program fo-

cuses on creating environments, within multiple
systems, that foster and promote young people’s
ability to reach their fullest potential.

Historically, 4-H Youth Development was a pro-
gram for young people in agricultural areas. How-
ever, today only 10 percent of 4-H members live on
farms, with over 50 percent living in the suburbs
and central cities of America. The program seeks
to promote the positive development of all young
people in all communities by offering a nonformal
education program that offers experiential learn-
ing opportunities. The 4-H Youth Development
Pledge provides the philosophical foundation for
4-H Youth Development. It states:

I pledge . . .
• My Head to clearer thinking [decision-

making knowledge that is useful throughout
life]

• My Heart to greater loyalty [strong personal
values, positive self-concept, concerns for
others]

• My Hands to larger service [workforce pre-
paredness, useful skills, scientific and tech-
nological literacy]

• My Health to better living [healthy lifestyles]
For my Club, my community, my country, and
my world.

This foundation fosters the positive develop-
ment of young people and encourages their partic-
ipation in their community through service. The
programs available are diverse—with over 110
different programs to choose from—such as sci-
ence and technology, earth sciences, and arts.
“Today 4-Her’s can be found building model rock-
ets, organizing canned food drives for the needy,
raising guinea pigs, delivering a speech before
local government officials on issues critical to
youth, and much more” (National 4-H Council
2001b). More specifically, in 2000, 4-H’ers were in-
volved in the following eight project categories:

597,685 in Citizenship and Civic Education
996,307 in Communications and Expressive

Arts
542,679 in Consumer and Family Sciences
1,346,314 in Environmental Education and

Earth Science
1,792,841 in Healthy Lifestyle Education
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1, 782,312 in Personal Development and
Leadership

2,790,250 in Plants and Animal
1, 248, 245 in Science and Technology

(National 4-H Council 2001a)

One example of 4-H Youth Development pro-
gramming is a 4-H group that focused on Envi-
ronmental Education and Earth Sciences. These
youth each picked a specific environmental issue
relevant to the area in which they lived, such as the
invasion of zebra mussels into the Great Lakes, the
effect of fertilizer on ground water, or issues facing
rural communities experiencing urban encroach-
ment. They conducted research for a year, finding
and reading articles relevant to their project, talk-
ing to researchers and others involved with the is-
sues, and finally discussing these issues as a group.
Next, they each prepared a report outlining the
problem and made recommendations about the
best ways to address the specific issue. As a group,
they prepared a report outlining the different
problems they had studied along with their recom-
mendations for addressing these specific issues.
They were then invited to appear before their state
legislative body to give their reports and recom-
mendations. This experience offered these young
people the opportunity to learn important life
skills (e.g., public speaking, research skills, and
problem-solving skills) and to contribute to their
community.

4-H Youth Development has expanded over the
years to include the International 4-H Youth Ex-
change (IFYE) program, offering young people the
opportunity to travel abroad and live with a host
family. This program offers an experience of im-
mersion in the culture, language, and customs of
the particular country.Young people are involved in
a wide variety of activities during their time abroad
(e.g., agricultural work, volunteering, helping con-
duct a 4-H club). These experiences are designed to
increase a young person’s “global awareness, de-
velop independent study interests, and improve
their language skills” (National 4-H Council
2001b). The IFYE program spans the globe, offer-
ing exchange opportunities in a wide variety of
countries (e.g., Australia, Japan, Africa, Poland).

Volunteers
4-H Youth Development is a volunteer-driven or-
ganization, unlike other organizations where

young people interact with paid staff. Currently,
there are more than 610,000 youth and adult vol-
unteers (National 4-H Council 2001b). Volunteers
are a critical part of the 4-H Youth Development
program because they provide the essential day-
to-day leadership for the community club pro-
gram and support to the young people. They work
directly with young people to identify a specific
program area of interest, work with the young per-
son either individually or as part of the club to
complete projects, and offer young people the op-
portunity to demonstrate their knowledge through
a public presentation, a county contest or recogni-
tion for a job well done.

Conclusion
From the earliest programs of corn clubs for boys
and tomato canning clubs for girls to today’s com-
puter science clubs and environmental clubs for all
youth, 4-H Youth Development has continually
striven to promote the positive development of
young people by offering them the opportunity to
develop the critical skills needed for success in
adulthood. 4-H Youth Development continually
strives to reach its goal, expressed in its motto:

To Make the Best Better
Lynne M. Borden

See also: Community Youth Development; Cooperative
Extension System (CES); Intergenerational Programs
in Communities; Youth Development
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Freud, Anna
Anna (or Annerl) Freud (1895–1982), founded the
field of child psychoanalysis and established the
field of ego psychology through her seminal publi-
cation in 1936 of The Ego and the Mechanisms of
Defense (1946). The work of Anna Freud tran-
scended the theoretical. The majority of her work
focused on the application of psychoanalytic tech-
niques in families, schools, and clinics.

Anna Freud was the sixth child, youngest of
three daughters, born to Sigmund Freud, origina-
tor of the theory and technique of psychoanalysis.
Influenced by early readings of her father’s work,
her own analysis by her father, and her experiences
as a teacher, she committed herself to extending
her father’s work in two ways. She suggested that
the ego rather than the id is the salient structure of
the mind in children, as the developing ego forms
through experiences with the environment. Sec-
ond, she proposed that the study of child develop-
ment must be conducted through observation of
children, in contrast to retrospective reports of
childhood offered by adults.

Anna Freud established herself not only as a
theoretician, but also as an applied psychoanalyst.
She was instrumental in translating the tenets of
psychoanalytic theory into strategies that could be
used by laypeople to support the development of
children and adolescents. This focus can be seen
clearly from the thesis of her first book, Introduc-
tion to the Technique of Child Analysis for Teachers
and Parents (1927), through her later endeavors,
which included the establishment of the Hamp-
stead War Nurseries in 1940. This clinic offered
free psychoanalysis for disturbed children and es-
tablished the world’s first full-time training course
in child psychotherapy to care for children who
had been abandoned during the war and children
who were poor.

Theoretically, the most well-known psychoana-
lytic contribution made by Anna Freud was her
elaboration on adult mechanisms of defense and
delineation of mechanisms of defense used by
children in The Ego and the Mechanisms of Defense
(1946). In this piece of writing,Anna Freud argued
that psychoanalysis could only be appropriately
applied to the study of the ego; in comprehending
the unconscious, we must be able to understand
the transformations that have been applied to id
impulses in order for unconscious impulses and
ideas to be expressed verbally. She suggested that

the ego serves to sustain the health of the develop-
ing child by defending first against objective anxi-
ety caused by situations in the environment before
the superego is formed, then against the strength
of the id impulses, and finally against the protests
of the superego.

In regard to children, Anna Freud suggested
that what the child fears is punishment, or the
withdrawal of affection and care, and she de-
scribed five ego defenses that are adaptive during
childhood:

Denial in fantasy is the denial of reality
through the conjuring up of a fantastical
story or image, which protects the child
from a knowledge of his helplessness and
dependence;

Denial in words and actions is used to con-
front fear through fantasizing the opposite
to be true in order to alleviate the fear;

Restriction of the ego is used to avoid a
situation and channel energy and
enthusiasm elsewhere, in an attempt to
avoid the fear associated with a possible
negative reaction from the environment;

Identification with the aggressor is a method of
mastering anxiety by assuming the oppo-
nent’s qualities through introjection; and,

Altruism serves by satisfying the child’s
desires and needs through another person.

Anna Freud published The Psychoanalytic Treat-
ment of Children (1946) as a manual for under-
standing how the psychoanalyst could use concepts
of child ego defenses to understand and treat the
behaviors of children. This work was distributed to
parents, teachers, and analysts in order to support
the healthy personality development of children.
From the 1950s to her death in 1982, she traveled
internationally to deliver lectures on child develop-
ment, education, parenting, and the justice system
and children. The legacy and work of Anna Freud is
carried on through training in child psychology
programs and the Anna Freud Centre, in London.

Jennifer L. Tanner

See also: Ego Development; Freud, Sigmund
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Freud, Sigmund
Sigmund Freud (1856–1939) proposed the first
and most comprehensive theory of personality de-
velopment; he is known as the father of psycho-
analysis. The central focus of Freud’s work was on
the relationship between the development of men-
tal structures of the mind, id, ego, and superego
(Freud 1923/1961; 1933/1964), and the levels of
mental life, the unconscious, preconscious, and
conscious (Freud 1917/1963; 1933/1964). Psycho-
analysis is both a treatment technique and a the-
ory. Both technique and theory are concerned with
the formation and organization of individual de-
velopment and adjustment as outcomes of the
ability to negotiate and balance social stressors.

Sigmund Freud was born in Moravia but spent
the majority of his professional life in Vienna,
working out of Bergasse 19, now the Sigmund
Freud Museum Vienna. In addition to his prolific
contributions of scientific writing and meeting
presentations, Freud built the field of psychoanaly-
sis through the founding of the Vienna Psychoana-
lytic Society (1908) and the International Psycho-
analytic Association (1910). Through his
mentorship, he influenced the work of many who
wrote in the psychoanalytic and neo-psychoana-
lytic tradition, most notably Anna Freud, Carl
Jung, Alfred Adler, and Erik Erikson.

Freud’s treatment technique, psychoanalysis,
developed out of his work with Joseph Breuer, who
had proposed that the “talking cure” could relieve
individuals of anxiety and emotional symptoms
(Breuer and Freud 1895/1955). Freud’s rendition of
Breuer’s technique, free association, remains the
core method of symptom reduction through psy-
choanalysis. This technique, according to Freud,
allows the client access to the unconscious, or sub-
conscious, where anxiety-provoking thoughts and
experiences, which serve as the seeds of neurosis,
are deposited (Freud 1926/1959). Theoretically,
psychoanalysis alleviates the neuroses of clients:
Once access is gained to unconscious thoughts and
experiences that were associated with anxiety, the
power of the neurosis is rendered obsolete.
Through Freud’s work with patients suffering from
neuroses, he became passionate about laying out
his theory of normal versus abnormal personality

development.
Central to Freud’s theory of normal personality

development is based on his notion of the three
structures of mind: the id, the ego, and the super-
ego (Freud 1923/1961; 1933/1964). Clearly influ-
enced by scientific developments in scientific
fields such as physics and Darwinian theory, Freud
posited that individuals were born with finite
amounts of energy, which are transferred to spe-
cific regions of the body in a universal sequence
(Freud 1933/1964; 1915/1957; Gay 1988). The
transfer of energy is motivated by maturation and
exposure to the environment in accord with the life
instinct, which ensures the survival of the individ-
ual and the species. This life instinct (libidinal or
sexual energy) is carried by the id through five
stages of development: the oral, anal, phallic,
latent, and genital stages, respectively (Freud
1905/1953; 1923/1961; 1933/1964).

The first three stages are all considered stages
of infancy (Freud 1917/1963). According to Freud,
these three stages are the most salient develop-
mental stages because it is during this stage that
the foundation of personality is formed. During
the first stage, the oral phase, libidinal energy is
centered on the oral region, or the mouth. In
terms of normal personality development, the in-
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fant learns to receive pleasure through the mouth
(sustenance). In turn, this pleasure reduces the
anxiety that the infant experiences from the need
for nourishment. This experience begins the
cycle of personality formation as a function of
the ability of an individual to get her needs met
by her environment. The ego, the second struc-
ture of the mind, forms out of the infant’s inter-
actions with the environment. While the sole
function of the id is to transmit libidinal energy,
the function of the ego is to interact between the
demands of the id and environmental demands
placed in the individual.

During the second stage, the anal phase, libidi-
nal energy refocuses on the universal physiological
task of the development of sphincter control. Dur-
ing the final stage of infancy, the third phase or the
phallic stage, libidinal energy is transferred to the
genital region, resulting in different experiences
for male and female children (Freud 1925/1961;
1924/1961; 1925/1959; 1933/1964). The Oedipus
and the Electra complexes, two of Freud’s most
controversial concepts, purportedly emerge as the
central missions of this developmental phase. Nor-
mal personality development is insured when chil-
dren achieve identifications with their same-sex
parent. These identifications are the foundation of
the child’s superego, the moral or ethical province
of personality.

During the fourth stage of development, the la-
tent stage, libidinal energy is submerged. Libidinal
energy stays submerged until the beginning of pu-
berty, when the genital period begins. Last, during
the fifth developmental phase, the genital stage, fo-
cused libidinal energy reemerges in the genital
area—but now in mature form. Freud suggested
that this stage marks human maturation, which is
marked by the ability and the impulse to form het-
erosexual unions, thus enabling the life instinct to
be passed on to progeny.

Freud’s theory of psychosexual development
describes the emergence of the three structures of
the mind: id, ego, and superego, respectively
(Freud 1923/1961; 1933/1964). The relational
workings of the id, superego, and ego constitute
the character or personality of the mature individ-
ual. Freud focused on the id as the core motivation
in human functioning. However, he considered the
ego the agent of adaptation. That is, the function of
the ego is to reduce the anxiety caused by the in-
tersection of libidinal energies and environmental

demands; reduction of this anxiety is the function
of the ego. Specifically, the ego develops defense
mechanisms in order to successfully reduce anxi-
ety, thus allowing for optimal human adjustment
(Freud 1926/1959). According to Freud, when anx-
iety overpowers the individual at a given stage of
development, the individual may become fixated
at that stage, resulting in an adult personality
prone to neurosis. Freud’s proposition that defense
mechanisms influenced the organization of indi-
vidual personality and behavior was adopted and
developed by his daughter,Anna Freud (1936), and
several of his students (i.e., H. Hartmann, E. Erik-
son, E. Kris, and R. Lowenstein).

Both the treatment technique and the theoreti-
cal frameworks proposed by Freud are taught
worldwide through training programs in psychol-
ogy and psychoanalysis. The legacy of Sigmund
Freud is maintained by the Sigmund Freud Society
and two Museums: the Freud Museum in London
and the Freud Museum in Vienna.

Jennifer L. Tanner
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Friendship across the Life Span
Friendship plays a major role in human develop-
ment across the life span. Beginning with infancy,
the nature and type of human friendships change
in response to developmental needs and demands.
At various developmental stages friends provide
important resources that foster growth, enhance
well-being, and contribute to general health.
Friendships may give rise to healthy development,
and the lack of friendships may present risks and
hinder growth at different developmental stages.

Friendship
Most human development takes place in the pres-
ence of others. The nature of the friendships fos-
tered, maintained, and terminated across individ-
ual life spans help shape every individual. While
much has been and continues to be learned about
the role of many different interpersonal relation-
ships in shaping individual lives, the role of friends
and friendship has only recently begun to enjoy
the attention it deserves.

Harry Stack Sullivan was among the first to em-
phasize the importance of friendships and the
quality of interpersonal life for individual develop-
ment. He stated,“Personality results from the rela-
tively enduring patterns of recurrent interpersonal
situations which characterize a human life” (Sulli-
van 1953, 111). Sullivan placed great importance

upon the quality of friendships for healthy devel-
opment.

Friendship and Early Childhood:
Companions and Playmates
The dependency of the infant upon the caregiver
excludes the kind of interaction that would be
characterized as a friendship. Babies are aware of
other babies, but it is not until early childhood that
the beginnings of friendship emerge. Early friend-
ships begin at around age 3. From early playmates
children learn social skills, which provide founda-
tions for future friendships. Friendships at this
stage of development lack the intimacy and depth
of meaning common to later friendships, but they
remain significant.

Friendship at this stage centers on common ac-
tivities and sharing (Furman and Bierman 1983),
and the benefits of such friendships can be quite
important. Children who enjoy playmates tend to
be more cooperative, able to share, and capable of
dealing with anger. These qualities may enhance
the child’s popularity and increase opportunities
for future friendships. Children without playmates
may be at risk for rejection, isolation, and loneli-
ness. Early friendships allow children to learn
about their physical being, the larger environment,
and emotions, and to realize that they can be liked
by and care for others.

The need for such early experiences may be
glimpsed in the phenomenon of the imaginary
friend. The nature of the relationship between the
child and an imaginary friend has notable qualities
(Gleason, Sebanc, and Hartup 2000). Compared to
behaviors displayed by children interacting with
objects such as stuffed animals, the interactions
between children and imaginary friends were
found, like real friendships, to be more egalitarian
(Gleason, Sebanc, and Hartup, 2000). Some chil-
dren may rely upon imagination to construct such
friendships in order to fulfill a need.

Middle Childhood and Friendship:
Toward Intimacy and Autonomy
As children enter school, the meaning of friend-
ship changes. Shared activities remain important,
but older children now begin to add a dimension
of shared intimacy. Friends become valued as
much for their ability to keep a secret or share feel-
ings as for sharing toys or being cooperative. As
children endeavor to learn more about who they
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are, friends can serve as vital points of reference
and reassurance. Friendships may contribute to
the individual’s understanding of social rules and
gender roles, foster the desire for closeness, and
aid in the development of intimacy and autonomy.

Children who enjoy the benefits of friendship
during middle childhood set the stage for future
interpersonal success. Children engaged in recip-
rocal benefits of friendship build a social reserve,
which may serve to bolster self-esteem and help
loosen family ties (Hart et al. 1997). Their unsuc-
cessful counterparts often experience difficulties
in social interaction, appear anxious and fearful,
and posses lower self-esteem. Children who find
themselves friendless and rejected may be more
likely to be picked on and may experience depres-
sion and loneliness (Crick and Grotpeter 1998).

Preadolescence and Friendship: The Chum
During preadolescence, many individuals en-
counter a friendship unlike any other. This unique
friendship, with a person who fills the role de-
scribed by Sullivan (1953) as the chum, is built
upon mutual support and shared thoughts and
feelings; it represents the first truly intimate rela-
tionship outside the family. It is unlike anything
that has gone before and provides a vehicle for in-
dividuation and separation.

The theoretical advantages of the chumship in-
clude the validation of self-concept, resolution of
uncertainties about personality, facilitation of sep-
aration from the family, a safeguard against loneli-
ness, enhanced social skills, easier transition to
adulthood, and a sense of connectedness to hu-
manity. The absence of a chum may give rise to an
inability to solve interpersonal problems, feelings
of rejection, low self-esteem, depression, aggres-
sion, and an inability to experience intimacy.

Adolescence and Friendship:
Loyalty and Mutual Support
During adolescence, the nature of friendship again
changes. Thomas Berndt and Bridgette Perry
(1990) assert that the intensity of friendships is
highest during this period. This may be due to the
cognitive development that allows adolescents the
ability to articulate thoughts and feelings in ways
that are generally inaccessible to preteens. Com-
pared to younger individuals, adolescent friends
are more supportive, more intimate, compete less,
and share more.

Adolescent males evaluate the quality of a
friendship based upon action and deeds, while fe-
males place greater value upon interpersonal dis-
closure. For both males and females the criteria for
friendship differ in two important ways. First, un-
like children, adolescents report that friends must
be loyal. Friendship rests upon commitment and
genuineness. Secondly, friends must be willing to
share thoughts and feelings. Intimacy, regardless
of how it is expressed, is a valued feature of ado-
lescent friendships.

For many adolescents the role of friendship as a
source of activity, influence, and support increases
dramatically. For others, parents may remain a pri-
mary source of support and emotional security.
The degree to which adolescents report a preferred
source of such security (parent versus friend) may
have implications for the quality of future relation-
ships (Freeman and Brown 2001). Parenting style
and sibling relations may serve as springboards to
dating intimacy and egalitarian friendships
(Bigelow, Tesson, and Lewko 1999), yet U.S. adoles-
cents still report the time spent interacting with
friends as the most rewarding. While parents and
siblings provide a source of reference regarding
general interests, values and standards, academics,
and career goals, friends provide an opportunity
for experimentation and shared learning in a fam-
ily-free environment. During this period, friends
serve as vital sources of mutual validation through
a shared experience that allows the individual to
hone skills and gain confidence in preparation for
the rigors of impending adulthood.

While there seem to be many positive aspects of
adolescent friendships, the quality and nature of
friendships must always be considered when spec-
ulating about potential outcomes. For example, re-
search on poor-quality friendships in adolescence
suggests such friendships give rise to antisocial
behavior, sexual promiscuity, risk taking, and
delinquency (Poulin, Dishion, and Haas 1999;
Dishion 2000). Conversely, only about a third of
adolescents actually experience negative outcomes
in later life.There is, then, a buffering effect af-
forded by a close friendship.

Early Adulthood: Continuity 
and Connectedness
The role of friendship during this period of the life
span has traditionally been thought to be a source
of needed relief from the stress that arises from the
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demands of career development, marriage, and
parenting. This notion falls short of giving ade-
quate recognition to the importance of friendship
to young adults. Friendships during this period of
life can serve to prevent social and emotional iso-
lation, as well as provide many of the benefits of
earlier forms of friendship, including providing
mutual enjoyment in shared activity, as well as
serving as a source of information, trust, accept-
ance, and intimacy.

As young adults struggle with new challenges,
friends provide much of the support and sense of
belongingness once found in the family. As more
young adults delay marriage, friends may provide
needed contact that enhances the general life ex-
perience. For instance, isolation from friends and
family can increase the likelihood of illness
twofold in comparison with people who have
friendships (House, Landis, and Umberson 1988).
For those young adults who marry and begin par-
enting, friends provide an added physical, emo-
tional, informational, and recreational resource
that can benefit the individual, the marriage, and
the parenting, as well as providing meaning, conti-
nuity, and connectedness to life.

Middle Adulthood: Support and Guidance
Friendships forged earlier in life, if nurtured,
often emerge as the friendships that endure
across the life span, and as adults age, such
friendships can become increasingly important.
Nevertheless, during middle adulthood individu-
als tend to spend less time in the company of
friends then at any other time other than infancy.
This may be due to the demands and constraints
that typify this period of life for many individu-
als. Careers, families, and financial planning for
the future tap energy and steal time that many
need to maintain friendships. While the number
of friendships declines, this does not mean
friendships are less important.

Friendships are cherished and can continue to
flourish in spite of less time shared. Jill Suitor and
Karl Pillemer (1993) note that old friends continue
to be important sources of emotional support and
practical guidance. Similarity in age is no longer as
important as a criterion for new friendships,
which are more likely to form around common ex-
perience involving jobs, recreational interests, or-
ganizations, and the like.
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Later Adulthood and Friendship:
Enjoyment, Escape, and Successful Aging
As adults enter later adulthood and are confronted
with important transitional issues such as retire-
ment, health issues, and the inescapable reality of
impending death, friendships continue to exert in-
fluence. Family remains an important source of af-
fection and support, but friends may represent
equally important sources of enjoyment and activ-
ity. Friends may replace family that is gone or too
distant, thus ensuring needed social interaction, a
sense of being appreciated, and a source of inti-
macy. In fact, friendship in later adulthood may be
an essential element of successful aging.

Social and emotional support in advanced
adulthood has been associated with better func-
tioning and fewer cognitive declines (Seeman et al.
2001). Thus, continued interaction with friends in
later adulthood may inhibit the effects of aging,
enhance well-being, and even extend life. Whether
one is a friend also serves to predict life satisfac-
tion in later adulthood (Siebert, Mutran, and Re-
itzes 1999). Older adults often report enjoying
time spent with friends more than time spent with
family. Activities with close friends in later adult-
hood are often typified by shared confidences and
mutual aid, but gender differences do exist.
Women even at the oldest ages tend to maintain
close intimate friendships, while men report a de-
cline (Filed 1999). Considering the power and im-
portance of friendships across the life span, it is
possible that the decline in measures of friendship
among older men is related to their shorter life ex-
pectancy in relation to women.

Conclusion
Throughout a lifetime, friendships represent im-
portant sources of support, self-esteem, well-
being, socialization, and intimacy. Friendships
may also be a mixed blessing; not all are alike, and
any developmental benefits are dependent upon
the quality of the relationship (Hartup and Stevens
1999). Friendship has been extolled by writers,
philosophers, theologians, artists, musicians,
poets, and scientists across the ages. Although
human developmental scientists may have given
the role of friendship short shrift in the past, this is
changing. Researchers are currently enhancing
understanding of this vital and exciting relation-
ship. Science has learned that friendships operate
across the life span; they provide people with the

tools to begin the first difficult but necessary steps
away from family and toward autonomy; through-
out our lives, friends help us better understand
ourselves, reduce anxiety, provide us with the es-
sential tools of intimacy, and enhance our physi-
cal, mental, and emotional health. Friends free us
from isolation and connect us to humanity.

Research on friendship has helped encourage
educators, counselors, therapists, and health pro-
fessionals (Selman and Schultz 1990; Watts 1997)
to pay greater attention to the relationship be-
tween friendships and well-being. Parents are
learning to encourage children to foster friend-
ships as an important element of continued
growth. No other interpersonal relationship more
eloquently represents the human need to belong
and to share than does the relationship between
friends. Voluntary, enduring, bound by common
humanity, and motivated by reciprocal caring and
support, friendship may be the highest form of
human endeavor. Certainly it is one of the most
satisfying.

Gerard Dismas Hoefling

See also: Adolescent Identity Formation; Old Age,
Social Relationships in; Play and Play Partners; Social
Support
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Full-Service Schools
Research in developmental psychology and other
disciplines has shown that many youth experience
multiple barriers to learning (e.g., poverty, sub-
stance abuse, teen pregnancy). Children and ado-
lescents can greatly benefit from resources and op-
portunities for positive growth. Schools are
increasingly recognizing that in order to improve
academic achievement, they must address these
multiple barriers to learning. Realizing that
schools cannot do this alone, school administra-
tors, teachers, and student support staff have
begun to reach out to community agencies and in-
stitutions for resources and supports. Full-service
schools embody this school-community collabo-
ration by striving toward becoming a seamless en-
tity that combines academic and socioemotional
support services (Dryfoos 1993, 1994, 1996).

The term “full-service school” was first used in
a 1991 Florida state piece of legislation that fo-
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cused on the integration of services for youth. This
legislation defined a full-service school as a school
that “integrates education, medical, social, and/or
human services that are beneficial to meeting the
needs of children and youth and their families on
school grounds or in locations which are easily ac-
cessible. Collaborating agencies include education,
health care, transportation, job training, child care,
housing, employment and social services” (De-
partment of Health and Rehabilitative Services
and Department of Education 1991). Since this
legislation, Joy Dryfoos and others have strongly
advocated for the development of more full-serv-
ice schools.

Components of a Full-Service School
Full-service schools typically integrate quality ed-
ucation with health services, dental services, coun-
seling and other psychological services, mentor-
ing, recreational activities, parent education, child
care, legal aid, and other parent support programs.
Many of these services are provided by commu-
nity agencies, while some may be provided directly
by the school. Ideally, full-service schools repre-
sent a collaborative effort among many profes-
sions, including administrators, teachers, mental
health care providers, and health care providers.
The services provided by the school may be either
school-based or school-linked. School-based serv-
ices are provided within the school building, which
may be advantageous due to the ease of access to
services. School-linked services are provided off
school grounds in either community agencies or
hospital settings, and may provide access to a
greater range of providers and services.

Dryfoos (1993) has identified several common-
alities that exist across full-service school models.
These commonalties or criteria include (1) a des-
ignated physical space for either a medical clinic or
a counseling center within the school; (2) services
offered by a variety of providers, such as social and
mental health service agencies, health depart-
ment, hospitals, and youth development agencies;
(3) funding from a variety of public (state and fed-
eral) and private (community agencies, founda-
tions, and so on) sources; (4) expanded hours of
operation for the school, including before and after
school, weekends, and during the summer; (5) an
advisory board that includes members from all
segments of stakeholders, including community
members or parents; and (6) a program coordina-

tor who integrates the school and community
services.

There are many different models of full-service
schools; each responds to the unique needs of the
specific community in which it is located. Often
full-service schools are also called extended serv-
ices schools or community schools, and may uti-
lize nationally recognized models, such as the
Children’s Aid Society (CAS) Community Schools,
Beacon Schools, COZI, and 21st Century Schools.
In these instances, the previously mentioned crite-
ria for a full-service school overlap with the spe-
cific focus of the community school model.

Barriers to Implementation
Just as there are common components across dif-
ferent models of full-service schools, there are also
common barriers to their implementation (Dry-
foos 1993; 1996). These include the following.

Lack of Adequate Governance
Full-service schools that are reportedly successful
also include some form of governing body that
oversees the school’s services and activities. As the
complexity of a particular full-service school’s
model increases, so do the administration de-
mands. Intercollaboration among service providers
and stakeholders working with full-service schools
create the need for cooperation and good commu-
nication (Walsh, Brabeck, and Howard 1999).

Turf Conflicts
The additional services provided by a full-service
school necessitate the sharing of space within the
school. Having outside individuals staff programs
within a school may create territorial concerns re-
garding this space. For example, teachers working
during normal school hours may be asked to open
their classrooms after regular school-hours to com-
munity individuals, parents, and children. Commu-
nication and respect for all programs utilizing the
same space is necessary to resolve this issue.

Lack of Continuity
With the introduction of outside individuals
staffing a variety of programs, a stable group of
staff is oftentimes difficult to obtain. Reasons for
this problem vary, but often involve difficulties
with work schedules due to the timing of different
programs and services, compensation, and dis-
continuation of programs or services. Another
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continuity issue involves the stability of the leader-
ship of a full-service school. Many times the indi-
viduals who initially undertake the implementa-
tion efforts may need to be replaced for reasons
such as promotion or job change. Replacing core
leadership individuals may have a dramatic effect
on the dynamics of the governing body as well as
the overall mission of the school.

Controversy
The mission of a full-service school can be a radi-
cal change from what many communities and
school boards feel the mission of a school should
be. For instance, many individuals may resist
using the school building for anything other than
educational purposes. Education and communica-
tion will be key in these instances for helping com-
munity and school individuals come together.

Funding
Full-service schools are appealing for their cost ef-
fectiveness; the benefits of prevention and inter-
vention are combined with usable and affordable
space and relatively low program costs (Raham
1998). As stated previously, funding for full-serv-
ice schools comes from a variety of sources, but
the majority of the funding comes from grant
sources. Long-term financial sustainability can be
a great concern and necessitates that a full-service
school has long-term financial goals and strategies
from the start.

Evaluation
Since a full-service school represents a system of
multifaceted services aimed at reducing a multi-
tude of risks while also promoting the strengths of
children, families, and the community, evaluation
of its effectiveness is necessarily complex. How-
ever, research has yielded evidence that full-serv-
ice schools have a positive impact upon students,
families, and communities (Grossman 2002). For
example the benefits of full-service school inter-
ventions include improvements in academic gains,
school attendance, parental involvement, and ac-
cess to health care. In addition decreases in sus-
pensions, high-risk behaviors, and community vi-
olence rates have also been linked to full-service
schools (Dryfoos 2000). Limitations of these re-
search findings should be noted. Due to the com-
plex nature of these interventions, many aspects of
traditional research designs, such as random sam-

pling and the use of comparison groups, are sim-
ply not feasible; loss of study subjects over time
also creates problems in some schools’ evalua-
tions. Fortunately, as the interest in full-service
schools grows, the already growing body of re-
search will continue to be supplemented.

Elizabeth Hill Warter
Mary E. Walsh

See also: Community Schools; Early Childhood
Education; High School; High School, Advising
Students in; National Association for the Education of
Young Children (NAEYC); Transition from School to
Work and Adult Life
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Functional Clothing Design
Although all clothing items have a function, the
term “functional clothing” is generally used when
describing garments and accessories that protect
the body or increase physical body function.
Broadly defined, the term “clothing” may be used
to describe any product that is attached to or sup-
ported by the body. That item may be as simple as
a pair of socks or as complex as a space suit. It may
nestle inside a body part like a tiny hearing protec-
tor or totally enclose the body like a suit for chem-
ical and biological protection.
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Some clothing items may serve the same func-
tion as furniture or housing. What makes func-
tional clothing items different from furniture or
buildings is that they move with the body, creating
a second skin, or in some cases a full portable en-
vironment.

Garments for Unique Purposes
Clothing is such a familiar part of our lives that

most people think of it only in terms of making
them part of the latest fashion trends or keeping
them warm and dry. There are, however, thou-
sands of items of functional clothing that cannot
be found on the average retail shelf. Among these
are the following:

• Scuba suits that provide underwater protec-
tion for divers

• Vests that keep bullets from injuring police
officers

• Uniforms that provide high-heat protection
for firefighters

• Racing gloves that help paraplegics propel
their wheelchairs more effectively

• Gowns that protect medical personnel and
patients from disease

• Vests that administer cardiopulmonary re-
suscitation (CPR)

• Gloves that protect butchers’ hands from
knife cuts

• Air-cooling vests that theme park characters
wear under their giant costumes to keep
them comfortably cool

• Inflatable splints and gel-filled braces that
conform to an injured body part and help it
heal

Increasingly, garments that are on retail
shelves have become a fascinating combination of
fashion and function. Garments for everyday wear
as well as those for skiing, mountain climbing,
windsurfing, and other active sports are created
by functional designers who use the latest materi-
als and unique designs to achieve a high degree of
mobility, thermal comfort, and other protective
functions.

Creating Functional Clothing
Successful functional design requires an under-
standing of the entire situation in which a clothing
item will be worn: the people involved; the climate

and other hazards in the environment; the physical
needs of the wearer for movement, sight, hearing,
and so on; and psychological factors such as the
potential for claustrophobia or distraction from
completing a task. Some wearers may be con-
cerned only with staying injury-free; for others, the
cost of clothing may be of primary importance.
Aesthetics and the psychology of clothing may play
a role as well; although the look of functional cloth-
ing may not necessarily be that of the latest fash-
ion, every item of functional clothing carries with
it an image that is important to the wearer. Because
of the growing number of lawsuits involving prod-
uct safety, legal issues are also increasingly impor-
tant to functional clothing designers.

It is impossible to become an expert in the
many fields that need to be explored for the devel-
opment of even a single functional garment. Those
who want to become functional designers need to
have a broad-based, well-rounded education. This
will help them learn to communicate in the lan-
guage of many disciplines and professions so that
they will be able to gather information from ex-
perts as they work. Designers must also learn as
much about the activity for which they are design-
ing as possible by reading about the users and
their activities, interviewing and observing users,
and, if possible, becoming participants in an activ-
ity to learn firsthand the problems encountered.

Technology and the Evolution
of Functional Clothing

The development of new materials and design
forms is an important part of the creation of func-
tional clothing. New technological developments
may make new protective materials and garments
possible, but they also may create new hazards.
This cycle plays a significant role in the evolution
of functional clothing.

For example, protective devices for soldiers ad-
vanced over the centuries from chain mail that re-
pelled arrows to flexible undercover fabric vests
that repelled bullets. As protective armor made
each current weapon useless, new weapons were
developed to defeat that armor. As each new mis-
sile was developed, designers worked to develop
new garments to defeat that missile.When warfare
began to include chemical and biological weapons,
a completely new approach to protecting both sol-
diers and civilians had to be developed.

The same technology cycle can be seen in many
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sports and service professions. Football helmets,
built to provide better and better protection for the
head, eventually became so protective that they
were seen by players as useful weapons for inflict-
ing injuries on opposing teams. Because “spear-
ing,” or butting the helmeted head into an oppos-
ing player, caused paralyzing neck injuries, new
game rules had to be set up to prohibit it, and new
devices developed to protect the neck from in-
creased stress. Some specialized suits developed to
protect firefighters are so effective that they have
changed the procedures used by firefighters wear-
ing them; for example, they actually allow fire-
fighters to walk into flame rather than fighting fire
at a distance.

As more and more portable electronics are in-
corporated in our daily lives, items of functional
apparel will increasingly involve wearable comput-
ers that pick up information from the body and its
environment and trigger an appropriate response
in a clothing item. There are already garments on
the market that will automatically absorb heat

when the body is too hot and emit heat when the
body is cold. Vests administer medications when
needed, and future headgear may incorporate de-
vices that read brain waves and tell your clothing
how to behave to make you more comfortable. De-
signers have proposed protective suits for soldiers
that will have “walk-home capacity”; when a sol-
dier is injured or unconscious, the suit itself will
rise and walk the soldier back to safety. As the fu-
ture unfolds, designers will use technologies we
have not yet dreamed of to make many exciting
functional clothing items.

Susan M. Watkins
See also: Designed Near Environment; Dress and

Human Behavior; Watkins, Susan M.
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Gambling and Gaming
Gambling involves the reasoned, strategic,
thoughtful decision-making processes central to
living life as a capable human being. Since no one
can know the future, it is always necessary to ne-
gotiate decisions based on the dynamics of cul-
tural, physical, political, social, and other elements
of human ecology. Individual factors include one’s
resources, all likely results (outcomes) of any
choice, and the likelihood of a preferred outcome
of a particular action. Turning this serious model
of life into transient play by attaching rules makes
a game of it. Because the future outcome is un-
known, choosing to begin a family, deciding on a
particular career path, or spending money at a
roulette game in a casino all represent gambles.
Only roulette is a game. Sociologists (Bloch 1951)
and leisure scholars (Bruce and Johnson 1992)
have long established that gaming participants
vary greatly in motivation and type.

Gambling involves risking something of value
against a future predictable but unknown out-
come. Gaming involves essentially the same
model, consensually undertaken, bound and regu-
lated by rules. Games, which are part of virtually
every culture in one form or another, may be very
informal, strongly ritualized, or even presented as
a commercial product. Games may be complex or
simple, and may involve chance, skill, or other
characteristics. Commonplace games involve wa-
gers of some kind to create risk, and usually con-
form to a basic structure.

Games are cultural inventions, common in
most human groups, in most places on the globe,

throughout time. In ancient days, these games may
have been a way to help understand the unknow-
able future. In this sense they are associated with
religious endeavor. Certainly, they may have been
desirable for the emotional, political, and social
benefits of participation. Today, many games are
provided to consumers as a commercial service,
and are thus part of the so-called commodification
of leisure.

Casinos, dog or horse tracks, electronic devices,
and lotteries are probably the most likely places
Americans will come into contact with legal, com-
mercial gaming—although illegal, unregulated
opportunity is often available, too.Very large num-
bers of people routinely participate in informal,
opportunistic gaming, such as sport wagering or
raffles, bingo games, and various lotteries without
thinking of it as gaming.

Aside from necessarily being rule bound,
games associated with wagering share a basic
structure, which includes having predictable out-
comes and a particular value at risk. Failure of
these rules means that outcomes are not pre-
dictable, except to those aware of the fact. Authen-
tic games involve good faith attempts being made
to create a fair, level playing field. A fair game is
said to be even-handed, giving all participants a
reasonably even chance of winning, all wagerers a
similar chance of picking that outcome. Even when
games are designed to be more complex and diffi-
cult, and because of that more interesting to play-
ers, rules must uniformly bind the way the out-
come is determined.

Games, and indeed much gambling, generally
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involve comprehensible odds and probabilities.
For example, in a coin toss, there are two likely out-
comes. One outcome is desirable—the choice that
wins the bet—one not. Participants each have
about a 50 percent likelihood of winning and of
course of losing. Probability determines outcome
risk, and odds, the second of the two features cen-
tral to virtually all routine wagering, determines or
describes the ratio of risk. It’s easy to misunder-
stand many of life’s gambles, but a crooked poker
or other game is not a game at all since the out-
comes are fixed rather than unknown. A bogus
game fails the “unknown outcome” test. In com-
mercial gaming, explained below, even though a
game is fair, it may still raise questions about its
social costs because of its impact on the good of
society and the well-being of some individuals.

A substantial segment of American society has
long exhibited a great ambivalence toward gaming
and wagering, as indeed toward many forms of ap-
parent pleasure. Risk involved in enjoyment has
been censured; risk involved in business has been
privileged. The presence of odds and probability
as a model of life implies a mechanistic reality, de-
void of external controls; gambling involves risk-
ing something of value against a future, pre-
dictable but unknown. Thus gaming stands as a
contradiction both to some religious beliefs, and to
commercial zeal, with its strong desire to control
competing business, such as entertainment or
goods provision.

Gaming as a Commercial Enterprise
Casinos, commercial settings that provide a social
environment in which to play games, represent an
opportunity to gamble, to put resources at risk,
within a structured environment. Business may be
seen as self-interest negotiated by market forces.
That is, capital is put at risk in a competitive mar-
ketplace in the hope that the risk returns profit.
Market forces that may act against the success of
any venture include competition for available con-
sumers, the ongoing burden of presenting the
product and maintaining interest, lack of respon-
siveness to social change, and regulatory or repres-
sive cultural apparatus that may be put in place,
including selective taxation and imposed limita-
tions to fair market access. To foster general activ-
ity in business, some politically imposed mecha-
nisms attempt to help manage risk, as for example
copyright and patent law. The principle of fairness

in a free market has been invoked to defend the
commercial enterprise of casino gambling (Detlef-
sen 1996; Grinols and Omorov 1996).

A good business within market capitalism (as
opposed to monopoly capitalism) offers a product
or service that consumers freely desire and that
will successfully compete with alternative goods or
service. As is necessarily true of all capitalist busi-
ness, commercial gaming sites exist to make a
profit for the owners, all other concerns being
deeply secondary. These sites sell a consumer
group, usually called a population, what it is will-
ing to pay for, at a cost it is willing to bear. In a
more precise sense, wagering speaks to the wants,
needs, goals, and desires of individual human be-
ings in possession of disposable income. The pro-
vision of jobs and strengthening of the local econ-
omy are likely side effects, but they are certainly
not the raison d’être of these or any other busi-
nesses. Investors acknowledge that the gamble of
going into this, as opposed to that, venture is never
rule bound in the sense that games are. Commer-
cial leisure provision, while different from tradi-
tional smokestack industry, is part of a region’s
economic fabric, not a unique element (Walker
and Jackson 1998).

The rules giving form to games in a commer-
cial wagering setting are designed as much as
possible to guarantee success to the business in its
profit-making endeavour. The service, or product
it might be said, for sale is the experience of gam-
ing. As a mechanism to build market share by fur-
ther entertaining consumers, occasional moder-
ate to spectacular wins, especially in the face of
small amounts of risk taking place, are typical and
normal. These costs are legitimate expenses of
doing business. All patrons bear these costs, along
with providing the money that satisfies the self-
interested profit motive central to the business’s
existence.

Leisure consumption of commercial gaming is
not designed to be a fruitful way to invest re-
sources, or to increase the wealth of the partici-
pant, any more than buying branded garments,
eating at upscale restaurants, enjoying live enter-
tainment, or buying too much car is. Gaming is
leisure, or a recreation style, participation in
which has a particular cost and should yield a par-
ticular benefit (self-actualization, or “re-creation”
after odious toil). This benefit is consistent with
such good effects as are associated with other
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leisure or recreation options. However, the history
of leisure and recreation in the United States is
marked by evolving notions of their proper role in
a human ecology context—within the always
complex interaction of numerous factors. Histori-
cally, the leisure styles and modes of certain
groups, members of religious organizations, eth-
nic community members, members of the work-
ing classes, recent immigrants, have been subject
to active intervention.

The perception that gaming is a unique variant
of the consumer economy, a perception that often
involves a clear antigaming predisposition, has
been cultivated by media misinformation and
error (Donlon 1997a), and apparent bias from oth-
erwise expert sources (Donlon 1997b). Reviewing
the data shows that a profound effort to establish
the existence of unique social problems associated
with the gaming industry has generally failed.
Using the broadest meaning of problem gamblers
(gamers), studies cluster around a 5 percent pres-
ence—right around the margin of statistical error.
Thus, the enormous majority of participants in
commercial gaming are seen to suffer no ill effects
(Stitt, Nichols, and Giacopassi 2000), nor do they
contribute to so-called social costs, including
crime (Reuter 1997; Curren and Scarpitti 1991).

Not all gaming is lawful. Principle illegal or cur-
rently unregulated types of gaming include num-
bers (a traditional form of lottery), horse books,
sports books, sports cards, some electronic gam-
ing, and floating, or unlicensed, casino games. The
so-called juice, or business costs and profit for the
bookmaker, called vigorish or vig, or skin, or a re-
lated term, provides for the housekeeping of the
underground gambling system and what amounts
to wages and other expenses. Little difference ex-
ists in how the game, or the profit motive, is car-
ried forward, between lawful and unlawful games.
The benefits or hazards of government interven-
tion either are present or absent, that is all.

Regardless of the widely varied motivation, or
motivations, involved in wagering (Bruce and
Johnson 1992), gaming is spectacularly popular.
The Bible does not seem to specifically condemn
gaming, though some cults, congregational
unions, and denominations see gaming as a unify-
ing element. Indeed, casting a lot was suggested in
the Bible as a way to settle argument without
human bias. Cotton Mather’s reason for censuring
the activity is from Proverbs 16: 33,“the lot is cast

into the lap, but the decision is wholly from the
Lord.” While this might imply that God has the ul-
timate control, such scripture does not forbid play-
ful indulgence in casting lots.

Social Costs of Gaming and Gambling
A national contest for the meaning of gaming and
wagering has existed in the United States virtually
since the arrival of European immigrants. Lotter-
ies helped finance the Revolutionary War. That
conflict itself stemmed in part from anguish about
taxation without representation—including the
particular irritant of the tax stamp attached to
each new packet of playing cards. More recently,
gaming activity exceeded $50 billion in the United
States by the turn of the last century, suggesting
that its impact embraces both large numbers of
people and an important part of the economy.

The civil rights of American citizens are  con-
sidered sacred except in very special circum-
stances. In reality, human ecology is a complex,
dynamic, interactive organism. Thus, the meaning
of gambling and gaming is contested, negotiated,
and fluid, in a way that has little to do with contri-
butions from legal discourse and scientific re-
search. Antigaming activists have for years sought
the suppression of access to lawful gaming for
American citizens, often claiming the presence of
harmful side effects of its existence in communi-
ties. Yet harm, a compelling argument that can be
used to justify limiting inherent rights, has not
been established as associated with gambling,
gaming, or wagering.

In 1996, a blue ribbon committee formed in
Louisiana surveyed relevant research across the
United States; it reported to the State Legislature
of the State of Louisiana that the research to date
failed to make possible a good-faith assessment
of whether gambling causes social harm. Later,
The National Impact Study Commission, created
by the 104th Congress through Public Law
104169, signed by President Clinton on August 3,
1996, similarly determined that insufficient data
existed to assess questions raised about legalized
gaming. Generally, further research has been rec-
ommended in order to answer questions about
the social and economic impacts of commercial
gaming.

No statement claiming as fact that gaming has
been shown to create unique social costs, or to be
by its nature a social liability, can currently be
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made in good faith, based on the body of research
available at this time.

Jon Griffin Donlon
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Gay and Lesbian Studies
The terms “lesbian” and “gay” are used to describe
individuals who identify themselves as having
same-sex sexual attractions. The entry “Sexual
Identity Development” in this volume by Loren
Frankel and Ritch Savin-Williams provides a more
detailed discussion of other terms used to de-
scribe sexual identity, as well as a cogent review of
the formation of sexual identity. As noted there,
sexual orientation and sexual identity are not nec-
essarily aligned. Because homosexuality is socially
stigmatized, gay men, lesbians, and bisexual indi-
viduals often are guarded about disclosing their
identity. Individuals who engage in same-sex sex-
ual behavior may nonetheless eschew a non-het-
erosexual identity. At the same time, some women
adopt a lesbian identity for political reasons
(Kitzinger 1987) or engage in romantic but asexual
relationships (Rothblum and Brehony 1993). Al-
though most gay men and lesbians come out in
adolescence or early adulthood, many spend sev-
eral decades or more identifying as heterosexual,
not coming out until middle age or later (Jensen
1999). Despite variations in identity, homosexual
behavior is historically (Bullough 1976) and cul-
turally ubiquitous (Whitam and Mathy 1986), as
well as widespread among nonhuman species
(Ford and Beach 1951). Nonetheless, attitudes to-
ward homosexuality have varied considerably
across time and place. For example, in the early
American colony of New Haven, homosexual be-
havior was punishable by death (Katz 1976),
whereas same-sex sexual behavior in males is a
rite of adult passage among the Sambia of New
Guinea (Herdt 1994).

Prior to the work on human sexuality con-
ducted by zoologist Alfred Kinsey, the prevalence
of homosexuality was unknown, but it was
thought to be relatively rare. In reports that
brought homosexuality to the forefront of public
consciousness, Kinsey and his colleagues reported
that 10 percent of American males (Kinsey,
Pomeroy, and Martin 1948) and 6 percent of
American females (Kinsey, Pomeroy, Martin, and
Gebhard 1953) had been in exclusively same-sex
relationships for three years or more. As men-
tioned above, cross-cultural research has found
that homosexuality is culturally ubiquitous, with
about 5 percent of a population being actively gay,
lesbian, or bisexual at any one time. Contemporary
surveys of the general population in the United
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States generally focus on same-sex sexual behav-
ior with regard to identity, but they consistently
find that about 3 percent of men and 2 percent of
women acknowledge they have engaged in same-
sex sexual behaviors. However, population-based
surveys underestimate the number of individuals
who have erotic, romantic, or sexually intimate at-
tractions to people of the same sex without engag-
ing in same-sex sexual behavior. Neither behaviors
nor attractions provide a reliable proxy for esti-
mating the size of the self-identified gay and les-
bian population. Thus, the size of the gay and les-
bian population in a society depends primarily
upon the definition one uses to describe it (de-
creasing in size if one shifts from a definition
based on same-sex attraction to one based on gay
or lesbian identity, and shrinking still more if the
definition is based on same-sex sexual behavior).

The terms “gay” and “lesbian” are used so often
in contemporary literature that some mention
must be made of their etymology. Although schol-
arly work on the origins of the word “gay” is virtu-
ally nonexistent, John Boswell (1980) traced the
word to a linguistic predecessor of Catalan
(twelfth-century Provençal) in which it is used to
describe the art of poetry, which was known as the
gai saber, usually translated as the gay, or joyous,
science. The term gaiol appears to have meant
“lover,” and to have been used to describe an
openly homosexual individual. The use of the term
“lesbian” for a female homosexual is based on the
widely held belief that Sappho, a sixth-century B.C.
Greek poet who lived in Mytilene on the island of
Lesbos in the Aegean, was homosexual. Certainly
some of her exquisite lyric poetry expresses pas-
sionate love for other women, though there is no
hard evidence that Sappho engaged in sexual rela-
tions with other women, and it is well known that
she was married and the mother of one daughter.

The terms “gay” and “lesbian” did not come into
common usage until the latter half of the twentieth
century. During the late nineteenth and early
twentieth century, scholars referred to homosexu-
ality as an inversion, referring to effeminate char-
acteristics of gay men and masculine features of
lesbian women. Childhood gender nonconformity
is in fact strongly associated with adult homosex-
uality (Whitam and Mathy 1986); however, the “in-
vert” concept included individuals who would now
be considered transgender, transsexual, or possi-
bly transvestite. Lillian Faderman (1991) also

brought out that the impression of inversion re-
flected, in part, the kind of role playing in which
lesbian women as well as gay men adopted an ex-
aggerated form of the complementary gender-
typed schema they saw reflected in heterosexual
culture.

In both Europe and America, the transition
from predominantly agrarian to industrial soci-
eties led to a visible subculture of gay men and les-
bian women in densely populated urban areas. As
scientific advances drove developments in indus-
trial technologies and medicine at the end of the
nineteenth century, several philosophical domains
of inquiry became sciences (e.g., psychology and
sociology). As scientific evidence and reasoning
gained sway over religion at the end of the nine-
teenth century, homosexuality came to be seen as
an issue of pathology rather than morality. Thus
some (Kraft-Ebing 1886/1965) who applied the
process of scientific inquiry to human sexuality
considered homosexuality an illness, and others
(Ellis 1901) contended it was innate and hence not
immoral. In “Three Essays on the Theory of Sexu-
ality: I: The Sexual Aberrations,” Freud (the
founder of psychoanalysis) argued that “the nature
of inversion is explained neither by the hypothesis
that it is innate nor by the alternative hypothesis
that it is acquired” (1953, 141).

Although Freud was equivocal about homosex-
uality, subsequent psychoanalytic writers argued it
was a mental illness. Thus, homosexuality was in-
cluded in the list of psychopathologies when the
original Diagnostic and Statistical Manual of Men-
tal Disorders (DSM) was compiled in 1952 (Amer-
ican Psychiatric Association 1952), when psycho-
analytic thinking was the dominant paradigm in
psychotherapy. And in general one can say that
historically, psychiatrists and psychologists have
attempted to link homosexual behavior and gay or
lesbian identity to developmental deficiencies.
None of these theories have proven satisfactory.
Because behavior reflects an ongoing, dynamic,
and reciprocally influenced interaction between
biology and environment, neither the innate nor
acquired positions are adequate for behaviors as
complex as same-sex attraction, gay or lesbian
identity, and same-sex sexual behavior (cf. Savin-
Williams and Diamond 1997).

Homosexuality was removed from the DSM
with the seventh printing of the second edition
(American Psychiatric Association 1974). Among
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the reasons given for its elimination was the in-
ability of experts to differentiate between the psy-
chological adjustment of gay and heterosexual
men based upon standard projective tests widely
used in clinical testing (Hooker 1957). Although
homosexuality was removed from the DSM in
1974, it continued to be listed in the World Health
Organization’s International Classification of Dis-
eases until the publication of its tenth edition in
1992.

Although homosexuality is not a mental illness,
the social oppression of gay and lesbian individu-
als increases the weight on adaptive functioning.A
supposed connection between gay and lesbian
sexual orientation and a tendency to be suicidal
has been given prominent attention since 1989,
when a social work activist (Gibson 1989) erro-
neously postulated that gay and lesbian adoles-
cents could constitute up to 30 percent of all youth
suicides. The error was greatly compounded by
overgeneralizing from suicide attempt data to esti-
mate completed suicide rates. Gary Remafedi
(1999) noted that a consistent relation between
sexual orientation and suicide attempts has been
found most strongly among males; however, only
two studies of sexual orientation and completed
suicide have been reported. Neither study found
that gay men or lesbian women are at higher risk
of completed suicide.

Relatively recent epidemiological research has
examined the relation between psychiatric mor-
bidity and sexual orientation. These studies con-
sistently have found that individuals who engage
in same-sex sexual behaviors are, indeed, at in-
creased risk for substance use disorders, mood
disorders, and generalized anxiety disorders
(Cochran 2001). The consistent findings of an as-
sociation between increased risks of psychiatric
morbidity and sexual orientation can be mislead-
ing. Among the recent major epidemiological
studies, Cochran’s data indicate only one has
found a one-year prevalence of mental health dis-
orders that included over half of the respondents
in either the gay or lesbian group. Put somewhat
differently, in nearly all recent epidemiological
studies most gay men and lesbian women were not
found to be suffering from mental illness, even
though the overall risk of succumbing to psy-
chopathology is significantly greater for gay men
and lesbian women than for their same-sex het-
erosexual peers. The increased risks of psychiatric

morbidity can be attributed to the increased
weight of social oppression and stigma that effec-
tively grind against successful coping strategies.
Thus, rather than suggesting that a gay or lesbian
identity is causally related to mental illness and a
tendency to be suicidal, contemporary research
indicates the putative relation is mediated by lev-
els of social oppression.

Chronic stressors for gay and lesbian youth in-
clude verbal and physical abuse from peers as well
as adults (Savin-Williams 1994). As Savin-
Williams noted, these stressors place gay and les-
bian youths’ lives as well as mental health at
greater risk. Gay and lesbian youth must navigate a
sequence of self-disclosures (if, when, and how) to
close friends, family members, and parents, the
outcome of which is anything but certain. In some
cases, self-disclosure of a minority sexual orienta-
tion to a trusted friend is betrayed or results in in-
terpersonal rejection. Parents who become aware
they have a gay or lesbian child sometimes eject
their child from the home. Although most gay and
lesbian youth fare remarkably well despite these
higher risks, the dangers of homelessness, drug
abuse, prostitution, and HIV are considerably
higher without family support.

Rejection by family members and friends, as
well as choosing not to come out, has led gay and
lesbian individuals to develop fictive kinships
(Weston 1991). These warm, vibrant, and socially
kinetic relationships enable gay and lesbian youth
and adults to develop a sense of community and
belonging and gives them a sense of connected-
ness with others. Gilbert Herdt and Andrew Boxer
(1996) argue that the visibility of a positive gay-
identified adult culture has enabled gay and les-
bian youth to come out in more proactive and self-
affirming ways than in previous generations. In
recent decades, a translocal and indeed transna-
tional gay and lesbian culture has developed. The
rainbow and inverted pink triangle have been
adopted as gay and lesbian cultural symbols—the
former representing unity and the latter invoking
the memory of gays and lesbians persecuted and
killed along with Jews in the Holocaust. Local, na-
tional, and international organizations have devel-
oped to advance political causes and protect civil
rights of gays and lesbians. Every summer, gay and
lesbian communities celebrate the gay liberation
movement on the anniversary of the resistance to
routine police monitoring and perceived harass-
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ment at the Stonewall Inn in June 1969 (the move-
ment had begun well before, but nonetheless it is
felt to be epitomized by that action).

Several recent developments in gay and lesbian
studies are particularly noteworthy. For much of
the twentieth century, Western culture was caught
in a binary system defined by polar opposites, such
as feminine and masculine (gender), female and
male (sex), and homosexual and heterosexual
(sexual orientation). Sandra Bem’s politically well-
timed and academically well-articulated develop-
ment of the concept of androgyny (1974) broke
through the intellectually staid dichotomy be-
tween feminine and masculine. Bem’s concept of
androgyny identified individuals with socially de-
sirable feminine as well as masculine characteris-
tics. Subsequent research revealed that androgy-
nous individuals were better adapted socially and
psychologically than either masculine-typed men
or feminine-typed women. In the 1980s, bisexual-
ity gained increased attention and social legiti-
macy as an identity in gay and lesbian culture as
well as in the dominant heterosexual culture
(Weinberg, Williams, and Pryor 1995), effectively
destroying the binary system of only two sexual
orientations. In the 1990s, transgender identity
emerged as a concept to define individuals who
live full- or part-time as members of a sex differ-
ent than their sex of birth, frequently with hor-
monal support but without pursuit of (or desire
for) surgical sex reassignment. Simultaneously, in-
tersexed individuals and scholars who study inter-
sexuality (Kessler 1998) began to question and
confront the processes by which sex had been sur-
gically reassigned when physicians deemed an in-
fant’s genitalia unsatisfactory for sexual function-
ing in their sex role at birth. Considered together,
androgyny, bisexuality, and transgender identity,
as well as intersexuality, have increased our aware-
ness that gender, sexual orientation, and sex exist
along continua that cannot be cleanly or clearly di-
chotomized into binary opposites without dimin-
ishing the genuine diversity of humanity.

Robin M. Mathy

See also: Contemporary Men’s Movement; Gender and
Families; Gender Roles and Society; Sex-Role
Stereotypes; Sexual Identity Development
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Gender and Environment
The goal of this entry is to introduce the reader to
the notion that people’s gender roles influence
their attitudes and behavior toward the natural en-
vironment. The discussion highlights these con-
nections, distinguishes the terms “gender” and
“sex,” and then explains how this field of knowl-
edge contributes to a more complete understand-
ing of the environmental connection between hu-
manity and the natural world. This kind of
understanding is needed if humans are to achieve
a level of environmental conservation that will
allow the earth to continue to support human life.
Without the gender dimensions, we will not have a

clear and complete picture of the quality and con-
sequences of the dynamic interaction between
human beings and the environment. Moreover,
problem solvers (e.g., government officials, inter-
national development experts) may apply the
wrong solutions based on incomplete knowledge.
A number of other factors, such as race, class, eth-
nicity, and religion, are also important, but this
entry focuses on gender.

If one wants to understand the nature of the re-
lationship between humans and their built and
natural environments (human ecology), one must
be careful not to lump humans into a homoge-
neous group. At the same time, looking at each in-
dividual would be impossible, so developing un-
derstandings through the exploration of
subgroupings is an extremely useful method that
has been employed by scholars in many disci-
plines. Within humankind, one’s gender identity is
of singular significance. Gender influences every
aspect of life, including humans’ relations with the
environment. Females and males experience and
behave differently toward the environment, and
taking these differences into account is both useful
and necessary in environmental problem solving.
As described below, the quality of environmental
knowledge and protection bears a close connection
to understanding gender roles in a given society.

The Connections Between 
Gender and Environment
The pairing of gender and environment is seen as
unusual by many persons, but the connections be-
tween the two concepts are strong. When we move
below the surface of the web of social relationships
in a particular society, we can quickly begin to see
that the different social roles played by females
and males determine their environmental roles as
well, in addition to influencing their attitudes
about environmental concerns. If we examine the
major environmental issues of the past two cen-
turies in the United States, for example, we can
identify patterns that are common to women but
not men and patterns in men that are unusual in
women with respect to their thinking and behav-
ior toward the environment. White middle- and
upper-class men typically champion movements
to preserve wilderness or work to solve global en-
vironmental problems such as ozone layer deple-
tion. To generalize, they most often operate at the
national level and hold the top leadership posi-
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tions in mainstream environmental organizations.
Women, on the other hand, have taken leadership
to improve local communities and neighborhoods,
giving their attention to issues that have an imme-
diate impact on their families and neighborhoods.
Women like Jane Addams, Alice Hamilton, and
Florence Kelley of Hull House in Chicago led early
efforts to protect public health through urban
cleanup. This type of endeavor resulted in the cre-
ation of the field of urban planning.

More recently, women have organized and led
numerous local communities to fight toxics in
their neighborhoods and on their local school
grounds. While the examples are numerous, per-
haps the most noted is Lois Gibbs, a young mother
in New York in the 1970s who fought relentlessly to
force the government to compensate and move her
family and her neighbors when it was discovered
that their school and associated land was severely
contaminated by a buried toxic waste dump
known as Love Canal. More recently, in the 1980s
and 1990s, Verna Courtemanche led a successful
fight against a toxic waste incinerator in Flint,
Michigan, and Cheryl Graunstadt’s efforts to fight
toxic waste in the playground of her children’s
school resulted in the closing of the facility in Livo-
nia, Michigan, in 1991.

To understand the connections between gender
and environment, it is important to keep in mind
that men’s and women’s social and environmental
roles differ from society to society. For example,
consider farming, a field of work that is deeply
connected to altering the physical landscape. In
North America, most farmers are men. Sub-Saha-
ran Africa stands in sharp contrast; women per-
form 60 to 80 percent of the agricultural labor
(along with the more usual women’s jobs), de-
pending on the country. In the United States, heavy
labor has traditionally been seen as an exclusively
male domain, although this perception and reality
are slowly changing. In most of Africa, Latin
America, and Asia, women’s daily lives consist of a
variety of physically demanding tasks such as
hauling water, collecting and carrying firewood
(fuel for heating and cooking), and vegetable gar-
dening (which provides essential foodstuffs). In
addition, they tend the house, cook food for the
family (sometimes carrying midday meals to men
and boys in the fields), and tend children. These
social arrangements are also referred to as the sex-
ual division of labor. The way the work needed to

keep the society functioning is divided among the
available work force depends on gender. Although
this is somewhat less the case in the United States
today, normally tasks are assigned to workers
based on their gender, along with a variety of other
factors, such as their skill and training. In the na-
tional environmental arena, for instance, we can
see that the heads of mainstream environmental
organizations are White men, whereas the unpaid
volunteers are typically more than 50 percent
women (Taylor 1997, 48).

The Question of the 
Connectedness of Women and Nature
Many persons would attribute women’s relation-
ship to the environment to women’s inherent con-
nectedness to nature, which drives them to protect
and love nature in a way that men do not. This
thinking contributes to situations in which, be-
cause of this supposed inherent relationship, soci-
ety simply expects protective behavior but neither
recognizes it as valuable nor rewards it. In other
words, while men are compensated and accorded
prestige for their labors, where this type of think-
ing prevails, women typically are not compensated
for their nature protection work, and they are crit-
icized if they fail to act in a protective manner.
Many researchers have disparaged this perspec-
tive, pointing out that it is rigid social structures
that provide women no choices that place them in
a regular, close, intimate relation with the environ-
ment rather than their innate nature.

India provides an instructive example with its
Chipko Movement. While many stories about the
origins of the movement are told, it seems that as
government authorized loggers to cut down the
forest (to make cricket bats), local women literally
wrapped themselves around the trees to prevent
this deforestation from occurring. The loggers were
reluctant to attack the women, and so the trees were
protected. Ultimately, the government supported
their position and withdrew permission to cut the
trees. Some observers would attribute these actions
to women’s love of the trees. Others point out that
as fuel gatherers whose very lives depended on the
use of wood, they were protecting not only the
trees, but their livelihoods and families.

Defining Gender Versus Sex
The term “gender” is deliberately chosen and used
here to refer to the kind of socially created roles
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described above (women as farmers, men as farm-
ers). “Sex,” on the other hand, focuses on an indi-
vidual’s biological make-up, and is, for the most
part, immutable. Sometimes people confuse the
two or believe that they are tightly and irrevocably
linked in theory and in practice. But, as we can see
in the farming example, what is normal for one sex
in one culture is normal for the other sex in a dif-
ferent culture. This helps to explain, by illustration,
the notion of social construction of male and fe-
male roles. Appropriate female and male behavior
is carefully culturally defined and taught begin-
ning with the first moments of life. In the United
States, choice of clothing colors for infants (pink
for girls, blue for boys) alerts onlookers, as well as,
ultimately, the children themselves, to their biolog-
ical designation as well as to what are considered
appropriate roles and behaviors. Psychological re-
search has found that an infant dressed in pink for
some subjects and blue for others is treated in dra-
matically different ways by those subjects (quiet
and gentle when the infant is in pink, and rough
and tumble if the infant is in blue). If particular
behaviors were sex-linked, we would see fewer dif-
ferences from place to place, but in the real world,
the spectrum of difference in the social behaviors
deemed appropriate for one sex or the other is vast
indeed. While social scientists hold a social-con-
struction perspective, it should be noted that some
biologists such as Edward Wilson argue that much
male and female behavior is biologically driven.

Different Roles Result in Differential 
Impacts from Environmental Degradation
Environmental degradation is not experienced the
same way by all people, to put it mildly. Rich peo-
ple, for example, most often live in areas that are
not contaminated by toxic materials. Studies done
beginning in the 1970s reveal that hazardous
waste dumps and toxic waste incinerators are al-
most always sited in neighborhoods and commu-
nities of low socioeconomic status (which are
often communities of color). Differences can also
be found in the effects that degradation has on
men and women owing to their separate gender
roles. In sub-Saharan African countries, women
are responsible for gathering firewood. It is a criti-
cal resource needed for cooking and heating. Gath-
ering and hauling it home is heavy physical labor.
That labor has significantly increased in recent
years as a result of deforestation. Because trees

close to homes have already been removed, women
often must now walk very long distances, some-
times more than ten kilometers each way, to find a
suitable resource. Gathering wood may now take
rural African women more than twelve hours per
week when it used to take one hour, and women’s
other tasks do not diminish. Thus, their work week
is significantly lengthened, or other important
tasks are left undone. In Bangladesh, it is esti-
mated that some women and children now spend
five hours per day gathering firewood as a result of
deforestation. Given the small number of calories
available for women’s consumption in typically
poor developing nations where fuel gathering oc-
curs, such enormous additional physical work bur-
dens cannot help but have a negative effect on
women’s health.

Water is another critical resource for which
women bear primary responsibility. Globally water
is diminishing both in quality and quantity. Iden-
tifying new safe sources has not kept pace with
population growth. In most developing countries,
women are managers and providers of water, an
essential resource for drinking, cooking, cleaning,
personal hygiene and sanitation, food cultivation,
livestock maintenance, and myriad other pur-
poses. In addition to securing sufficient quantities
of water, they must also concern themselves with
its quality. Availability of sufficient quantities of
safe water is particularly problematic in some de-
veloping countries, forcing women and children to
walk increased distances to meet family needs.
They haul up to twenty kilograms in containers
balanced on their heads or in cans strapped to
their backs. In some countries, women and chil-
dren spend up to eight hours per day in a quest for
water. Often the only available water is polluted,
giving them no choice but to use it. Water is taken
from streams, rivers, lakes, and wells, depending
on local resource configurations. Recently in
Bangladesh, mass arsenic poisoning was traced to
desperately needed, newly dug wells, giving people
an impossible choice. As drought spreads, climate
changes, and humans build dams and irrigation
systems redirecting major water sources, finding
enough water is a growing challenge. In some
countries such as India, governments are moving
to privatize water, raising the concern that access
for poor women and their families will be reduced.

Because they are in frequent and close contact
with water, women are more likely to suffer from
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problems caused by water pollution. According to
the United Nations’ International Research and
Training Institute for the Advancement of Women
(INSTRAW) Office, 80 percent of all sickness and
disease can be attributed to inadequate water and
sanitation facilities. Before the AIDS crisis, 50 per-
cent of hospital beds were occupied by persons
with waterborne diseases, and some 25,000 died
each day from those diseases. Approximately 6
million of the 18 million deaths annually from di-
arrheal diseases are among young children. In the
United States, since 1960 breast cancer rates have
increased from one in eight women to one in three
over a woman’s lifetime. The cause for this steep
incidence increase has not yet been ascertained,
but suspicions abound. Many activists and re-
searchers speculate that such a dramatic increase
can only be attributed to the significant and grow-
ing amounts of toxic chemicals in our built and
natural environments due to manufacturing,
transportation, mining, and agricultural produc-
tion. It is seen as one of the consequences of a de-
cline in overall environmental quality.

Some negative environmental impacts are
shared between women and men, but men also
confront specific consequences by virtue of their
different social roles and physiology. Cancer rates
track occupation. Occupational segregation, com-
mon in many United States job categories, places
one sex or the other at increased risk. Some jobs
with elevated cancer rates (farming, welding,
painting, working with asbestos, and fighting
fires) are primarily held by men, while hair-
dressers, usually women, have higher rates of blad-
der and salivary gland cancer. Recent European
studies revealing dramatic drops in male sperm
counts have caused alarm. Furthermore, the femi-
nizing of the males in certain non-human species
by chemicals that are endocrine disrupters is a
worrying trend. As one example, endosulphan, a
commonly used pesticide, has been shown to
cause rat testicles to shrivel. One wonders whether
these changes will be seen in male humans.

Seeking Solutions: The Role of
Gender in Environmental Science
Gender also plays a role in the process of seeking
solutions to environmental problems. Govern-
ments, research institutions, nongovernmental or-
ganizations, businesses, and citizens are striving
globally to reduce the abundant environmental

threats facing humanity. Many solutions rely upon
sound scientific knowledge derived from research.
While members of scientific disciplines profess
that science plays a neutral role and assert that sci-
entists are trained and serve as unbiased ob-
servers, they largely ignore the fact that scientists
are also human beings with perspectives and opin-
ions. Many scholars have pointed out and cri-
tiqued the fact that science professions are staffed
almost exclusively with White men. This cannot
help affecting the choice of questions researched
and approaches employed. In one famous exam-
ple, male mammologists conducted studies of
chimpanzees in their natural habitat. In their find-
ings, they discussed at length the aggressive and
warlike behavior of the male chimps. Subsequent
studies by female scientists revealed that a signifi-
cant component of the chimp society, not de-
scribed by their male colleagues, revolved around
cooperation between female troop members.
Thus, “neutral” and “unbiased” scientists had
missed a fundamental element of chimp social or-
ganization. Initially limiting the pool of scientists
to males resulted in creating a very limited under-
standing of the behavior of this species.

Failure to recognize the significance of gender
role differences can also be seen in the work of so-
cial scientists. As noted above, as key actors serv-
ing on international development program design
and implementation teams, they often failed to
take note of or to incorporate knowledge of men’s
and women’s different roles in projects aimed at
improving the environment. This failure has re-
sulted in projects not achieving their goals of envi-
ronmental conservation.An example from just one
environmental sector, water, will illustrate the
point. Before the 1977 United Nations Water Con-
ference, women’s role was not taken into account
by development planners at either the national or
local levels. In most, if not all, developing coun-
tries, women provide the water for household and
vegetable garden use. Development projects de-
signed to provide clean water within villages typi-
cally were designed to be used by male-sized
human beings and were hard for women to use.
The pump handles were too big and too high.
Water points were located in open, public areas,
making bathing difficult for women who required
privacy. Men were trained to repair the pumps, but
since they were not responsible for family water
supplies, they had little incentive to repair them
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when they broke down. Lack of sensitivity and
knowledge of gender roles in water management
meant many consequences. When the local pump
was in disrepair, women and children had to walk
several kilometers to secure water supplies, which
were often of unsanitary quality (Rodda 1991,
52–54).

It is probably accurate to say that at least some
of the most recent international development proj-
ects have taken the concerns of women into ac-
count, suggesting that awareness of the role of
gender in environmental concerns is growing,
even if much remains to be done.

Tracy Dobson

See also: Environmental Justice; Environmental
Movement in the United States and People of Color;
Environments of Children; Ethics: A Feminist
Perspective; Gender and Families; Gender Roles and
Society; Sex-Role Stereotypes
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Gender and Families
Gender refers to ways in which women and men are
expected to act as female or male in society. A
human ecological perspective recognizes how gen-
der affects all aspects of family life, such as rela-
tionship development and satisfaction, parent-
hood, caregiving, the division of paid and unpaid
work, and experiences of abuse. Because families
exist within larger environments such as local
neighborhoods, cities, states, and countries, they
are affected by the values, rules, policies, and pro-
grams arising from those surroundings. Gender is
one feature of those environments, created and sus-
tained through informal interactions and official
policies. For example, gender is constructed in the
workplace when men earn more money than
women for similar jobs and when supervisors ex-
pect male employees to put in longer work hours
than female employees because they believe that
careers should be more important to men than
women. These gendered assumptions and practices
in the workplace then affect behavior in families.

If a married father spends more time at work
because this is what he believes or has been told he
should be doing, he likely will spend less time with
his children or doing household tasks such as
making dinner. It also may seem logical to this
couple that the father should have stronger ties to
the workforce than his wife if he has the higher
earning potential of the two. As a result of these
factors, his wife will take on more responsibilities
at home (regardless of her employment status),
“doing gender” at home as well. A gender perspec-
tive therefore recognizes that gendered behavior
within families is linked to gendered patterns out-
side of families.

Gender differs from sex. Sex refers to biological
features of individuals such as hormones, chromo-
somes, and genitals, whereas gender refers to so-
cial aspects of behavior such as how women and
men are expected to act, think, and feel (Coltrane
1998, 7). People sometimes make assumptions
about families on the basis of sex rather than gen-
der. For example, it is often assumed that women
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are better than men at raising children because of
women’s biological capability to bear children.
This sex-based assumption ignores the influence
of social norms, observations of others, social in-
teractions, and individuals’ personal ideas, beliefs,
and preferences about parenting. A gender per-
spective acknowledges the role of society in creat-
ing differences between women and men rather
than assuming that differences develop from a bi-
ological basis (Walker 1999, 439). In addition, the
current view on gender focuses on gender as a
characteristic created or constructed in institu-
tions and interactions rather than as a static role
into which women and men are socialized from a
young age. The concept of gender role is problem-
atic because it views gender as unchangeable
(Walker 1999, 439). In addition, it ignores varia-
tions among women and men, the influence of the
larger societal context, and the way the creation of
gender results in inequities between women and
men (West and Zimmerman 1991, 16).

Because gender is constructed, the meaning of
how women and men should act has changed over
time, reflecting factors such as sociohistorical con-
text (Coltrane 1998, 7). After World War II, em-
ployed wives were under tremendous pressure to
leave their jobs so that returning soldiers could re-
sume their careers. Men’s employment was seen as
much more important than women’s employment
at that time. Toward the end of the twentieth cen-
tury, however, it had become more normative and
acceptable for American mothers of young chil-
dren to work. Fifty-one percent of mothers of new-
borns were in the work force in 1988, compared
with 31 percent in 1976 (Baber and Allen 1992,
176). Increased attention by some organizations to
family policies such as parental leave and on-site
child-care services has further supported these
changes. Yet in spite of these changes, traditional
ideas of gender still prevail. When there is an in-
creased demand for traditional work done in the
home (e.g., caring for a child with a disability),
women, rather than men, are under tremendous
pressure to do this work, regardless of their em-
ployment status (Walker 1999, 449).

Social norms about marriage and motherhood
further combine with gender to affect women’s and
men’s experiences in families. Marriage and moth-
erhood appear to increase women’s but not men’s
family labor (Walker 1999, 453). Family labor in-
cludes caring for children and other dependent

family members (e.g., elder care), in addition to
tasks such as cleaning and cooking.Women appear
to do more family labor in relationships that are
socially sanctioned. For example, they are more
likely to do more family labor in marriages than in
cohabiting relationships because the former is
more formally sanctioned than the latter. Gender is
more than just women doing more family labor,
however. Rather, for a woman to do it and for a man
to not do it is to reproduce what many people be-
lieve are essential characteristics about women
and men (West and Zimmerman 1991, 30). Thus
people “do gender,” and gender is reproduced.

Doing gender typically reproduces female sub-
ordination and male dominance (West and Zim-
merman 1991, 31). Nevertheless, because gender
is not fixed, it can be constructed in different
ways, and some researchers have begun to investi-
gate this possibility. Some heterosexual families
try to rewrite their gendered scripts, which is dif-
ficult in a world where gendered patterns of be-
havior are deeply internalized. These patterns in-
clude women being more responsible for
monitoring emotions and relationships in a fam-
ily, resolving conflict from a position of less
power, and maintaining their independence as
much as possible without threatening their hus-
bands’ status (Blaisure and Allen 1995, 6). When
people do not do gender in the expected way, they
can be judged to be immoral or incompetent as
women and men (Risman 1998, 6). Because this is
a powerful method of social control, family mem-
bers may find it easier to fit back into gendered
patterns despite other intentions. Nevertheless,
there is evidence of some people doing gender in
different ways.

One study of well-educated European Ameri-
can couples in feminist marriages revealed that
equality was achieved by various “acts of vigi-
lance” (Blaisure and Allen 1995, 10). Acts of vigi-
lance included public acts of equality, such as a
wife keeping her maiden name and both individu-
als monitoring their emotional and instrumental
contributions to the relationship. Another study
found that couples who developed egalitarian fam-
ily roles did so through various pathways (Risman
1998, 106). For example, some couples had egali-
tarian relationships as a result of previous unsatis-
fying relationships they did not want to replicate.
Other egalitarian relationships emerged due to ex-
ternal forces such as a disability or the loss of a job.
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Additional structural conditions such as women
with high levels of education and high income-
earning potential might be necessary prerequisites
for such families to exist (Risman 1998, 101). Gay
and lesbian couples also are less likely to organize
their lives in gendered ways because they do not
have the ease of creating gendered patterns of be-
havior on the basis of a person’s sex category. Re-
search has found that lesbian couples are more
likely to share housework since obviously one per-
son is not delegated to the housekeeper role on the
basis of her sex (Baber and Allen 1992, 207).

Gender is constructed in individual, interac-
tional, and structural ways to create environmen-
tal constraints and opportunities that usually ben-
efit men more than women. Gender does not,
however, affect families’ lives in isolation. More re-
search is beginning to explore how gender inter-
acts with other characteristics such as race, ethnic-
ity, sexual orientation, and social class to affect
diverse family experiences (Coltrane 1998, 8). For
example, unlike European American middle-class
women, working-class women and women of color
historically have had much stronger ties to the
workforce because of the necessity of their in-
comes to their families’ economic well-being.
Thus, their experiences as wives and partners may
be different from their European American mid-
dle-class counterparts. Current research also finds
that factors such as race and social class affect
women’s experiences of mothering (Walker 1999,
448). Since gender is constructed, these findings
are what one would expect, and they serve to make
more complete our understanding of all the factors
that create gender.

Áine M. Humble

See also: Contemporary Men’s Movement; Gay and
Lesbian Studies; Gender Roles and Society; Sex-Role
Stereotypes; Work and Families
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Gender Roles and Society
Gender roles are based on the different expecta-
tions that individuals, groups, and societies have of
individuals based on their sex and based on each
society’s values and beliefs about gender. Gender
roles are the product of the interactions between
individuals and their environments, and they give
individuals cues about what sort of behavior is be-
lieved to be appropriate for what sex. Appropriate
gender roles are defined according to a society’s
beliefs about differences between the sexes.

Understanding the term “gender roles” requires
an understanding of the term “gender.”“Gender” is
a social term that is often confused with the term
“sex.” Sex and gender are different concepts. Sex is
a biological concept, determined on the basis of
individuals’ primary sex characteristics. Gender,
on the other hand, refers to the meanings, values,
and characteristics that people ascribe to different
sexes. Ann Oakley (1972) was one the first social
scientists to distinguish the concept of gender
from the concept of sex. According to Oakley, gen-
der parallels the biological division of sex into
male and female, but it involves the division and
social valuation of masculinity and femininity. In
other words, gender is a concept that humans cre-
ate socially, through their interactions with one
another and their environments, yet it relies heav-
ily upon biological differences between males and
females. Because humans create the concept of
gender socially, gender is referred to as a social
construction. The social construction of gender is
demonstrated by the fact that individuals, groups,
and societies ascribe particular traits, statuses, or
values to individuals purely because of their sex,
yet these ascriptions differ across societies and
cultures, and over time within the same society.
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Gender roles are the roles that men and women
are expected to occupy based on their sex. Tradi-
tionally, many Western societies have believed that
women are more nurturing than men. Therefore,
the traditional view of the feminine gender role
prescribes that women should behave in ways that
are nurturing. One way that a woman might engage
in the traditional feminine gender role would be to
nurture her family by working full-time within the
home rather than taking employment outside of
the home. Men, on the other hand, are presumed by
traditional views of gender roles to be leaders. The
traditional view of the masculine gender role,
therefore, suggests that men should be the heads of
their households by providing financially for the
family and making important family decisions.
While these views remain dominant in many
spheres of society, alternative perspectives on tra-
ditional beliefs about gender roles have gained in-
creasing support in the twenty-first century.

Different disciplines offer a range of perspec-
tives on gender roles. An ecological perspective on
gender roles suggests that gender roles are created
by the interactions between individuals, commu-
nities, and their environments. That is, while indi-
vidual people play a role in constructing gender
roles, so too do the physical and social environ-
ments within which people operate. A biological
perspective on gender roles suggests that women
have a natural affinity toward the feminine gender
role and that men have a natural affinity toward
the masculine gender role. The biological perspec-
tive does not, however, suggest that one role holds
any inherently greater value than another role. A
sociological perspective toward gender roles sug-
gests that masculine and feminine roles are
learned and that masculine and feminine gender
roles are not necessarily connected to males’ and
females’ biological traits. Sociologists study the
different meanings and values that masculine and
feminine gender roles hold in society. Related to
the sociological perspective, a feminist perspective
on gender roles might assert that because gender
roles are learned, they can also be unlearned, and
that new and different roles can be created.

The feminist perspective points out that gender
roles are not simply ideas about appropriate be-
havior for males and females but are also linked to
the different levels of power that males and fe-
males hold in society. For example, maintaining
economic control over themselves and their fami-

lies is one way that men experience greater power
in society than women. Because men are expected
to be the primary breadwinners for their families,
women often find themselves to be in poverty if
their marriages dissolve. In this example, a femi-
nist perspective would assert that men tend to
hold more power in their marriages than women
since men are less likely to lose power or social sta-
tus if their marriages dissolve.

Gender roles can be linked to expectations of
males and females in realms outside of the family
as well, such as work (Williams 1995). In the work-
place, men and women are often expected to per-
form different tasks and occupy different roles
based on their sex (Kanter 1977). Even in the early
twenty-first century, many corporations operate
from a perspective that favors traditional beliefs
about gender roles by, for example, offering
parental leave benefits only to mothers and deny-
ing such benefits to fathers. In addition, because
the traditional perspective toward gender roles re-
mains predominant in many corporations, the po-
sitions that women and men hold within corpora-
tions are often segregated by sex. Women are more
likely to be expected to work as secretaries, and
men are more likely to be expected to work as
managers and executives. Also, men are presumed
to be more ambitious and task-oriented in their
work, while women are presumed to be more in-
terested in and concerned about their relation-
ships with others at work.

As these examples demonstrate, gender roles
are sometimes created on the basis of stereotypes
about gender. Gender stereotypes are oversimpli-
fied understandings of males and females and the
differences between them. Individuals sometimes
base their perceptions about appropriate gender
roles upon gender stereotypes. Gender stereotypes
tend to include exaggerated or erroneous asser-
tions about the nature of males and females. For
example, a common gender stereotype about
males is that they are not emotional. Females, on
the other hand, are commonly stereotyped as
being irrational or overly emotional. Political
movements such as the feminist movement con-
tinue to work to deconstruct gender stereotypes
and offer alternative visions of gender roles that
emphasize equality between women and men.

Finally, gender roles are often discussed in
terms of an individual’s gender role orientation,
which is typically described as either traditional or

Gender Roles and Society 337



nontraditional. A traditional gender role orienta-
tion emphasizes differences between men and
women and assumes that each sex has a natural
affinity to particular behaviors. Those who main-
tain a traditional gender role orientation are likely
to be influenced by the rules and rituals of the gen-
erations that came before them, by their parents
and grandparents. Individuals with nontraditional
gender role orientations are more likely to believe
that an individual’s behavior is not or should not be
determined solely by her sex. Individuals with non-
traditional gender role orientations are more likely
to believe in the value of egalitarian relationships
between men and women and in the power of indi-
vidual human beings to determine what roles they
wish to occupy and the extent to which those roles
are or should be associated with their sex.

Amy Blackstone

See also: Contemporary Men’s Movement; Gay and
Lesbian Studies; Gender and Families; Sex-Role
Stereotypes; Sexual Identity Development; Work and
Families
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Gesell, Arnold Lucius
Arnold Lucius Gesell, a noted American psycholo-
gist and pediatrician, was born on June 21, 1880, in
Alama, Wisconsin, and died on May 29, 1961, in
New Haven, Connecticut. Gesell studied, through
the use of observation and innovative recording on
film, the physical and mental development of chil-
dren from birth to adolescence. His books influ-

enced child rearing enormously in the United
States, particularly in the 1940s and 1950s. He was
the director of the Clinic of Child Development at
Yale University (1911–1948), where he and his
team collected a vast quantity of information and
data on child development. The information he
published had a huge influence on both parents
and educators around the globe.

Gesell first studied psychology at Clark Univer-
sity, and was influenced by one of the earliest
American psychologists, G. Stanley Hall (1844–
1924). He received his Ph.D. in 1911, was ap-
pointed an assistant professor at Yale University,
where he established the Clinic of Child Develop-
ment, and served as the clinic’s director between
1911 and 1948. He became convinced that medical
training was essential in his studies of child devel-
opment, therefore studied medicine and received
his M.D. from Yale in 1915. Gesell’s team studied
large numbers of children (about 12,000), which
led them to several conclusions, known collectively
as Gesell’s maturational theory. The findings of the
research demonstrated that all development in ba-
bies, children, and adolescents was similar and
consisted of orderly processes. Children must
reach quite specific maturational stages in their
development before their learning will influence
their behavior. Both physical and psychological de-
velopment of children occurs in a predictable and
patterned manner, which was termed maturation.
Maturation follows specific sequences (not neces-
sarily linear). All children will go through these
stages at their own pace, but the sequences remain
the same. Behavior was regarded as a function of
structure, whereas the role of the environment was
viewed as a secondary influence.

Gesell was also very interested in retarded de-
velopment, as he believed an understanding of
normal child development was absolutely essential
to understanding developmental abnormality. The
results of the research were published as Infancy
and Human Growth (1928) and contained devel-
opmental schedules, using 195 items of behavior
in the areas of motor skills, adaptive behavior, lan-
guage development, and self-help and social skills.
Ten years later, the schedules were revised and
were used widely to evaluate children as early as
four weeks of age. The schedules and tests were
widely used to determine school readiness. There
was criticism of the schedules by some experts,
but Gesell’s influence had become substantial. His
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advice to parents and caregivers can be summed
up: The best approach to child rearing consists of
providing careful guidance, rather than using ex-
cessive permissiveness or rigid rules.

Gesell published a large number comprehen-
sive works; many of these were best-sellers. Key
publications were An Atlas of Infant Behavior
(1934); The First Five Years of Life (1940); Infant
and Child in the Culture of Today (1943) and The
Child from Five to Ten (1946), both with Frances L.
Ilg and Louise Bates Ames; and Youth: The Years
from Ten to Sixteen (1956).

Gesell’s influence on pediatricians and psychol-
ogists and educators of his day was enormous, and
his influence only began to wane when the works
of Jerome S. Bruner and Jean Piaget became
prominent. At that time Gesell was also criticized
for basing many of his conclusions on observa-
tions of children of White middle-class families.
The critics suggested that not enough attention
had been paid to individual and cultural differ-
ences.

Child development research and theoretical
concepts shifted to consider the balance between
internal child characteristics and the influences of
the quality of the environment, including health
and nutrition, on a child’s well-being, which shape
physical, mental, spiritual, moral, and social devel-
opment. This ecological approach focuses on the
quality of the relationships with people and of the
environments the child experiences. Children’s in-
teractions within their homes and communities
have come to be seen as having an equal impact on
their physical development and maturation. De-
spite the development of the view that a child is at
the core of human and natural systems that shape
development, which has been called “the ecology
of child development” (Bronfenbrenner 1978), the
importance of Gesell’s role as a pioneer in develop-
ing advances in observing and measuring child
behavior remains undiminished.

Until his death, Gesell served as a consultant for
the Gesell Institute of Child Development in New
Haven, Connecticut.

Michael G. Ahrens
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Grandparents Rearing Grandchildren
Since 1990, there has been a sudden and rapid in-
crease in the number and proportion of U.S.
grandparents with primary responsibility for the
care of their grandchildren. Media and political at-
tention to this phenomenon, policy and program-
matic response to the newly defined constituency,
and academic research on the topic have also in-
creased rapidly. The complexity of the phenome-
non, and its connection to a wide array of more
traditional research topics, make the phenomenon
of grandparents rearing grandchildren a rich
arena for further academic research.

Household Demographics
A large number of U.S. grandparents have primary
responsibility for care of their grandchildren. Over
5.5 million United State grandparents had their
own grandchildren under 18 years of age living in
their households at the last census (U. S. Census
Bureau 2000). Of these grandparents, 42 percent
had primary responsibility for care of the grand-
children who lived with them (U.S. Census Bureau
2000). In 1997, 2.5 percent of U.S. households were
headed by grandparents caring for grandchildren
with no biological parents of the children present
in the home (Casper and Bryson 1998). Over 5 per-
cent of U.S. grandparents provided custodial care
to their grandchildren at some time during the
1990s. (Fuller-Thompson and Minkler 2001).

The proportion of U.S. children being reared by
grandparents increased suddenly and substan-
tially during the 1990s. Between 1970 and 1997,
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the proportion of U.S. children living in house-
holds headed by their grandparents rose from 3.2
percent to 5.5 percent. During that same period,
the greatest component of the increase (from 1.8
percent to 3.7 percent of children) was in house-
holds that also included one or both biological
parents of the grandchildren (Casper and Bryson
1998). But from 1990 to 1997, the proportion of
U.S. children living in households headed by their
grandparents, but with no biological parent pres-
ent, rose from 1.4 percent to 1.8 percent—after
changing negligibly from 1970 to 1990 (Casper
and Bryson 1998).

Many broad demographic characteristics of
grandparents rearing grandchildren resemble
Americans  with grandchildren under 18. Most are
married—73 percent in 2000 (U.S. Census Bureau
2000). Women are more commonly the care-
givers—62 percent overall in 2000 (U.S. Census
Bureau 2000), and if only one grandparent is doing
the rearing, it is almost always the grandmother
(Casper and Bryson 1998). More than 80 percent
are above the poverty level (U.S. Census Bureau
2000). Most are between the ages of 45 and 60, and

the mean age is under 60 (Fuller-Thompson and
Minkler 2001). Most are employed: In 2000, 55
percent were in the labor force (U.S. Census Bureau
2000).

Analysis of key demographic trends related to
grandparent-headed households will be fruitful
areas for future research. Three of those trends will
be particularly important.

The first is trends in care for all children not liv-
ing with a biological parent. It is not clear how
much the increase in custodial grandparenting re-
flects a rising proportion of children not living
with biological parents, and how much it reflects a
shift in the proportion of those children living
with their grandparents. A definitive comparison
is needed of the trend in custodial grandparenting
with trends in total children not living with their
biological parents, and to specific components of
that total (adoption outside the family, foster care
outside the family, homelessness, independent liv-
ing, and institutional care).

The second is the decreasing size and increas-
ing geographic dispersion of U.S. families. Large
extended families whose members live close to
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each other can provide significant social re-
sources to a parent with diminished capacity or
willingness to care for children, and to children
whose parents are neglectful, abusive, or im-
paired. Those resources include respite for parents
and children alike, and several alternatives for
kinship care if children are no longer cared for by
their biological parents. Decreasing family size
and increasing geographic dispersion are reduc-
ing the average availability of those social re-
sources per nuclear family.Analysis is needed that
examines the impact of that change on the pro-
portion of grandparents rearing grandchildren—
through more removals of children from their
parents’ custody, through reduced alternatives to
grandparents for kinship care, and through other
less direct effects.

The third is the decreasing ratio of children to
living grandparents with their own households.
Declining fertility rates have reduced the ratio of
grandchildren to grandparents. Increasing life
span has increased the average number of chil-
dren’s living grandparents. More years of healthy
life and greater wealth and income among older
generations have made grandparent-maintained
households more common. Statistically, therefore,
there is more opportunity for a grandchild to be
cared for by grandparents. At the same time, more
grandchildren provide a grandparent with more
statistical opportunity to become a grandchild’s
caregiver. This greater statistical opportunity is re-
flected in data: Custodial grandparenting is more
likely the more grandchildren grandparents have
(Fuller-Thompson and Minkler 2001). Analysis is
needed that teases out the relative effects of these
opposing statistical processes, and explains how
mediating family and social processes lead to
those effects.

Circumstances
The general description, grandparents rearing
grandchildren, refers to situations that vary signif-
icantly on many dimensions.When comparing any
two grandparent-headed families, one finds that
the differences are often more numerous than the
similarities.

One dimension is the legal status of the custody
grandparents have. Some have physical care and
control, but no legal custody. Many have temporary
guardianship that must be renewed periodically.
Some become foster parents. When the parental

rights of the biological parents are relinquished or
terminated, grandparents may obtain permanent
guardianship, or may adopt their grandchildren.
“The legal status obtained depends on whether the
biological parents are struggling to maintain/re-
gain custody, whether the grandparents hope to re-
turn the grandchildren to one or both biological
parents at some later time, the relative financial
and legal advantages of a particular status to the
grandparents in the state in which they reside, and
the legal and procedural barriers related to obtain-
ing different statuses.”

Another dimension is the role of biological par-
ents in the grandchild’s life—or roles, since they
usually differ for the mother and the father. One or
both parents may be competing with the grand-
parents for custody. The parents may be present in
the child’s life—from one extreme in which the
parents are living with the grandparents them-
selves to the other extreme in which they have only
occasional irregular contact with the child. The
grandparents may simply be providing care during
a particularly difficult period of the parents’ lives,
or they may be maintaining custody in the family
with the hope of returning the grandchildren to
one or both parents at a later time. Or the parents
may be completely absent from the life of the
grandchildren.

Household composition is extremely variable.
Most analyses that consider this dimension distin-
guish households according to whether one or
both grandparents are present, and whether a bio-
logical parent is present. But many households
have a step-grandparent, or a live-in partner of a
biological grandparent. Some households contain
great-grandparents, who may help with care of the
grandchildren or may need care themselves from
the grandparents—or both. Some households
have juvenile or disabled aunts or uncles of the
grandchildren still living at home. Some house-
holds contain aunts, uncles, or grown siblings of
the grandparents.And a few households have more
distant relatives or non-relatives (such as friends
or boarders) in them.

The duration and permanency of significant
caregiving is highly variable. In some cases, it be-
gins in infancy; in others, not until late adoles-
cence. It may endure until the grandchildren reach
adulthood, or it may be temporary until family cir-
cumstances change. In some cases, custody is
never in question. In other cases, the grandparents
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may struggle for custody and perhaps lose custody
to one or both parents after a time (or, rarely, to the
child welfare system). Periods of full-time caregiv-
ing may be intermittent, especially if legal custody
is never granted.

Grandparents who rear grandchildren vary
dramatically in their ages. Most, at any one time,
are under the age of 60, but ages vary from the 30s
to the 80s. Most custodial grandparents take on
that role before the age of 55, but there are no data
on the distribution of age at which custodial
grandparents no longer have legal responsibility
for their grandchildren.

The situations that lead to grandparents rear-
ing grandchildren also vary significantly. Some-
times increasingly frequent child care becomes
full-time child care. Sometimes a presumably tem-
porary caregiving arrangement, to accommodate
changes in the biological parents’ lives, becomes
permanent. Sometimes grandparents arrange to
care periodically for their grandchildren to pro-
vide them respite from a difficult home environ-
ment, and eventually decide (or are asked) to take
formal legal custody. Sometimes grandparents ob-
tain custody after children have first been placed
with some other member of the family, or with a
foster family outside the family, or in an institu-
tion. The stories of many grandparents rearing
grandchildren include the sudden, unexpected
telephone call (sometimes from another state) de-
manding immediate decision on grandparental
custody versus placement of the grandchildren
outside the family due to removal of custody from
biological parents. And of course some grandpar-
ents face situations where the biological parents
die or are incapacitated.

Examination of these variations, their social
etiologies, and the differential results associated
with them will provide rich research opportuni-
ties. One basic type of research needed is basic de-
scriptions of the situations of custodial grandpar-
ents. Studies of families (as contrasted with
secondary data analysis) have typically focused on
what are called skipped-generation households—
those in which the biological parents play little or
no caregiving role. (See, for example, Burton 1992;
Dressel and Barnhill 1994.) Much descriptive work
remains to be done on custodial grandparents in
other situations.

Another basic type of research needed is docu-
mentation of the relative frequencies of categories

in the dimensions listed above. With the exception
of current age, nationwide data on the relative fre-
quency of categories remain to be developed for all
the dimensions listed above. Much additional re-
search is also needed on the various precursors of
custodial grandparenting. Investigation of family
dynamics, effects of public policies, and other so-
cial variables has barely begun (see next section).
Investigation of pathways leading to different
types of custodial grandparenting situations has
not yet begun.

Investigation of outcomes for grandparents and
grandchildren has barely begun for the custodial
grandparents in general, as well as for a narrow set
of categories of custodial grandparents (see sec-
ond section following). Preliminary investigation
of differential outcomes remains to be done for
most categories; thorough investigation of differ-
ential outcomes remains to be done for all cate-
gories.

Causes
Research to date has focused on proximate causes.
Research on custodial grandparents has docu-
mented a list of family and personal dysfunctions
associated with skipped-generation families: sub-
stance abuse, teen pregnancy, divorce, single-par-
ent households, mental and physical illness, crim-
inal behavior and incarceration, and child abuse
and neglect. (See, for example, Minkler 1998.)

Placing proximate causes in family and cultural
context will be a rich mine for future research op-
portunities. A handful of examples will show the
variety of research opportunity.

First, historically African American grandpar-
ents have played a relatively large custodial role in
their grandchildren’s lives (Sudarkasa 1981; Wil-
son 1989). This historical role is reflected in higher
current custodial grandparenting rates among
African Americans than among European Ameri-
cans (Fuller-Thompson, Minkler, and Driver 1997;
Szinovacz 1998). Future research can examine the
family dynamics that have maintained the overall
historical role and the specific changes in that role
that have accompanied changes in the larger social
context.

Second, kinship care generally, including custo-
dial grandparenting, has been more common
among Hispanic families than among European
American families (Harden, Clark, and Maguire
1997). Future research can explore how this tradi-
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tional difference continues and changes, as spe-
cific Hispanic ethnic groups and families become
more integrated into the larger U.S. society and
economy. Results will provide insight into the rela-
tive importance of culture, of socioeconomic con-
ditions, and of policy on the occurrence of custo-
dial grandparenting.

Third, research on custodial grandparenting in
other ethnic groups (Arab Americans, Asian
Americans, recent African immigrants, Native
Americans, and the many different nationalities
and specific cultures contained in those general
categories) has been very limited to date. Compar-
ative research will provide insight into the range of
variations that public policy, child welfare agen-
cies, and support programs must address; it will
also provide additional insight into the effects of
American society on family dynamics of families
of from different cultures.

Finally, Valerie King and Glen Elder (1995,
1997) have explored how past and current inter-
generational relations in a family specifically affect
current grandparent-grandchild relationships.
Their findings are integrally related to the etiology
of custodial grandparenting in particular families,
and research linking these two topics could be es-
pecially fruitful.

The effects of changing child welfare policies
remain to be carefully explored. As mentioned
above, many custodial grandparents received a
phone call that suddenly required them to choose
between taking on the care of their grandchildren
or allowing them be placed with strangers in the
foster care system. During recent decades, there
has been a decreasing threshold of official toler-
ance for unhealthy physical and emotional condi-
tions of child rearing, a greater public willingness
to report such conditions, and an increasing effort
to recruit extended family as caregivers when chil-
dren are removed from the care of their biological
parents. These policies have been noted, but their
effects on custodial grandparents barely exam-
ined, and not yet carefully analyzed. Differences
among the fifty states in child welfare laws, poli-
cies, and enforcement, and in the availability of
supportive programs and services, provide a
wealth of potential data. Those data can be used to
examine the differential effects of specific policies
and services, and combinations of them, on rates
of custodial grandparenting and on decisions of
individual grandparents.

Grandparents’ decision-making processes re-
main to be examined carefully. Studies that explore
in some detail the ways custodial grandparents
have come to their decision to take on the care of
their grandchildren (Climo, Terry, and Lay 2002;
Gibson 2002) have involved small samples. Studies
that test their findings with larger samples, and
with samples from different ethnic groups, are po-
tential next research steps. Studies that compare
custodial grandparents with grandparents in sim-
ilar circumstances who chose not to rear their
grandchildren also remain to be done. Such stud-
ies are essential to understanding custodial grand-
parents’ decisions.

Finally, comparative studies with biologically
intact families remain to be done. The cited proxi-
mate causes of custodial grandparenting occur in
other families, in which one or both biological par-
ents continue as their children’s primary care-
givers. Studies comparing such families to families
of custodial grandparents will provide insight into
the way individual, family, cultural, and societal
level processes interact on the way to custodial
outcomes.

Grandparent and Grandchild Outcomes
Research has generally reported poor outcomes
for custodial grandparent and grandchild alike.
Several studies have documented high rates of
physical symptoms and illness among grandchil-
dren reared by grandparents. (See, for example,
Dowdell 1995; Minkler and Roe 1996.) Studies
have also reported relatively poor self-reported
health and high rates of depression among custo-
dial grandparents. Results from earlier small-
scale studies have been validated, in the case of
depression, by the finding by Esme Fuller-
Thompson, Meredith Minkler, and Diane Driver’s
finding that clinical depression occurs twice as
often among custodial grandparents as it does in
grandparents not providing custodial care to
grandchildren (1997).

Several analyses have also reported dispropor-
tionately high rates of poverty among custodial
grandparents. Lynne Casper and Kenneth Bryson
(1998) demonstrated, however, that poverty is
concentrated in families where grandmothers are
rearing grandchildren with no grandfather and no
parents present in the household. Other categories
of households had much lower rates of poverty. In
custodial grandparent households with both
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grandparents present and no parents present, the
rate of poverty was lower than for parent-headed
households; although, at the same time, absence of
health insurance was more common in this cate-
gory than in all other household categories they
examined.

Research opportunities lie in exploring how
these outcomes develop. Studies to date have ei-
ther not been comparative, or have compared con-
ditions at one point in time only. Comparative lon-
gitudinal studies are a needed next step. It
remains to be discovered to what extent poor out-
comes simply reflect the already well-known cor-
relation between such outcomes and unstable
family situations, and to what extent (and how)
they may directly result from custodial grandpar-
enting (or specific categories of it). It also remains
to be discovered how well circumstances prior to
the custodial grandparenting decision predict
outcomes for health and wealth, and how the ef-
fects of those prior circumstances compare to
(and interact with) the direct effects of custodial
grandparenting.

Also, grandparent and grandchild outcomes for
custodial grandparent families are routinely com-
pared to those for the general population, or
among categories of custodial grandparent fami-
lies. But custodial grandparenting occurs when bi-
ological parents cannot parent, will not parent, or
are legally prohibited from parenting. Appropriate
comparisons, very much needed, would contrast
outcomes for custodial grandparent families with
outcomes when other arrangements are made for
the grandchildren.

In research on outcomes, a potentially reward-
ing approach is to treat custodial grandparents’ re-
ported experience as one set of variables alongside
other more objective variables. People in situations
judged equivalent by researchers typically report
quite different experiences. And people in situa-
tions that appear quite different may have the
same emotional reactions. Jacob Climo, Patterson
Terry, and Kim Lay (2002) reported a framework
for categorizing custodial grandparents’ emotional
experience that helped explain much of the stress
described by the grandparents they studied. What
seems clear is that the information just is not there
yet to allow helping professionals to advise fami-
lies when decisions have to be made about
whether grandparents should be the ones to care
for grandchildren. In fact, it would be unfortunate

if the limited research done so far were allowed to
influence these decisions.

Patterson Terry
Jacob Climo

See also: Adoption; Child Abuse; Family Diversity;
Foster Care
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Hall, G. Stanley
Granville Stanley Hall (1844–1924) is most well
known for his seminal work, Adolescence (1904),
in which he advanced the idea that adolescence
was a separate and important period of the life
span. The emphasis of Hall’s work and writing was
on the biogenesis of the developing adolescent
with respect to the reciprocal impact of peers,
families, schools, societies, and historical time on
individual adaptation and achievement. In addi-
tion to laying the foundation of adolescent science,
Hall’s work also inspired movement toward a psy-
chology that takes into account the interrrelations
between individual development and social set-
tings. Hall’s orientation to the field of psychology
was inherently developmental and applied, mak-
ing him an important precursor of the field of
human ecology.

Hall is considered the father of American psy-
chology. His myriad contributions to the field
earned him this title: Hall received the first Ph.D. in
psychology in America (1878) from Harvard Uni-
versity; established the first psychology journal, the
American Journal of Psychology (1887), in addition
to Pedagogical Seminary (1891), the Journal of Re-
ligious Psychology and Education (1904), and the
Journal of Applied Psychology (1917); founded the
American Psychological Association (1891); and
served as the first president of both the American
Psychological Association and Clark University.

The framework for Hall’s conceptualization of
life span development was influenced by Charles
Darwin’s theory of evolution and Ernst Haeckel’s
interpretation of embryonic recapitulation. Hall’s

interpretation of Darwin was based on the theory
of biogenesis, the theory that individual develop-
ment mirrors (in compressed form) the develop-
ment of the species, thus suggesting that the
beastlike qualities of children resemble prehis-
toric man and that adolescence resembles the
transformation of primitive man that resulted in
modern man, or, in the individual, in mature,
adultlike behavior.

Hall was the first to suggest that adolescence
was a unique period of the life span, proposing
that childhood was an extension of embryonic de-
velopment, and that adolescence marked a transi-
tion period between primitive development, child-
hood, and human development, adulthood.
Although Hall’s interpretation of evolutionary the-
ory has been subject to debate (see Lerner 2002),
he successfully established adolescence as a dis-
tinct period of the life span characterized by both
continuity of development and unique develop-
mental characteristics.

While Hall was generally concerned with
human development, he was specifically focused
on the biogenesis of adolescence, or the emergence
of and relationship between genetically deter-
mined physiological changes and adolescent devel-
opment. Hall authored the first text on adolescence,
which was a two-volume work appropriately enti-
tled Adolescence. Borrowing the name from a
movement in German literature, Hall described
adolescence, lasting from puberty to full adult sta-
tus, as a period of Sturm und Drang, or storm and
stress (see Muuss 1982). Hall chose this character-
ization of adolescence because he believed that
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during this stage, individuals vacillate within a
wide emotional range. This emotional volatility
translates into a wide range of behavior—from be-
havior that is infused with energy and enthusiasm
to behavior that is marked by apathy, indifference,
and lethargy. Thus he saw the adolescent as likely to
be in a constant state of turmoil, resulting in un-
predictable behavior and relations with others.

Hall’s work on adolescence earned him the title
“Father of Adolescence.” Despite his interest in the
second decade of life, Hall’s wide range of publica-
tions demonstrated his dedication to persons both
young and old. His life span interests are under-
scored by publications such as The Contents of
Children’s Minds Upon Entering School (1883) and
Senescence: The Last Half of Life (1922). Until Hall’s
death he remained dedicated to the advancement
of psychology as a science.

In tribute to Hall’s contributions to the fields of
psychology and education, the G. Stanley Hall lec-
ture series was established at Clark University in
1980 as an annual forum for renowned experts to
lecture on the latest information in their field. Hall’s
life work is archived at the Robert H. Goddard Li-
brary, Clark University, Worcester, Massachusetts.

Jennifer L. Tanner
Amy E. Alberts
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Head Start
Head Start is an early childhood development pro-
gram for low-income families whose programs
and emphases reflect an ecological approach to de-
velopment of the whole child, an approach that in-
volves meeting children’s educational, health, and
social services needs, and including the children’s
families in the program. The Head Start program
was founded in 1965 to provide poor children, ages
3 to 5, with the same kind of opportunities as mid-
dle-class children. Run by the Administration for
Children and Families in the Department of Health
and Human Services, Head Start is a center-based
preschool that usually offers a half-day preschool
during the school year. It is funded at $6.2 billion in
fiscal year 2001 and is estimated to serve 916,000
children and their families during that time pe-
riod. The program awards grants to public and pri-
vate agencies, but each community is generally ex-
pected to contribute 20 percent of the total cost of
its Head Start program (U.S. Department of Health
and Human Services 2001).

Head Start is America’s oldest and largest early
intervention program. The program was founded
in the 1960s as a part of the War on Poverty that
was launched by the administration of President
Lyndon Johnson. A committee of fourteen experts
formed a plan for the formation of Head Start. The
committee identified six components that the pro-
gram should consist of: early childhood education,
health screening and referrals, mental health serv-
ices, nutrition education and hot meals, social
services for the child and the family, and parent in-
volvement. The aim is to provide comprehensive,
high-quality services to improve physical and
mental health, cognitive skills, social and emo-
tional development, relationships with family and
others, social responsibility, and a sense of dignity
and self-worth for both the child and the family
(Zigler and Styfco 1996). The diverse backgrounds
of the founders of the program—education, child
development, mental health, and pediatrics—con-
tributed to creating the whole-child approach that
Head Start has taken. In spite of this ecological
emphasis, Head Start was, and still is, portrayed
publicly and politically as a program aimed at in-
creasing the IQ and school readiness of economi-
cally disadvantaged children (Vinovskis 1999).

Initially, Head Start was designed as only one of
many means to combat poverty, but expectations
grew extremely high as the program gathered pub-
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lic and political support; it was believed to reverse
the developmental trajectory of the lives of poor
children single-handedly. However, a study by the
Westinghouse Learning Corporation evaluating
the Head Start program was published in 1969. It
found that gains in IQ scores of children that par-
ticipated in the program were small and that such
gains faded in the early grades of school. Despite
the fact that the study was methodologically
flawed, despite the fact that it found some noncog-
nitive benefits of the program, support for Head
Start decreased considerably following the release
of the report; enrollments dropped dramatically,
and throughout the 1970s and 1980s there were no
funding increases for Head Start. As more studies
have failed to find beneficial effects of Head Start
on children’s IQ scores, opponents of the program
argue that it offers nothing more than low-quality
child care. They argue that the money that is used
for Head Start would be better spent by offering
vouchers to poor families to use for schools of
their own choice (Scarr 1998).

Supporters of the program have pointed out
that the gains achieved by Head Start can be ex-
pected to fade when children are placed in poor

schools after their Head Start experience. Al-
though they insist that Head Start has positive ef-
fects on children’s development, they admit that
the program is not yielding the results it could be.
But criticism and loss in support have made advo-
cates of the program focus on how to improve the
services of Head Start, especially on how to ensure
that the program is providing high-quality serv-
ices. Proponents of the program point to evalua-
tions of intensive and extended intervention pro-
grams that have yielded positive effects on
educational and social development of economi-
cally disadvantaged children. They argue that if
Head Start invests considerably and consistently in
high-quality services, and aims at serving all eligi-
ble children, it will succeed as an effective inter-
vention program (Ramey 1999).

Advocates of Head Start emphasize that the
program was never designed to ensure that poor
children could overcome all of the obstacles of
poverty, and that no intervention program can
achieve such a goal. This is especially true today, as
poverty represents a much more serious problem
than it did when the program was designed in
1965. Single parenthood, crime, and drug abuse
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plague many more poor families now than was the
case over three decades ago. Many supporters of
Head Start argue that the program must be
adapted to the new reality that low-income chil-
dren and their families face, for example, by offer-
ing more services to the whole family.

Following the debate over the effects of the
Head Start program, various changes have been
made to it. The recent emphasis that has been
placed on ensuring the quality of the services is re-
flected in the Program Performance Standards in-
cluded in Head Start’s 1994 reauthorization legis-
lation. The standards define services that Head
Start Programs must provide to the children and
families they serve in order to receive federal fund-
ing. These standards are aimed at improving the
quality of the staff, the management of the pro-
grams, and the facilities. The Early Head Start Pro-
gram that was launched in 1995 has also expanded
services. Early Head Start provides services simi-
lar to those offered by Head Start to low-income
pregnant women and to poor families with chil-
dren under the age of 3. It aims to provide high
quality child and family development services to
promote healthy development of the children and
their families.

Steinunn Gestsdottir

See also: Attachment; Childcare: Issues for Infants and
Children; Early Childhood Education; National
Association for the Education of Young Children
(NAEYC); Public Policy and Early Childhood
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Healthy Indoor Air
In the United States, a typical person spends about
90 percent of his time indoors. Thus, health, com-
fort, and well-being are strongly influenced by the
complex issue of the quality of indoor air. A build-
ing may have a wide variety of air pollutants re-
sulting from the products used to construct and
furnish the building, as well as from the activities
of the occupants. The heating and cooling systems
of a building can contribute pollutants. Other pol-
lutants may enter from the external environment.
Building conditions, such as temperature and hu-
midity, influence the production of pollutants. The
concentration of pollutants in a building is di-
rectly related to the ventilation of the structure. Fi-
nally, any of these factors may vary dramatically
over time.

In recent years, the importance of indoor air
quality has gained greater public awareness. As
our society puts increasing emphasis on environ-
mental issues, we become more concerned about
the effects of hazardous products and pollution in
our buildings, and especially our homes. Attention
to good health and understanding the role of the
built environment in supporting healthy lifestyles
are issues gaining prominence.

If we spend most of our time inside buildings,
about half of that time is spent in our homes. In-
door air quality in the privacy of a home is a very
different issue than in a public space. Laws and
regulations are often used to control and improve
the quality of air in public spaces. Yet, our home is
generally regarded as a private space we control—
our home is our castle. The quality of residential
indoor air, and its impact on health and safety, is
largely up to the individual.

Identifying Indoor Air Quality Problems
Indoor air quality problems are not always obvi-
ous. Some pollutants can be smelled or seen, while
others are odorless or invisible. Poor air quality
may simply be annoying or unpleasant, or it may
lead to serious health problems. Irritated eyes and
noses, headaches, dizziness, tiredness, asthma,
viral infections, and respiratory diseases may re-
sult from indoor air pollutants. Serious effects of
poor indoor air quality, such as lung cancer, may
take years to develop. People react differently to air
pollutants, depending on their age, sensitivity,
health status, and the type and length of exposure.
Children, whose developing bodies are smaller and
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who breathe in a proportionally larger volume of
air, are especially vulnerable.

A home with unusual, strong, or lingering
odors; stale or stuffy air; or a noticeable lack of air
movement could have indoor air quality problems.
Health problems or symptoms that improve after
leaving the home are an indication of indoor air
quality problems. Excessive humidity or the pres-
ence of molds or mildew are additional signs of air
quality problems. Remodeling and other home im-
provement projects, weatherizing, or moving new
furniture into a home can increase undesirable air
quality conditions. Chemicals used in cleaning,
maintenance, and hobbies can contribute to air
quality problems.

Finding the source—or sources—of pollutants
in the home is the first step. The removal or reduc-
tion of pollution sources is usually the most cost-
effective way to address air quality problems. The
second approach is to understand how the home is
ventilated and to apply this knowledge to decreas-
ing the concentration of pollutants in the home.

Indoor Air Pollutants
Most indoor air pollutants fall into one of the fol-
lowing categories:

• Combustion By-Products. These pollutants
are from appliances that burn fossil fuel
(such as gas, oil, wood, or coal), appliances
such as furnaces, water heaters, ranges, space
heaters, wood stoves, and fireplaces. Tobacco
smoking in the home is another source of
combustion pollutants. Examples of
pollutants include carbon monoxide,
nitrogen and sulfur oxides, formaldehyde,
and tiny breathable particles. The type of
venting system and the maintenance of the
appliances are critical factors in their
pollutant potential. Any combustion by-
products not vented to the outside of the
home can lead to air quality problems.

• Biological Contaminants.These pollutants are
from living or once-living organisms,
including molds and other fungi, animal
dander, pollen, and insect residues, such as
feces from dust mites and cockroaches. These
contaminants can cause odors, lead to
allergic reactions, trigger asthma attacks, and
cause infectious diseases and respiratory
problems. Many biological contaminants

increase in damp, humid, or poorly cleaned
spaces. Good maintenance practices can
control moisture and reduce the need for
chemical products like pesticides and
disinfectants, which could add other
pollutants to the air.

• Building Materials and Furnishings. These
include manufactured wood products,
carpeting, paints, varnishes, waxes, and
adhesives. Examples of pollutants include a
wide variety of volatile organic compounds
(VOCs), sometimes called organic solvents or
petroleum distillates. Many VOCs used in
manufacturing of products for the home will
evaporate when the product is new or during
hot and humid conditions. Building materials
with lead and asbestos, no longer used in
new construction, are found in older houses.
They disintegrate or become airborne as the
materials wear or are disturbed in
remodeling.

• Household Products and Chemicals. These
products are used for maintenance, cleaning,
personal grooming, and hobbies. Some
products, such as sprays, can release
chemicals or particles into the air during use.
Others outgas, or emit chemicals, as the
product dries, cures, or ages. Household
products having petroleum distillates or
other volatile organic compounds (VOCs)
usually create more unhealthy emissions
than water-based products. These products
are sometimes referred to as solvents, or
solvent-based. However, many “everyday”
household products can generate indoor air
pollutants if used improperly or without
adequate ventilation.

• Radon.This is a radioactive gas that 
occurs naturally in rocks and soils in 
many areas. It enters the home through
cracks and other openings in contact with
the ground. Sometimes ground water, such 
as from a well, is the source. Depending on
the structure of the home, and the ventilation
patterns, levels of radon can rise to become 
a health risk. Radon is invisible and 
odorless, causes no immediate symptoms 
or health effects, and is detected only
through specific testing. It is recognized,
however, as a major long-term cause of
lung cancer.
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Ventilation
Even in homes with few sources of pollutants, ven-
tilation is needed for good air quality, especially in
seasons when windows and doors are shut. Home
ventilation is usually measured in air changes per
hour (ACH), or how many times per hour the vol-
ume of air in a home is replaced with outdoor air.
Many factors can affect the ACH rate: the structure
of the home; weather; opening or closing of doors
and windows; heating, cooling, and ventilating
equipment; and the use of fans.

Many homes leak air—at construction joints,
for example—which many help maintain air
freshness, but wastes energy used in heating and
cooling. Newer homes tend to have tighter con-
struction, resulting in greater energy efficiency but
pollutant buildup as well. Tighter homes are more
susceptible to back-drafting, a situation in which
indoor air pressure is lower than outdoor air pres-
sure. With back-drafting, combustion gases, such
as those from a fuel-burning furnace or water
heater, may not be fully exhausted to the outside,
or outdoor pollutants, such as radon, may be
pulled into the home.

The answer, however, is not to build homes that
are more loosely constructed with higher air ex-
change rates. The cost of inefficient use of energy
supplies to heat and cool our homes, as well as the
environmental impact of excess energy produc-
tion is too significant. Rather, the multipronged
solution is to look at the following:

Reduced need for ventilation through better
control of indoor air pollutants

Cost-effective heat-recovery mechanical
ventilation when appropriate to the season
and climate

Controlled ventilation that adjusts to times
and spaces with higher pollutant
production, such as the use of an exhaust
fan with a gas kitchen range

Greater use of natural ventilation in
appropriate climates and seasons.

Solving Indoor Air Quality Problems
Poor indoor air quality in homes is not an easily
remediable problem, but rather a complex, multi-
faceted issue that defies a simple solution. Some
indoor air quality problems create significant
health and comfort concerns and can even be life-
threatening. Other air quality problems are merely

inconvenient. Variation in individual sensitivity
complicates the issue. Diagnosing air quality prob-
lems is technically difficult, and the severity of the
problem may or may not warrant the expense.

Achieving good indoor air quality in a home re-
quires a two-part approach. First, the home must
be designed, built, and furnished to minimize pol-
lutants. This includes the products used in the
structure and furnishings, construction tech-
niques, and systems to heat, cool, and ventilate.
Second, people need to understand the issues and
risks of indoor air quality, and their own roles and
responsibilities. Good air quality requires a com-
mitment to manage and maintain the structure of
the home to prevent indoor air pollution.

Action Recommendations
Each home is a unique system. Preventing, diagnos-
ing,and treating air quality problems will vary.How-
ever, some general recommendations can be made,
which can help provide healthy indoor air quality.

Vent all fuel-burning, combustion appliances to
the outside. Maintain this equipment in good con-
dition, with regular, professional inspections.

Do not allow tobacco smoke in the home.
Practice good housekeeping to minimize pest

problems and reduce the need for pesticides. In
particular, clean up food spills and waste.

Practice good home maintenance to control
moisture and dampness. Fix leaks and drips.
Check drainage around the home. Prevent stand-
ing water. Use exhaust fans during high moisture
activities, such as showering or cooking.

Where possible, choose building materials and
furnishings with low or no VOCs (volatile organic
compounds). Ventilate new materials, such as fur-
niture and carpeting, before bringing them into
the home.

Choose water-based products, where possible,
for use in cleaning and maintaining the home, as
well as for personal grooming and hobbies. Follow
manufacturer’s directions when using household
chemicals. If solvent (VOC) products must be
used, provide adequate ventilation.

Test the home for radon. If the test reveals ele-
vated levels of radon, take action to reduce levels.

For an older home, test for lead and asbestos
hazards before beginning any renovations. Iden-
tify and control lead hazards in homes built before
1978, especially if young children are in the home.

Kathleen Parrott
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Hermeneutics and Human Ecology
The word hermeneutics comes from the Greek
word, hermeneuein, meaning to interpret. Her-
meneutics commonly refers to the theory and
methodology of textual interpretation and analy-
sis, with specific reference to Hebrew Scripture
(Edgar and Sedgwick 1999). The term “hermeneu-
tics” is currently applied more frequently to other
types of textual research and is associated with
philosophical, theological, artistic, and literary in-
terpretation. A broad definition of hermeneutics
that includes these additional disciplines views
hermeneutics as a qualitative method of analysis
that is concerned with the study of methodological
principles of interpretation and explanation.
Within the discipline of human ecology,
hermeneutics is considered an important research
method for obtaining in-depth understanding of
the multiple layered interactions of humans and
their surrounding environments (Brown 1993).

Hermeneutics is emerging as a unique disci-
pline in the field of social research. Traditionally
thought of as having to do with textual research, it
has been expanded to encompass a wide range of
symbolic human activity. Three disciplines above
all, theology, philosophy, and literary interpreta-
tion, have specialized research methods that use a
hermeneutical approach.With foundations in Ger-
man phenomenology and existential philosophy,
hermeneutics gives insight into human experience
and the process of thought that shapes beliefs.

Hermeneutics has come to be known as an
epistemological study of cultural science focusing
research on interpreting texts, signs, symbols, ritu-

als, images,and fine and useful art products created
by humans. The meanings of these creations are
obtained through a process that seeks understand-
ing of the historical context in which these artifacts
were created. Researchers seek this understanding
from several perspectives, above all the intention of
the original author and the sociocultural context of
the readership for which it was intended. In this
form of philosophical theory or epistemology, im-
portance is given to the individual consciousness of
both the creator and the consumer.A third perspec-
tive, that of the researcher, must also be accounted
for, since the researcher’s own goals, perspectives
and imagination are intrinsically involved in the
process of understanding.

A hermeneutical analysis is a process of com-
ing to “know” what the author of a text is trying to
say. The process is often described as involving a
critical circle, in the sense that it requires re-
searchers to enter into a dialectical relationship
with the material, asking questions, reading, re-
flecting, gaining understanding and then testing
understanding by returning to the text. It is a cir-
cular process also in that understanding the whole
requires understanding the parts, while under-
standing the parts require an understanding of the
whole. The process of reflecting and testing is
framed within the cultural constructions of the lo-
cation and period in history within which the text
or artifact was created. As an analytical process it
is a breaking down and breaking open of one’s old
way of understanding. The manipulation is not of
the text but rather of the understanding of the re-
searcher. Coming to an understanding is an open-
ended process, any result being itself subject to in-
terpretation. In essence, it is making explicit the
assumptions of an author in the context of the
larger assumptions of the time and place where
the work was created. It is believed that the depth
of such understanding can exceed that of the orig-
inal author’s understanding of her own work.

Regarded as an interpretive science, hermeneu-
tics rejects mono-methodological empiricism,
meaning it makes no claim to deliver absolute
knowledge that can be verified by empirical meth-
ods. Regarded as a soft science, hermeneutics
places value not on explaining once for all what a
text means but on gaining understanding. As an
interpretive science it seeks to establish shared un-
derstanding and mutual agreement about the
practice of human life as a way of improving one’s
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experience, thus placing the process within the
conceptual framework of epistemological re-
search. As a special component within epistemol-
ogy, hermeneutics can be viewed as an art of un-
derstanding. Epistemology, the theory of
knowledge, concerns itself with what is meant by
knowledge and what can be said about what is
known. Hermeneutics differs slightly from episte-
mology’s tendency toward reductionism by pre-
senting an understanding of theory that expands
possibilities rather than reducing them. Such an
understanding challenges the empirical nature of
the more traditional hard sciences, which are seen
as being necessary but insufficient (Howard 1982).

Hermeneutics in Relation to Human Ecology
The application of hermeneutics can be seen on
two levels in human ecology. As a research
method, it expands the aims of more traditional
social sciences. Human ecology as a science has
four aims: construction of correctness, construc-
tion of truth, construction of valuability, and con-
struction of meaning. Each of these aims requires
a depth of knowledge about human behavior that
extends past observable or measurable behavior.
To achieve this level of understanding, research
must focus not only on hard, empirically based
scientific knowledge, but on the soft, subjective, or
behavioral sciences.

An ecological research framework utilizes
hermeneutical techniques of analysis that can
complement quantitative research. All human ac-
tivity revolves around the ability to interpret and
understand the behaviors of another and the sym-
bols and language of the culture. Where a re-
searcher’s use of observation or a survey instru-
ment may record and document behavior or
beliefs, hermeneutical analysis of a subject’s per-
ception is needed if one is to secure the more en-
compassing understanding needed for predicting
future behavior. Ultimately the true value of
human ecology research rests within its ability to
predict behavior as a means of improving the so-
cial conditions that support human existence.

Hermeneutics also complements the philoso-
phy of ecological research, in that it encompasses a
broad perspective on understanding human be-
havior within multiple environments. Interpreta-
tion of behavior extends beyond what may be seen
as true or rational criteria or what is actually ob-
served. As a science of interpretation, hermeneu-

tics forces the researcher to uncover the prejudices
created through social, cultural, and behavioral
environments. It looks to the norms, the language,
and the traditions of the subject to gain under-
standing of the prejudice or perception by which
behavior and beliefs are shaped. Such investigation
can uncover distorted understandings on the part
of the subject that cause misinterpreted situations
or perpetuate social injustices.

The second level of application of hermeneutics
in human ecology research is found within the re-
searcher. Hermeneutics as a method of epistemo-
logical study recognizes that researchers approach
their subjects with preconceived knowledge. Epis-
temology requires the researcher to bracket, or lay
aside, what is known or believed and allow the
data to speak on its own. Hermeneutics, however,
brings the knowledge and experience of the re-
searcher into the full process of analysis. As in the
model of the critical circle developed by Martin
Heidegger (1889–1976), the German philosopher,
interpretation of the researcher, which is to con-
tribute to understanding, requires the researcher
to have already understood what is to be inter-
preted. The dialectical process triggers questions
as to what the researcher knows, allowing deeper
insights into the possible meaning of behavior. The
intersubjectiveness of this emerging knowledge is
then tested for validity and works toward creating
mutual understanding.

On a deeper more personal level, researchers
test their own construction of knowledge for evi-
dence of distorted perceptions or misunderstand-
ings. The process of testing prejudgments creates
within the researcher the possibility of transform-
ing his own preconceptions. Hermeneutics re-
quires researchers to become reflective about
themselves and about the people they are trying to
understand. Hermeneutics as a method of re-
search has the potential of reshaping the re-
searcher’s own distorted or inadequate assump-
tions, which result in misinterpreted situations.
When researchers enter the full hermeneutical
process, they become so changed, they are never
able to view the world with their old naïveté. The
new level of understanding they gain is ethically
important, since human ecologists are expected to
be prescriptive in improving human well-being
(Brown 1993).

Deborah C. Bailey
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High School
High school, typically grades 9–12, is compulsory
secondary education that is designed to provide
children with the intellectual and social skills they
need to succeed in the adult world of employment,
relationships, and civic responsibility. High school
curricula today generally cover college preparation
and vocational education, as well as subjects such
as health, physical education, home economics,
art, and music. These classes are designed to pre-
pare students not only for work, but also for the
roles they will assume in their families and com-
munities generally (Hopkins 1983).

For most adolescents, the high school years
bring change and maturation in virtually all areas
of life, physical and mental, social and emotional.
A high school’s responsibility goes beyond simply
providing information; the school is a place for
adolescents to mature and to progress toward au-
tonomy, forming a sense of identity and develop-
ing intimate relationships with peers and adults
(Fenzel and Blyth 1991). For example, often a sig-
nificant part of an adolescent’s high school experi-
ence is participating in extracurricular activities
such as band, sports, debating club, and the like.
These activities can be demanding of a student’s

time, but they have many advantages relating to a
student’s personal development. Students learn to
function as part of a team, have an opportunity to
establish closer working relationships with adults,
make friends with others of like interests, and find
activities in which they can excel (Steinberg 1997)

High schools vary on many criteria that can af-
fect a student’s high school experience—large ver-
sus small schools, public versus private, single sex
versus coed, and so forth. For example, large
schools typically have a greater variety of classes
and extracurricular activities for students to elect.
However, because of the greater number of stu-
dents, the rate of participation in such activities is
actually often lower than in small schools (Hop-
kins 1983). In general, though, even when the
school is relatively small, the high school setting
involves several different teachers and classes and
is therefore much more impersonal than the typi-
cal elementary school setting, resulting in greater
anonymity for the student (Fenzel, Blyth, and Sim-
mons 1991).

Social life in high school often revolves around
groups, or cliques (e.g., the drama clique, the
jocks, and the popular group), usually based on
common interests and attitudes. These groups and
labels may stay relatively constant throughout high
school. Interaction within this type of status sys-
tem provides many social lessons. Teenagers learn
to identify the various groups and their reputa-
tions in the school. The system allows adolescents
to learn the positive and negative effects of differ-
ent reputations, particularly because a reputation
in school is not limited to the student body.
Teacher and administrator interaction may be
positively or negatively affected by one’s reputa-
tion, and different school and community re-
sources may become available or unavailable ac-
cordingly (Newman and Newman 1990).

Although many students join cliques, as high
school progresses the boundaries between groups
often fade. “The teenager may still be known as a
popular, brain, jock, or druggie, but many middle
adolescents are ‘freelancers’ or ‘floaters,’ at home in
different groups and with different kinds of
friends” (Steinberg and Levine 1997, 327). As
teenagers mature, the general mentality changes
from conformity to individuality, and peer approval
diminishes in importance. Teenagers begin to feel
comfortable doing things to please themselves
rather than concentrating on pleasing friends.
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Part of the reason for the development of the
clique system in high school is the higher level and
focus of classes. Students begin to choose clear
paths toward goals (e.g., a student interested in
medicine will take advanced science courses) and
find friends taking the same path. Tracking of stu-
dents based on ability levels contributes to this
phenomenon. Tracking is typically based on aca-
demic ability, with gifted students taking honors
classes, slower learners taking lower-level classes,
and most adolescents taking average classes. Sup-
porters of academic tracking claim that it allows
teachers to design their lessons to match the stu-
dents’ interests and abilities. Problems with track-
ing can arise, however, when students are labeled
according to their track. For instance, students in
the remedial track frequently are considered to be
stupid by those in higher tracks and even, perhaps,
by teachers and administrators (Steinberg and Bel-
sky 1991). Not surprisingly, these students often
suffer from low self-esteem. For this and other rea-
sons, tracking tends to increase the differences
among groups over time (Steinberg 1993).

Academic performance and course choices af-

fect which college students will attend or what job
or further training they receive, and so are signifi-
cant and formative in human ecological terms.
Dropping out of high school decreases the likeli-
hood of employment by about 20 percent (Eccles
1991). Some factors that contribute to a student’s
decision to drop out of high school include school-
related reasons such as expulsion and suspension
or dislike for school, economic reasons, and for
girls, pregnancy or marriage (Santrock 1996).
Lower grades and academic achievement are also
evident in dropouts previous to leaving school
(Eccles 1991). Overall, however, high school grad-
uation rates have increased continuously since the
1940s (Santrock 1996, 553). Because of the impli-
cations that academic performance in high school
has for a student’s decisions about the future and
for society at large, academic success is listed as a
major source of stress for adolescents and rates of
success are considered of critical importance by
the nation as a whole.

The quality of education in U.S. high schools
has engendered much debate. Critics have at times
called for a return to the basics and more academic
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rigor, and at other times rallied for a curriculum
that is diversified and practically oriented. More
recently, the demand for training in higher-order
thinking has increased to meet the demands of an
increasingly complex and competitive world (Hop-
kins 1983).

Lea Bornstein
See also: Catholic Schooling: The Achievement of Poor

and Minority Students; Community Schools;
Extracurricular Activities; Full-Service Schools; High
School, Advising Students in; Transition from School
to Work and Adult Life
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High School, Advising Students in
Many schools, especially middle schools and high
schools, are structured in ways that make it diffi-
cult for students to develop stable relationships
with teachers. Researchers have noted that middle
school students tend to have few positive interac-
tions with teachers outside of instruction and feel
less secure with their teachers than do elementary
school children. Yet studies of social support
demonstrate that perceived support from teachers
is a significant predictor of young adolescents’ mo-
tivation and academic success (Doll and Lyons
1998, 357).Advising programs have proliferated in

many schools as an institutional antidote to the
lack of opportunities for students to form close re-
lationships with teachers. Advising programs have
been endorsed by leading professional organiza-
tions as a promising way to allow every student to
be known by a caring adult.

It is estimated that about two-thirds of the
schools in the United States that include grade
seven have one homeroom or group advisory pe-
riod, although there is no accurate national data
about the precise prevalence of advising. In one
survey of approximately two thousand school
principals, advising programs were found most
frequently in schools in the Northeast, in urban
areas with higher percentages of minority stu-
dents and school families below poverty (MacIver
and Epstein 1991, 593). Calculating the frequency
of advising programs is further complicated by the
fact that there is no universal definition of advis-
ing. Advisors at some schools meet weekly with
students and cover administrative tasks, while
other advisers meet daily and provide social and
emotional support. The only common denomina-
tor is that the students are a captive audience and
that the advising occurs during the school day,
usually drawing on teachers to be the advisers. Al-
though the content varies in terms of the emphasis
on educational or social goals, ideally the adviser
provides emotional grounding and acts as a role
model. Usually advisers are primarily responsible
for a small group of ten to fifteen students.

In alternative public schools and private
schools, well-planned advising programs have
made a difference in students’ engaged behavior
and student performance, and financial and staff
resources are allocated to sustain this type of sup-
port. These schools are less constrained by the
economics of providing the smaller teacher-stu-
dent ratios that allow the teachers to take on this
additional responsibility. However, the larger ad-
vising movement in public schools has not been
consistently executed, adequately funded, or suffi-
ciently evaluated to ensure similar success. Teach-
ers and administrators in such schools sometimes
resist efforts that are seen as being too big a drain
on resources or as destabilizing to the system.

As with many other educational reforms, advis-
ing was adopted in many schools with little atten-
tion to the infrastructure required and without any
means of evaluation. Advising programs, for ex-
ample, require a significant reallocation of re-
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sources, time, and staff professional development
to expand teachers’ roles. Moreover, few programs
evaluated their efforts. Indeed, a survey of 1,900
schools showed that 47 percent of schools initiated
advising in fifth through ninth grade, yet what lit-
tle outcome data there is on their efforts is largely
consigned to unpublished reports (Galassi,
Gulledge, and Cox 1997, 335; Rappaport 1999,
116). The published data are usually brief surveys
and do not capture how the advising relationships
influence students’ behavior. Primarily, informa-
tion available focuses on the logistical steps for
implementing advising and examines how schools
prioritize what gets covered in advising. Although
there are frequent references to the importance for
advisers of understanding child development and
group dynamics, there are no guidelines to assess
successful and failed advising efforts (Ayres 1994,
14; Rappaport in press).

Enhancing the capacity for large public schools
to promote teacher-student relationships through
advising is a complicated process. There are pre-
dictable challenges and decisions that schools usu-

ally confront when making the effort to institu-
tionalize caring and enhance student engagement
by implementing an advising program. The suc-
cess of the advising process appears to depend, to
a large extent, on whether or not there is a leader
who champions the cause and tenaciously works
through the obstacles and handles the logistics.
This leader can keep the process energized and
strategize about how to overcome the structural
impediments that inevitably arise when institu-
tional inertia impedes the school innovation. Ide-
ally students should be assigned to advisers who
will already see them during the course of the
school day in academic courses, homerooms, or
cocurricular activities. Also ideally, schools would
have the resources to choose staff members to par-
ticipate in advising according to each school’s val-
ues and priorities. But in reality resources are lim-
ited, and public schools are under pressure to keep
a tight schedule and prove that time is spent on
learning, in accordance with state directives. Ad-
vising programs can only succeed in such an envi-
ronment with active, consistent leadership.
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Advising is easier to implement if the school
examines the rules and roles of advisers. It is use-
ful to explore the school’s unconscious and con-
scious resistance to setting aside time for the ad-
vising period and to analyze the school climate. It
is usually recommended that schools allocate any-
where from six months to two years of preparation
before starting advising, in order to assess teacher
skill level, outline increased responsibilities, and
develop the advising curriculum. But despite this
preparation, advising programs still often have
difficult beginnings or are eventually dropped. It is
often acknowledged that of all the innovations in-
troduced in middle schools, adviser-advisee pro-
grams are the most difficult to implement and to
maintain.

In examining the difficulty of sustaining educa-
tional innovations, it is crucial to pay greater at-
tention to the individual questions, needs, and
opinions that arise among teachers in response to
the innovations. Many schoolteachers have a level
of discomfort about being advisers. Their reluc-
tance may derive from multiple concerns: They are
inadequately prepared, they lack the necessary
skills, they are not clear about what is expected
from them, there is inadequate staff development,
they are reluctant to take time away from teaching
subject matter, and they don’t want to be forced to
share with students (Cole 1994, 3). Some staff
members are reluctant to emotionally invest in
students. Some worry about balancing sympathy
to students’ barriers to learning with the necessity
of upholding stringent academic standards. Also,
some teachers see it as problematic and contrived
to create an artificial emphasis on emotional
bonding, as it erodes formal boundaries and de-
tracts from emphasis on the teachers’ tasks of im-
parting knowledge and necessary skills.

Providing ongoing opportunities for supervi-
sion and reflection often can allow teachers to re-
solve difficult situations and use their insight to re-
spond more empathetically to the emotions their
students are experiencing. Defining the content of
the curriculum highlights the importance of es-
tablishing consensus about the objectives of advis-
ing. The curriculum can provide the scaffolding to
foster a connection with students. It may include
orientation to the school, time management, and
instruction in expectations of courses and gradua-
tion requirements, community-building exercises,
role playing, portfolio presentation, and monitor-

ing academic progress. There may be tension be-
tween teachers and administrators, as there is an
administrative effort to standardize the curricu-
lum so that all students are equally exposed to core
information, and seasoned teachers want flexibil-
ity to craft the support in ways that are responsive
to students’ emotional needs.

The balance between enough structure and re-
sponsiveness to students’ requests becomes partic-
ularly difficult for teachers who have difficulty
with class management, organization, and ground
rules in their ordinary classrooms. Ideally, match-
ing a skilled teacher who needs extra support with
a teacher who is not as adept but can function as a
support, can build the skills of the less competent
teacher, although often schools do not have suffi-
cient personnel for that kind of pairing and may
also worry that a staff member may feel insulted.
Regardless, for advising to be successful, schools
need to install a reliable system for receiving and
dealing with feedback from students and provid-
ing structure and support for advisers. Baseline
and follow-up data are useful to collect to deter-
mine how well advising programs are operating
and to identify the beneficial effects.

One concern is that disengaged students who
are angry and hostile in class are apt to use advis-
ing also as an arena to interrupt and express their
frustration, undermining the group’s progress. It is
unclear whether many teachers are comfortable
with the challenge this kind of behavior presents
to their authority and can redirect the negativity
toward constructive goals. It may be that advising
is a critical vehicle for institutionalizing care, but
that it is not sufficient for students who see this
outreach as a meaningless overture from adults
that they have difficulty trusting. The effort of
school communities to foster healthy development
and engage students in their learning may be en-
hanced when fortified by strong curriculum, at-
tentiveness to student and staff concerns, support
around particularly difficult situations, and recog-
nition of the limitations of advising. Challenges
still remain, such as identifying the optimal num-
ber of times for advising groups to meet during
the week, determining whether to maintain an ad-
viser for extended period or to offer students the
opportunity for exposure to different adults, pro-
posing mixed groups of students of different ages
or maintaining same-grade advising groups.

Despite all the problems and challenges, advis-
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ing seems a direction that should continue to be
pursued. Adequately supported and investigated
advising may be an effective way to nurture chil-
dren and adolescents in the school context, fulfill-
ing the expectation that every student be known
by a caring adult.

Nancy Rappaport

See also: Catholic Schooling: The Achievement of Poor
and Minority Students; Community Schools; Full-
Service Schools; High School; Transition from School
to Work and Adult Life
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Hispanic Immigrant Experience
Many environmental risks and hazards character-
ize the experiences of Hispanic families immigrat-
ing to the United States. One important psycholog-

ical source of these problems is in the cultural and
linguistic differences between Hispanic and U.S.
society. These cultural differences sometimes
manifest themselves as problems in child and
family functioning. For this reason, this entry is
divided into two parts: the cultural experience of
Hispanic families and the effects of cultural differ-
ences on the family system.

The Cultural Experience of Hispanic Families
A sizeable percentage of today’s immigrants to the
United States are from Latin American countries
(Lollock 2001). Ways of life in these countries are
very different from the United States. In most of
these countries, the prevailing cultural orientation
places the needs of the family over those of the in-
dividual, and respect and obedience are valued as
critical aspects of parent-adolescent relationships
(Santisteban at al. 2002). Familism, the use of one’s
family as a referent and source of social support, is
an important Hispanic value (Vega and Gil 1999).
As in many traditional communities and smaller
neighborhoods, communities and extended fami-
lies automatically provide social support to their
members, and the entire community monitors
children’s activities and school performance.
Teachers and peers’ parents are usually neighbors
who often meet at the local grocery store, post of-
fice, or church. These ways of life do not match
those of life in the United States, particularly in
larger metropolitan areas where most Hispanic
immigrants reside.

Compounding the effects of immigration are
the extended separations that characterize the ex-
perience of many poor Hispanic immigrant fami-
lies. Often, poor Hispanic immigrant families do
not come to the United States all at once; rather,
parents may send their children to reside with ex-
tended family members while they make perma-
nent living arrangements (Suárez-Orozco and
Suárez-Orozco 2001). In some cases, the parents
immigrate first, work long and hard to raise money
to care for their children back home, and eventu-
ally are sufficiently financially secure to send for
the children. In either case, these children may be
separated from their parents for months or years
before the family is finally reunited in the United
States. Attachment and relationship problems may
develop in these families as a consequence of these
extended separations. In particular, occasionally
children left behind feel abandoned and may har-
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bor considerable resentment against parents who
view themselves as having sacrificed much to give
their children a better future.

After they arrive in the United States, Hispanic
immigrants encounter mismatches between
American culture and their culture of origin,
along with language problems and other differ-
ences. As a result, they are often excluded, and
may also exclude themselves, from mainstream
social institutions such as English-speaking
clubs, neighborhood organizations, and conven-
tional leisure activities (e.g., sporting events). A
number of problems can result from this exclu-
sion. For example, immigrants often leave impor-
tant sources of social support behind in their na-
tive countries and find that support is not
automatically provided in the United States (as it
was at home). Moreover, Hispanic immigrants
may have trouble finding sources of support in the
United States because of cultural and language
barriers between themselves and their more ac-
culturated neighbors. Even in Hispanic neighbor-
hoods, Hispanics who have been in the United
States for some time become accustomed to living
without abundant and tightly knit support net-
works. In fact, they learn to enjoy their autonomy
and privacy. In turn, unavailability of cultural
support may prevent recent immigrant families
from seeking help from others in times of need or
crisis (Pantin et al. in press).

Lack of social support makes parenting a diffi-
cult task for any parent, and it is a specific problem
for Hispanic immigrant families. Without many

friends, extended family members, or other
sources of support, parents may respond to typical
parent-child distancing in early adolescence by
making somewhat desperate overtures toward
their adolescents (Henricson and Roker 2000).
Adolescents, particularly those who have accultur-
ated to American society, are likely to reject these
overtures. Isolated Hispanic parents may then be-
come overwhelmed, feel hopeless, and withdraw
from the adolescent, thereby paving the way for
adolescent drug involvement and related problem
behaviors (De la Rosa, Vega, and Radisch 2000).

Lack of awareness of U.S. culture is also a prob-
lem for Hispanic immigrant parents. Although
they may understand the ultimate risks of drug in-
volvement, risky sexual behavior, and school fail-
ure, Hispanic immigrant parents often do not un-
derstand that, in the United States, parents must
play an active role in monitoring their adolescents’
activities (and often must do so without help; cf.
Steinberg, Fletcher, and Darling 1994). Without
well-informed family and friends to educate them
about U.S. ways and the risks that children face in
the United States, Hispanic immigrant parents
often experience difficulties making the transition
from community-based supervision in the native
country to individualized monitoring in the
United States. They may unwittingly contribute to
the development of problems in their children
simply by not knowing how to parent effectively in
U.S. culture.

Additional risks are introduced into children’s
social worlds by the tendency of many Hispanic
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immigrant families to settle in poor, disadvan-
taged urban areas. Poverty, persistent disadvan-
tage, and lack of opportunity are associated with
negative outcomes for children and their families.
In particular, neighborhoods with low levels of
community activism and high levels of apathy
may be particularly problematic for Hispanic (and
other) youth (Sampson and Raudenbush 1999).
Immigrant children and adolescents living in poor
areas are often exposed to large amounts of peer
and community drug abuse, crime, and violence.
These experiences may lead some youngsters to
believe that these behaviors are usual or norma-
tive. This community context poses two sets of
risks: (1) crime, drugs, and neighborhood apathy,
and (2) a lack of support for parents. Furthermore,
lack of support for parents is often a consequence
of neighborhood apathy and disorganization
(Sampson, Raudenbush, and Earls 1997).

Even more problems often confront families
who come to the United States as political or eco-
nomic refugees. Recurrent memories of traumatic
experiences in the native country may plague par-
ents and children for years after they have settled
in the United States (Suárez-Orozco and Suárez-
Orozco 2001). Moreover, refugee families may be
ostracized and rejected by others, even by other
Hispanic families, because of their refugee status.
These stressors compound the negative effects of
cultural differences and language barriers on fam-
ilies’ adjustment.

The Effects of Cultural Differences 
and Conflicts on the Family System
Children from immigrant families tend to master
English and to adopt American values and behav-
iors long before their parents do (Szapocznik and
Kurtines 1993). This phenomenon, known as dif-
ferential acculturation, has the effect of bringing
the cultural mismatch between American society
and the culture of origin into the family. Tradi-
tional Hispanic parents expect their children to re-
spect them and defer to parental authority, while
rapidly acculturating children (and particularly
adolescents) desire independence, time alone with
peers, and freedom to make their own choices
(Szapocznik et al. in press).Within the parents’ na-
tive-country value system, adolescents’ attempts at
independence and self-direction are seen as de-
viant and disobedient, whereas in the context of
the adolescent’s Americanized beliefs, parental de-

mands for respect and compliance are seen as un-
reasonable and overly controlling. The cultural
mismatch is subsequently played out within the
family boundaries, with cultural differences
adding to typical parent-adolescent conflict (Felix-
Ortiz, Fernandez, and Newcomb 1998).

Differential acculturation represents a risk for
problem behaviors in children because it creates
(or adds to) conflict, and weakens bonding, within
the family (De la Rosa, Vega, and Radisch 2000).
Cultural conflicts within the family make it less
likely that adolescents will seek advice or support
from their parents. Instead, youngsters from such
families are more apt to seek social support from
their peers. Too much reliance on peers as a source
of encouragement may lead to associations with
negative peers (Loeber et al. 2000). Immigrant
children or adolescents experiencing cultural con-
flicts with their parents may seek out antisocial or
aggressive peers as a way of rebelling against the
obedience and deference that is generally expected
in traditional Hispanic families (Szapocznik et al.,
in press).

The same cultural forces that drive immigrant
children and adolescents away from their parents
also undercut parental authority and investment.
In traditional Hispanic cultures, the family hierar-
chy is extremely important; parents hold positions
of authority and wisdom, while children and ado-
lescents are expected to be respectful and obedi-
ent. Adolescents, in particular, may pull away from
these types of traditional norms. In turn, tradi-
tional Hispanic parents may not know how to in-
teract with acculturated, independence-seeking
adolescents. Often, they attempt to restore the con-
ventional Hispanic parent-child hierarchy through
excessive control, thereby provoking rebellion
from the adolescent (Szapocznik, Scopetta, and
King 1978). In turn, parents often interpret the
adolescent’s resistance as deviant and make
stronger or more aggressive attempts to restore
parental authority. Conflict tends to escalate, as
this sequence is repeated time and time again.
When parents realize that continued attempts to
reach the adolescent in the only way they know
how (i.e., trying to reassert parental authority) are
only pushing the adolescent further away, they
may become frustrated and feel helpless. Through
these sequences of mutually unpleasant interac-
tions, differential acculturation and its effects may
lead Hispanic immigrant parents to believe that
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any advance they make toward their adolescents
will backfire. At this point, parents often pull away
from their adolescents, thereby increasing risks for
problem behaviors (cf. Loeber et al. 1998). Adoles-
cents in turn feel that their parents are not a trust-
worthy source of support, and as a result they seek
refuge in groups of other rejected children. Given
the kind of problems Hispanic immigrant families
face, especially with adolescent children, it seems
crucial to have professionals who understand the
dynamics involved who can offer help to both par-
ents and children.

Seth J. Schwartz
Hilda Pantin

José Szapocznik

See also: Acculturation; Adolescence in a Cultural
Context; Children from Immigrant Families;
Colonias, Las; Leadership, Latino; Parent Education
Programs for Immigrant Families; Parenting Styles
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Holistic, Developmental, 
Systems-Oriented Perspective
The holistic, developmental, systems-oriented per-
spective on human behavior(as presented, e.g., in
Wapner and Demick 1998, 1999, 2000, in press-c)
is an extension and elaboration of Heinz Werner’s
comparative-developmental theory (1940/1957;
Werner and Kaplan 1963). Both the original theory
and the elaborated approach have been termed or-
ganismic, such as cognition, affect, valuation, and
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action, are considered in relation to the total con-
text of human activity) and developmental (in that
it provides a systematic principle governing devel-
opmental progression and regression, so that liv-
ing systems may be compared with respect to their
formal, organizational features).

Historically, the elaborated approach draws on
the organismically oriented work in the field the-
ory of perception (e.g., Werner and Wapner 1952)
and the applicability of the organismic-develop-
mental perspective to the analysis of language and
symbol formation (e.g., Werner and Kaplan 1963).
In contrast to classical psychophysics, which stud-
ied the senses, what is called the “sensory-tonic
field theory of perception” argued that, no matter
how diverse the source of stimulation to the or-
ganism, all stimulation was sensory-tonic in na-
ture. Thus, a balance, or harmony, of forces be-
tween the state of the organism and the
stimulation from an object was assumed to define
a stable state of the system.With respect to symbol
formation, Werner and Bernard Kaplan argued
that symbolic activities initially emerge out of
bodily-organismic (sensorimotor) activities; pri-
mordial symbol usage includes the physical act of
(communicative) pointing, motoric imitations
(e.g., flickering of eyelids to represent flickering
lights), and vocalizations (e.g., cries, calls, expres-
sions of pleasure); and the early connection be-
tween sensorimotor bodily experience and symbol
usage has never been completely lost.

On the most general level, the current elaborated
approach can be described in the following ways:

Holistic, insofar as we assume that the person-
in-environment system is an integrated
system, whose parts may be considered in
relation to the functioning whole

Developmental, insofar as we assume that
progression and regression may be
assessed against the ideal of development
embodied in the orthogenetic principle
(which changed from dedifferentiated to
differentiated, for example, having a general
word for all living things to having several
words on animals, trees, and plants,
instead) and that development
encompasses not only ontogenesis(the
development of an individual organism),
but additional processes such as
phylogenesis (i.e., the evolutionary

development of a species), microgenesis
(i.e., the evolutionary development of a
percept or idea), pathogenesis (i.e., the
development of both functional and
organic pathology), and ethnogenesis (e.g.,
changes during the history of humans.

Systems-oriented, insofar as we assume that
the person-in-environment system, which
includes three aspects of the person, the
biological (as seen in an individual’s
health), the intrapersonal (as seen in an
individual’s response to stress), and the
sociocultural (as seen in the roles an
individual assumes) and three analogous
aspects of the environment: the physical,
whether natural or built; the
interorganismic, involving animals as well
as other human beings; and the
sociocultural, as seen in the laws of society,
or the unwritten rules of a group.

Corollary notions include certain theoretical
assumptions:

Transactionalism: The person and the
environment mutually define, and cannot
be considered independent of, one another.
Similarly, the person-in-environment
system’s experience—consisting of
cognitive, affective, and valuative
processes—and action are inseparable and
operate contemporaneously under normal
conditions.

Multiple modes of analysis, including structural
analysis (part-whole relations) and
dynamic analysis (means-ends
relationships).

Constructivism: The person-in-environment
system actively constructs or construes her
experience of the environment.

Multiple intentionality: The person-in-
environment system adopts different
intentions with respect to self-world
relations, that is, toward self or world-out-
there.

Directedness and planning: The person-in-
environment system is directed toward
both long- and short-term goals related to
the capacity to plan.

Multiple worlds: The person-in-environment
system operates in different spheres of
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existence, such as home, work, and
recreation.

Analysis focused on process rather than
achievement.

These theoretical assumptions have powerful
heuristic potential for the design and conduct of a
wide variety of empirical studies. Initiated almost
three decades ago, work in the area of environ-
mental psychology (Wapner, Kaplan, and Cohen
1976) led to the examination of the paradigmatic
problem of critical person-in-environment transi-
tions across the life span (see Wapner and Demick
in press-b). This in turn led to research in quite di-
verse problem areas including adaptation to adop-
tion (one example is Demick in press-a); adult de-
velopment and aging (e.g., Wapner and Demick in
press-a); cognitive style development (e.g., Wap-
ner and Demick 1991); parental development
(e.g., Demick in press-b); and psychopathology
(e.g., Demick and Wapner 1980). (See Wapner and
Demick in press-d for a comprehensive review.)
These studies have all demonstrated a clear need
to study the active, thinking, feeling, valuing indi-
vidual in all his everyday life complexity.

Methodologically, the approach is typically
concerned with describing the relations both
among and within the parts (person, environ-
ment) that make up the integrated whole (person-
in-environment system), as well as with specifying
the conditions that make for changes in the organ-
ization of these relations. Thus, the approach is
committed to the complementarity of explication
(description) and causal explanation (conditions
under which cause-effect relations occur) rather
than being restricted to one or the other. Accord-
ingly, the preferred method of research involves
the flexible drawing from both quantitative and
qualitative methodologies, depending on the level
of integration and nature of the problem under
scrutiny (cf. Maslow 1946).

Finally, the approach serves not only as a pow-
erful heuristic device to analyze and open new sig-
nificant problems in psychology but also to inte-
grate, at a very basic level, the field of psychology
that is most apt to suffer from disruption and frag-
mentation. Such attempts have the potential to
lead toward a unified theory-drive science of psy-
chology that cuts across aspects of persons, of en-
vironments, and of their interrelations.

Jack Demick
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Homelessness
Homelessness, the condition of human beings who
lack stable shelter, has become a persistent prob-
lem in the United States. More precisely, the legis-
lation authorizing significant federal help for the
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homeless notes that a person is considered home-
less who “lacks a fixed, regular, and adequate
night-time residence” (Stewart B. McKinney Act,
42 U.S.C. § 11301, et seq. 1994). This definition in-
cludes people who are living in homeless shelters,
as well as those living on the streets or in other
public or private places that are not intended for
sleeping purposes. However, families that are dou-
bling up with friends or relatives, because they
cannot afford or locate suitable shelter on their
own, would not be considered homeless, although
their housing situation is certainly precarious. In
fact, many people become homeless when such
temporary and often difficult situations are termi-
nated by the host household.

In the 1980s, homelessness among families
surfaced as a relatively new occurrence. Families
with children are among the fastest growing group
of this population, constituting some 40 percent of
people who become homeless (National Coalition
for the Homeless 1999a). This new group of un-
housed people had no place in traditional views of
the homeless, who were seen as skid row denizens
or Bowery bums—single men, some of them alco-
holic, living on the streets or in inexpensive room-
ing houses.

It is very difficult to get a precise count of the
number of homeless individuals and children. Es-
timates vary from about 600,000 to 750,000 Amer-
icans who are homeless on any given night (U.S.
Department of Housing and Urban Development
2000; National Coalition for the Homeless 1999b).
Over the course of a year about 2 million people
experience homelessness for some period of time
(National Alliance to End Homelessness 2000).

Along with the problem of ascertaining exactly
how many people are homeless comes the diffi-
culty in knowing with certainty the demographic
characteristics of this population. A study spon-
sored by the U.S. Conference of Mayors (1998),
which surveyed homelessness in thirty cities,
found that children under 18 accounted for 25 per-
cent of the homeless population; male single
homeless adults made up 45 percent of the home-
less population, while single women made up 14
percent of this population; that the overall home-
less population was 49 percent African-American,
32 percent Caucasian, 12 percent Hispanic, 4 per-
cent Native American, and 3 percent Asian. Home-
lessness is neither a small nor a simple problem.
But of all the needs that result from the ways that

families and children interact with the built envi-
ronment, the need for safe, secure, and affordable
housing is perhaps the most critical.

Causes of Homelessness
There is no single cause of homelessness. It is
widely acknowledged that it results from the inter-
play of various personal and contextual factors, in-
cluding political and economic trends and con-
straints.

At the most basic level, a family may become
homeless because of a loss in income due to un-
employment, the illness of a wage earner, or illness
on the part of another family member that re-
quires a caregiver to give up a job. It is often noted
that a significant percentage of the homeless pop-
ulation, estimated at around 20–25 percent (cited
in National Coalition for the Homeless 1999a), suf-
fers from some type of serious psychological ill-
ness. Other personal factors that may contribute to
homelessness include a fire, in which a home or
apartment is destroyed, without insurance that
can allow the family to replace the dwelling or its
contents, substance abuse that disables a wage
earner, or domestic violence and divorce that
forces a woman to leave her home, even if she does
not have another place to live.

In addition, contextual factors, factors over
which individuals typically have no or little con-
trol, contribute to homelessness. The structure of
the U.S. economy, with a persistent group of
households living in extreme poverty, is a key con-
tributor to homelessness. Prior to the passage of
the Personal Responsibility and Work Opportunity
Reconciliation Act of 1996 (referred to as the fed-
eral welfare reform law), cash assistance for poor
families with children was an entitlement. The
new welfare program, Temporary Assistance to
Needy Families (TANF), provides only temporary
assistance to poor households. Even though many
studies reveal that welfare caseloads have de-
clined, and many people have found work, the
work is often at very low wages, and families find
it difficult or impossible to meet basic needs, such
as medical care and food, in addition to housing
(National Coalition for the Homeless 1999b).

Other changes in the social safety net, particu-
larly during the years of the Reagan presidency,
have also contributed to family homelessness. For
example, initiatives involving deinstitutionaliza-
tion of long-term psychiatric patients continued
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during this era. Although efforts to reintroduce
such people into the mainstream of society were
praised, a lack of adequate discharge planning and
follow-up with sufficient community-based pro-
grams have been cited as contributors to home-
lessness.

Despite the significance of such factors, how-
ever, at the heart of homelessness is a serious
housing problem. Several key ways in which the
housing market and the overall economy operate
create situations leading to homelessness. First,
rents in the United States have increased faster
than incomes, and there are a large number of
households whose incomes cannot cover the cost
of decent housing. According to the National Low
Income Housing Coalition (2001), in no jurisdic-
tion is a worker earning the minimum wage able to
cover the cost of an apartment at what the U.S. De-
partment of Housing and Urban Development
(HUD) calls a fair market rent.

Second, there are simply not enough low-cost
units to satisfy the demand for this housing on the
part of low-income households, with about twice
as many such households as affordable units avail-
able (Daskal 1998). This situation has resulted, in
part, from a loss of over 435,000 private low-cost

and HUD-subsidized units during the 1990s (U.S.
Department of Housing and Urban Development
2000; Joint Center for Housing Studies 1999).

Third, federal funds for housing low-income
households are far below the need, and the num-
ber of assisted housing units being added to this
inventory slowed dramatically during the last
quarter of the twentieth century. Between 1977
and 2001, new federal budget authority for low-in-
come housing declined from $64.5 billion to $26.7
billion (in constant dollars) (Dolbeare 2000).

Fourth, while housing for the poor remains in-
adequate, housing subsidies for the wealthy, due
largely to the homeowner’s deduction–the ability
of homeowners to deduct the interest and prop-
erty tax portions of the housing payments from
their gross income in calculating their income tax
liability—results in over $73 billion in lost federal
revenues (Dolbeare 2000).

Impacts of Homelessness 
on Families and Children
The effects of poor-quality housing on families
and children has been studied extensively (for a
review, see Bratt forthcoming). There is also a
growing body of research detailing the specific
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detrimental effects of unstable housing situations
and homelessness. Psychiatrist Matthew Dumont
has stated: “Of all life’s grating events, of all the
stressors which drive people crazy, the loss of one’s
home ranks at the top. . . . Homeless children are
subjected to the interruption of their school, the
loss of their friends, malnutrition, and infection.
The loss of a child’s home is nothing less than an
invitation to chronic illness” (cited in Smizik and
Stone 1988, 229–230). The relationship between
homelessness and a range of medical problems,
including psychological difficulties, has been
noted by a number of researchers (see, for exam-
ple, Blau 1992; Wright, Rubin, and Devine 1998;
Bassuk et al. 1999).

Exploring various factors influencing high
school completion rates, one study found that dis-
rupting the physical location of a young child (7
years or younger) or an adolescent (12–15) “has a
strong negative and significant effect on achieve-
ment” (Haveman, Wolfe, and Spaulding 1991, 144)
Another study noted that “instability impacts the
emotional, behavioral, and cognitive development
of children, with homelessness exacerbating that
impact” (Schmitz, Wagner, and Menke 1995, 315).

When researching the impacts of homeless-
ness, the researcher must keep in mind that there
is always the possibility that problems existed
prior to the individual or family losing their home.
Thus, it is difficult to precisely identify causality.
However, it is logical that, at the very least, long-
term homelessness is likely to exacerbate an al-
ready problematic situation.

Strategies to End Homelessness
In most communities, the first response to home-
lessness usually comes from private charitable and
religious organizations. During the 1980s there
was a proliferation of homeless shelters, soup
kitchens, and other community-based efforts to
assist the homeless. Numerous state and local gov-
ernments have also responded, usually by assist-
ing charitable organizations to provide emergency
assistance.

The Stewart B. McKinney Homeless Assistance
Act of 1987 was the first and continues to be the
only major federal response to homelessness.
Among the key aspects of the act were the estab-
lishment of the Interagency Council on the Home-
less, which brings together the heads of fifteen fed-
eral agencies to coordinate programs aimed at the

homeless; creation of the Emergency Food and
Shelter Program; authorization of various emer-
gency shelter and transitional housing programs;
establishment of several programs aimed at pro-
viding health care services to the homeless; cre-
ation of various adult and youth education pro-
grams, and other initiatives. Various amendments
to the act have strengthened and expanded the
scope of the original legislation (see National
Coalition for the Homeless 1999d).

Two major criticisms have been leveled at the
McKinney Act. Although researchers generally ac-
knowledge the positive contributions of the federal
legislation, and the hundreds of thousands of
homeless people who have been assisted, pro-
grams have never been funded at nearly sufficient
levels to address the full range of the problem. For
example, funding has fluctuated from a low of
$350 million in the late 1980s to a high of $1.49
billion in fiscal year 1995. Moreover, programs
funded under the act have received various cuts
through the years, and some programs have been
eliminated altogether. There still does not appear
to be a consistent group of programs that grow in
a predictable fashion from year to year.

The second major criticism of the McKinney
Act is that it has been a Band-Aid that serves only
to alleviate some of the worst symptoms of the
problem, while leaving the underlying causes—
poverty, an insufficient number of jobs at decent
pay, and a lack of affordable housing—untouched.

Rachel G. Bratt

See also: Child and Family Poverty; Financing
Homeownership; Homeownership as a Tool for
Building Family Capital Assets; Housing; Housing
Policy; Mental Illness in the Family
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Homeownership as a Tool 
for Building Family Capital Assets
Homeownership is a fundamental building block
of household net worth and family stability in the
United States, as well as a point of interaction be-

tween households and their environment. Secre-
tary Mel Martinez of the U.S. Department of Hous-
ing and Urban Development testified before the
U.S. Congress,“Homeownership plays a vital role in
creating strong communities by giving families a
stake in their neighborhoods and helping them to
build wealth” (Martinez 2001, 2). For most fami-
lies, their house is their most valuable asset. Public
policy has sought to influence the larger environ-
ment by increasing the number of homeowners
and therefore helping families build home equity.

Home equity is the market value of a house, less
the amount that is owed on any mortgages or loans
on that house. In 2000,“Home equity accounted for
44.4 percent of the typical household’s total net
worth—far more than any other investment,” (Na-
tional Association of Home Builders 2001, 31).
Most home mortgages in the United States are
amortized over a fixed period time—typically fif-
teen to thirty years—during which the owner pays
interest and some increasing part of the principal
each month.At the end of the mortgage period, the
loan will have been completely paid. Mortgage pay-
ments become forced savings that increase family
net worth over time by regularly paying for more
than just the interest on the loan. Mortgages lever-
age the family’s down payment to give them use of
a home long before they have paid the full price. In
addition, home values typically increase (appreci-
ate) over time, while the family continues to pay
the mortgage on just the original purchase price.

Federal tax policy favors household capital for-
mation through homeownership by allowing fam-
ilies to deduct mortgage payments and local prop-
erty tax payments from their federal income tax
liability. Most state tax policies have similar provi-
sions. Home equity becomes a valuable source of
capital for other investments that can be accessed
through home equity loans (a type of second loan
on the house whose interest is also tax deductible).
Or the owner may refinance the home mortgage
with a new mortgage based on the current home
value and interest rate. When a family sells their
appreciated home after living there two of the five
previous years, the family is allowed to retain that
appreciated value tax free (up to $250,000 for an
individual or $500,000 for a couple). The politi-
cal/economic environment encourages homeown-
ership, which in turn allows households more
choice in dealing with their household finances
and their economic environment.
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Alternatively, families often use the accumu-
lated housing capital to finance other needs. They
may take out a home equity loan or refinance with
a new loan to pay for higher education for chil-
dren, for home remodeling, or for living expenses
during retirement. This kind of loan could be
taken out and repaid several times during a life-
time. Recently, reverse mortgages that allow older
persons to withdraw equity in their home while
continuing to live there have gained in popularity.
Reverse mortgages allow older owners with high
home equity to receive a lump sum or regular pay-
ments based on the appreciated value of their
home while they still continue to live in the home.
With a reverse mortgage, the lender gets paid from
the proceeds of the sale of the house when the
owner moves out or sells the house.

These positive effects of homeownership, how-
ever, do not accrue evenly. Purchase, maintenance,
and remodeling costs vary from region to region
and neighborhood to neighborhood. Houses ap-
preciate more in value in some locations than oth-
ers, and values fluctuate over time. Many other in-
terrelated factors also affect the ability of any
particular owner family to accumulate wealth.
Both the near physical environment and larger
economic environment affect the appreciation of
home prices.

Low-income families who are not homeowners
may be doubly disadvantaged: low current income
to pay rental costs and no opportunity to accumu-
late equity through the special mechanisms avail-
able to owners. Two of the most often cited barri-
ers to home ownership for lower-income families
are poor credit records and the lack of a down
payment. Government at any level may intervene
to reduce these barriers.

To alleviate credit problems, the federal govern-
ment, as well as many local lenders and local de-
velopment organizations, now supports home-
buyer education programs that teach participants
about the home-buying process, money manage-
ment, credit repair, home maintenance skills, and
related topics. Federal programs have encouraged
lenders to make mortgage loans to higher-risk
customers by providing mortgage insurance and
by setting target numbers of loans to disadvan-
taged customers. Homebuyer education programs
can help participants find special programs to
help them get started on building home equity.

Down payment assistance is available to buyers

of limited means through a variety of federal,
state, and local government programs. The qualifi-
cations and terms for such programs vary. Down
payment assistance may be in the form of an out-
right grant, a loan forgiven over time if the family
remains in the home, or provision for “sweat eq-
uity” programs that allow families or their spon-
sors to contribute the value of their labor to help
construct their new house. Where down payment
assistance takes the form of a loan, it may be inter-
est free or at a reduced rate. Nonprofit organiza-
tions often are involved in delivering these pro-
grams to low-income households.

Homeownership, thus, is a tool available to
families to improve their economic condition. Be-
cause ownership is viewed as increasing neighbor-
hood stability and contributing to economic activ-
ity, policies at the local, state, and national levels
have also supported homeownership.

Janet A. Krofta

See also: Financing Homeownership; Homelessness
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Household Appliances: 
History and Development
Conceptually, an appliance is a material resource
used to replace other material resources (e.g., the
electric refrigerator replaced the icebox) or used to
extend or replace the human resources (the body
and the mind) needed to perform household work.
Appliances initially designed to relieve the home-
maker of time-consuming physical labor not only
have been improved to decrease physical inputs
but have become increasingly automatic, thus re-
ducing the user’s mental involvement as well.

Household appliances have evolved from sim-
ple to complex devices powered by electricity or
gas, or a combination of the two. Items that once
may have been considered luxuries and found only
in the homes of the wealthy are now common-
place.According to data from 2000, over 70 percent
of the households in the Unites States included all
the following: a refrigerator (99.9 percent), range
(60 percent electric, 40 percent gas), microwave
(95.6 percent), clothes washer (93 percent), and
clothes dryer (58.5 percent electric, 20 percent gas)
(Appliance 2001).

The emphasis in this article is on appliances
that facilitate cooking and storing food, and laun-
dering clothing and other textiles. The evolution of
dishwashers is closely related to that of clothes
washers, while devices used to clean household
furnishings and surfaces have not changed signif-
icantly since early in the twentieth century.
Sources of further information about the history
and development of household appliances are pro-
vided at the end of the article. The Smithsonian
Museum of Science and Technology in Washing-
ton, D.C., and the museum at Johnson and Wales
University in Providence, Rhode Island, have excel-
lent collections, which include examples of house-
hold tools that preceded the electric or gas appli-
ances featured here, as well as examples of
appliances described in this article.

Dramatic developments in household appli-
ances that began early in the twentieth century,
with the commercialization and widespread dis-
tribution of electricity, have gathered momentum
with each passing decade, except for the years dur-
ing and immediately following World War I and
World War II. Between 1900 and 1920, simple de-
vices such as the hand iron, toaster, phonograph,
and table fan came into widespread use in U.S.
homes, representing the beginning of significant

adoption of labor-saving devices and lifestyle
transformation. The vacuum cleaner replaced the
hand-powered broom and carpet beater, and the
refrigerator replaced the icebox (Public Broadcast-
ing System 2000).

Other electrical appliances developed during
that period included the spin dryer, dishwasher,
range, and clothes washer (Public Broadcasting
System 2000). However, these appliances were not
adopted widely until the late 1940s following the
Great Depression of the 1930s and World War II in
the early 1940s. Concurrently, additional appliance
innovations were becoming available, accompa-
nied by changes in lifestyles. Appliances became
more complex, increasingly relieving the user of
physical and mental involvement in task perform-
ance. The word “automatic”became common in the
nation’s vocabulary with reference to clothes wash-
ers and dryers, dishwashers, cooktop temperature
controls, oven cleaning, and refrigerator and
freezer defrosting. In the 1970s and 1980s the mi-
crowave oven revolutionized cooking and meal-
times, much as the automatic washer and dryer
had changed laundry practices and expectations
during the 1950s and 1960s. Also, beginning in the
1970s appliance manufacturers increased efforts to
use materials and processes with low environmen-
tal impact during manufacturing, consumer use,
and disposal at the end of the life cycle. Further,
manufacturers have encouraged consumers to se-
lect appliances that are more efficient in the use of
energy or water and to recognize the effect of user
behavior on appliance resource use. With the rapid
advances in controls and sensing devices during
the 1980s and 1990s, appliances became available
with even more capabilities and simultaneously
greater safety and efficiency in resource use.

The appliances available at the beginning of the
twenty-first century perform the same basic func-
tions as their forerunners but have convenience
and safety features that exceed the expectations of
consumers as recently as a decade before and are
more efficient in the use of scarce environmental
resources. Examples include the cooktop elements
that turn off if there is no pan or if the pan boils
dry, the refrigerator or freezer that defrosts as
needed, the dishwasher or washing machine that
senses load size and degree of soil and adjusts the
amount of water and the cycle settings accord-
ingly, or the hand iron that shuts itself off if not
used for several minutes. Additional examples are
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the microwave oven that cooks according to pro-
grams established during manufacturing, the In-
ternet-ready appliance that can have programs
added or deleted and malfunctions diagnosed
from the factory, and the appliance with capability
for voice recognition and response. Manufacturers
are designing models to support the needs of indi-
viduals in various niche markets, such as those
with limitations in vision, mobility, physical dex-
terity, and language comprehension.

Appliances that perform several steps in a
process are classified as large or major appliances,
have a life expectancy ranging from 8 to 19 years
(Appliance 2001), and are considered to be con-
sumer durables. Major appliances typically repre-
sent a large investment for a household, although,
as a percentage of household income in the United
States, the purchase price of appliances in the
United States has decreased, even as the quality of
performance has increased.

All major appliances operate on electricity, or
gas, or a combination of the two. Electric ranges
and most clothes dryers operate on 240-volt alter-
nating current and have wattage ratings of approx-
imately 1,500 watts or less. Gas ranges and clothes
dryers require both gas (generally natural gas, al-

though some are manufactured to use or can be
converted to LP gas) and 120-volt electricity.

The category of small or portable appliances
includes food mixers, blenders, toasters and
toaster ovens, coffeemakers, and hand irons, to
name a few. In comparison with major appliances,
portable appliances are designed for one or only a
few purposes, have limited capacity, are powered
only by electricity, and represent a relatively small
investment. All portable appliances operate on
120-volt alternating current electricity; they can
be divided into three categories: heating appli-
ances, motor appliances, and motorized heating
appliances. Portable heating appliances such as
coffeemakers, toasters, and hand irons, generally
are rated at approximately 1200 watts. Portable
motor appliances such as food mixers, food
processors, and blenders have wattage ratings that
range from approximately 100 watts for a food
mixer to approximately 600 watts for a blender or
food processor.A bread machine, with a motorized
mixing/kneading paddle and heating element for
baking, is an example of a motorized heating ap-
pliance and is rated at 500 watts. Aside from cos-
metic attributes, changes are few in the portable
appliances (toaster, coffeemaker, blender, electric

372 Household Appliances: History and Development

Gas range (Laura Dwight)



skillet) found in the majority of homes in the
United States.

The following sections include highlights in the
history of major appliances used in cooking, re-
frigeration, and laundry. Information was gleaned
from the Web site of the Association of Home Ap-
pliance Manufacturers and other sources.

Cooking Appliances
A kitchen range has a surface for cooking and one
or more compartments for baking and broiling.
The cooking surface and baking/broiling compart-
ments also are available as separate, built-in units.
Early in the 1900s, the electric range appeared on
the market. Approximately twenty years later, the
original open-coil units were replaced by sheathed
(Calrod) surface units on the surface and in the
oven. In 1963, the pyrolytic, self-cleaning oven was
introduced, followed in 1967 by the catalytic, con-
tinuous-cleaning system. In 1968, glass-ceramic
topped cooking surfaces (smooth-tops) were in-
troduced, and in 1978, magnetic induction cook-
tops entered the market. (With magnetic induc-
tion food cooks with heat created in the cookware,
not the cooktop). By the 1990s cooktops and ovens
featured digital controls, electronic technology
used in microwave ovens.

First introduced for the household in 1955, the
microwave oven was a heavy, bulky, 240-volt appli-
ance designed to be built-in. Microwave cooking
was something of a curiosity until the introduc-
tion of the smaller, 120-volt countertop microwave
oven in 1967. In the 1970s, microwave ovens ap-
peared with variable power settings, programmed
cooking, and recipe storage. Gradually, the mi-
crowave oven has been accepted as a complement
to the range rather than a substitute.

Refrigeration Appliances
Refrigeration appliances are available as refrigera-
tors, freezers, or refrigerator-freezers. Typically sold
in small, under-counter models, refrigerators pro-
vide storage for fresh foods and ice cubes (and pos-
sibly already frozen foods) for relatively short peri-
ods. Freezers are intended for freezing and storing
food for several weeks to several months. The most
common of these appliances, refrigerator-freezers
have a fresh food section and a fully insulated
freezer section for freezing and storing food.

Electric refrigerators were introduced in 1914,
and by 1944 were in over 85 percent of U.S. house-

holds. In the decades following World War II, a
number of features were added to increase con-
venience, safety, and energy efficiency. In the
1950s, new features included automatic ice makers
and defrost systems, magnetic door gaskets, forced
air refrigeration, and condenser coils underneath
rather than on the back. In the 1960s, in-the-door
ice and water dispensers were introduced. During
the next three decades, refrigerator and freezer
manufacturers increased the energy efficiency and
discontinued the use of chlorofluorocarbons
(CFCs) in refrigerants and insulation. During the
1980s, computer control of refrigerator/freezer
temperatures and defrost cycles was introduced,
followed in the 1990s by water filtration systems
for ice and water dispensers. Beginning in 1980,
the Energy Guide label was mandated for all re-
frigerators and freezers sold in the United States.

Laundry Appliances
The task of laundering is a good example of how
washing and drying clothes and other household
textiles have been revolutionized. For centuries,
wet clothes were rubbed by hand with soap, per-
haps on a metal washboard to loosen the soil, then
twisted or put through a wringer (pair of rollers)
to remove the dirty water, rinsed once or twice,
with the water wrung out by hand after each rinse,
and then hung to dry. As Susan Strasser noted,
most early clothes washers “dispensed only with
the rubbing; the few who owned them saved little
time and not much labor” (1982, 116). Change
commenced with the introduction of the spinner-
type clothes washer in the 1920s and a front-load-
ing machine in the 1930s. In the late 1940s, a top-
loading washer with oscillating agitator was
introduced and became the national standard. De-
velopments in laundry appliances during the
decade of the 1950s included washers with push-
button programmed cycles and automatic dis-
pensers for bleach and fabric softener, automatic
dryness controls on clothes dryers, and a combi-
nation washer/dryer. In the 1970s, washers and
dryers with electronic touch controls were intro-
duced. During the 1990s, to encourage consumers
to use less water in laundering, front-loading
washers were reintroduced, and a top-loading
washer with nutating agitation appeared. The En-
ergy Guide label is required for clothes washers,
but not for dryers because of little variation across
brands and models.
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Conclusion
The development of household appliances contin-
ues to evolve as manufacturers seek innovative,
practical, cost-effective techniques to provide ap-
pliances that serve the needs of consumers at all
ages and stages of life. Consumers are encouraged
to consider a household appliance as a material re-
source (a tool) that, in concert with human re-
sources (the body and mind) facilitates household
task performance. Further, adoption of some ap-
pliances may in fact require a greater investment
of financial resources and human capital (skills
and knowledge) than is warranted by needs now
or in the future.

Rebecca Lovingood

See also: Consumption, Ethical; Energy Efficiency in
the Home; Energy and Home Usage; Energy:
Standards, Codes, and Labels
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Household Appliances, Shopping for
Shopping for household appliances can be confus-
ing, and selection factors may be complex, espe-
cially without a knowledgeable person to explain
product characteristics. Classifying appliances ac-
cording to basic purpose, relative size or capacity,
style, and brand, and learning to interpret appli-
ance information can facilitate decision making.

Each appliance has a purpose in household
production. Appliances such as food blenders,
toasters, and coffee makers typically perform a

single function and are classified as portable or
small appliances. Those such as refrigerators and
washing machines perform multiple parts of a
process and are classified as large or major appli-
ances. An appliance may come in more than one
style and be available in multiple brands, with
each brand having several models that vary by
style and number of features.

Three steps make up the process of appliance
selection:

Decide the task, or tasks, to be performed in
light of present and future needs of the
household.

Find out what is available. Learn about the
brands, styles, and features as described in
advertising or consumer magazines or as
shown in retail shops or at home shows.
Friends and neighbors also are a good
source of information.

Comparison shop, in stores or on the Internet,
to become familiar with products and the
range of prices. Compile the information
gathered in comparison shopping within a
framework that includes the ten points that
follow. Several of the labels or statements
generally found on a display model, in
advertisements, or on a Web site are
explained.

1. Brand name. Is the brand well known, with
a reputation for good quality, performance,
and durability? Is the brand nationally
distributed or only available in a particular
region? Selecting a nationally distributed
brand may be important for a
geographically mobile household.

2. Features desired. What capabilities should
the appliance have that increase safety,
efficiency in use of water and energy, or
user friendliness in operation? For example,
should the hand iron have an automatic
safety shut-off? Should the dishwasher have
extra insulation for quieter operation, a
setting for washing partial loads, or an
energy-saving, non-heated drying option?
Are the controls easy to see, comprehend,
and set?

3. Warranty provisions. The warranty is a
written contract provided by the
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manufacturer (or sometimes, the retailer) to
protect the consumer if the appliance should
fail or malfunction. Warranty provisions
vary, but any warranty should state, in easy-
to-understand language, the extent of
coverage (the entire product or only one or
more specific components or systems), the
length of time of the coverage, and the
responsibilities of the company and the
consumer, including additional costs for
coverage, if any. Manufacturers’ warranties
apply only to defects in quality or
performance incurred by the first owner, not
to subsequent owners or to appliances used
in rental properties. Retailers’ warranties
vary, and may duplicate coverage provided
by the manufacturer. The warranty period
begins at the date of purchase, not the date
of installation or first use. The sales slip,
with model and serial numbers of the
appliance, name of the seller, name of the
purchaser, date of sale, and selling price, is
important in making warranty claims.
Keeping both the written warranty and the
sales slip is important as long as the
appliance is in the household.

4. Dealer’s reputation. Is the dealer known and
respected? If shopping electronically, is there
a local dealer who could show the appliance
or answer questions and assist with delivery
and installation?

5. Service. Who will provide service during or
after the warranty period? If installed and
used as directed, appliances usually are
reliable but may need service at some time.
Some dealers do not provide service; others
service only the products they sell. In
addition, independent service companies
may be authorized to perform warranty
work for one or more brands, or none at all.
If authorized to provide service during the
warranty period, the provider is reimbursed
by the manufacturer to the extent specified
in the written warranty. Service not covered
by the warranty or service performed by an
unauthorized provider is charged to the
consumer.

6. Price. Does the purchase price include
delivery and installation? What about
disposal of the old appliance if the new one
is a replacement model? What is the cost of

accessories, if any, that will be needed to
realize the full benefit of the appliance? Will
payment be made in cash or installments?
What is the difference in total price if paid
in cash or installments? Are there other
payment options or sources of financing
that will cost less? What is the anticipated
life expectancy of the appliance? What
would be the estimated cost per year of
owning and operating the appliance? (Cost
per year equals total cost divided by life
expectancy in years. Total cost equals the
sum of purchase price, delivery, installation,
accessories needed, disposal of old
appliance, and estimated costs for operation
and maintenance for the life of the
appliance.)

7. Installation considerations. Generally, space
and other installation considerations are
associated with major appliances, but these
considerations apply to portable appliances
as well. Specifically, consider these
questions:

How much space in height, width, and
depth will the appliance occupy when in use
and when not in use? Will space be needed
for ventilation around the appliance? Are
there narrow doors or hallways, or stairs or
sharp corners that might interfere with
delivery and installation? Measurements of
the appliance, including space needed
around it, generally are included in the
specifications available with the appliance or
on the Web site.

Is the floor strong enough to support the
weight of the appliance? This is particularly
important if the new model is to replace one
that is considerably smaller and lighter in
weight. Weight of the appliance should be
available on the specification sheet or on the
Web site.

8. Nameplate information. The nameplate may
be permanently attached or stamped into
the body of the appliance; it generally
provides the name and location of the
manufacturer, the generic name and the
model and serial numbers of the appliance,
and utility requirements. Refrigeration
appliance nameplates also include the type
and amount of refrigerant required. Other
nameplate information may include safety
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precautions and indications that the
appliance meets voluntary or mandatory
safety or performance standards. Following
are more details about these items:

Electrical requirements. Appliances sold
in the United States operate on alternating
current (AC) at a frequency of 60 Hz and
pressure of 120 or 240 volts. Portable
appliances, refrigerators, freezers, microwave
ovens, gas ranges, gas cooktops, gas ovens,
washing machines, and a few clothes dryers
operate at 120 volts on standard household
circuits with current-carrying capacity of 15
or 20 amperes (approximately 1800 to 2400
watts, maximum). Electric ranges, electric
cooktops, electric wall ovens, and most
electric clothes dryers operate on 240 volts
and require individual or “dedicated”
circuits designed to carry the load indicated
on the appliance nameplate. Will the
household electrical system accommodate
the appliance being considered, or must
alterations be made, or other options
considered?

Gas requirements. Gas appliances sold in
the United States typically are manufactured
to operate on natural gas, although
conversion to LP or bottled gas may be
possible. Gas burners are rated in BTU, or
British Thermal Units, a measure of the gas
burned per hour. In general, it can be
assumed that the higher the BTU rating of a
burner, the faster the heating time.

Water requirements. The pressure of the
household water supply, important to
satisfactory operation of dishwashers and
washing machines, is indicated as psi, or
pounds per square inch. If household water
pressure is outside the range indicated on
the nameplate, shoppers should inquire
about potential problems in appliance
performance. The quantity of water
necessary to operate an appliance is an
important environmental consideration. For
example, a top-loading automatic washing
machine with oscillating agitator uses
significantly more water for a normal cycle
than a top-loading machine with nutating
agitation or a front-loading (horizontal axis)
washing machine. Water quality, indicated
by the amount of dissolved minerals (degree

of hardness) or presence of dissolved iron,
may affect satisfaction with performance or
life expectancy of appliances such as
dishwashers and washing machines, as well
as automatic ice makers. Water hardness
appears as a hard, white scale on the inside
of an appliance and may build up in the
operating components, blocking the flow of
water. Water hardness also is indicated by a
white deposit on glassware, dishes, or
clothing, or as white flakes in ice cubes.
Dissolved iron shows up as brown streaks
on the inside of appliances or as spots or
streaks on clothing.

9. Energy standards. Because of the need to
conserve, or better manage, the supply of
electricity, gas, and water, the U.S.
government has established the
EnergyGuide label and the Energy Star
programs to encourage consumers to buy
appliances that perform well with lower
energy input. In addition to selecting
energy-efficient appliances, consumers have
a responsibility to adopt effective energy
management practices when using
appliances.

The EnergyGuide label, mandated by law,
provides information about the estimated
annual operating cost or kilowatt-hour use
of dishwashers, refrigerators,
refrigerator/freezers, freezers, washing
machines, air conditioners, and furnaces,
based on laboratory tests and the national
average cost per kilowatt-hour of electricity
or cost per therm (100,000 BTU) of natural
gas. When comparing operating costs using
the EnergyGuide label, one needs to
recognize that (1) the estimated annual
energy use established under laboratory
conditions may vary from household
conditions, because of user behavior and
other factors, (2) the national average cost
per kilowatt-hour of electricity (or therm of
natural gas) varies over time, and (3)
appliance style and features affect energy
use.

The Energy Star label indicates that a
product has been manufactured to exceed
the minimum federal standard for energy
use. A manufacturer may apply for the
Energy Star for all models in a line of
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products, some models, or none at all, since
this is a voluntary program.

10. Other assurances of performance and
safety. Other organizations, governmental
and nongovernmental, have established
standards, and where appropriate,
consumers should look for the
designations that indicate appliances have
met those standards:

AGA Star. This designation given by the
American Gas Association assures
consumers that a product sample has been
tested and found to meet performance and
safety standards established by the
manufacturers of gas-fired appliances.

ANSI. The American National Standards
Institute administers and coordinates the
U.S. voluntary standardization and
conformity assessment system. To facilitate
development of standards, ANSI establishes
consensus among groups such as the
Association of Home Appliance
Manufacturers (AHAM). An appliance
nameplate with “ANSI/AHAM” indicates
evaluation according to procedures
established by AHAM and adopted by ANSI.

CSA Mark. This symbol was originally
granted by the Canadian Standards
Association to indicate that an electric
appliance met Canadian standards for
safety. The CSA mark has been adapted to
indicate a broader scope that includes
testing and certification of gas-fired as well
as electrical products that meet both U.S.
and Canadian standards.

Good Housekeeping Seal. This seal
indicates a limited warranty that assures
consumers an appliance will perform as
represented. If an appliance that bears the
Seal or is advertised in Good Housekeeping
magazine is defective within the first two
years of ownership (whether purchased or
received as a gift), Good Housekeeping will
replace the product or refund the purchase
price. This warranty does not cover
problems caused by abuse or by failure to
follow the manufacturer’s instructions for
installation, use, or service.

IEC 750. This test procedure, established
by the International Electrotechnical
Commission, provides consistency in

measurement of power output (power or
wattage available for cooking) of microwave
ovens. Theoretically, the higher the power
output, the shorter the cooking time.

UL Mark. The Underwriters Laboratory
(UL) mark on an appliance indicates that a
sample of the product has been tested by UL
and has been found free of potential safety
risks. UL personnel conduct periodic
unannounced inspections of a
manufacturer’s facilities to assure that a
product bearing the UL mark continues to be
manufactured to meet the safety standards
of the original sample tested by UL.

These ten points have not been presented in
any particular order. For some shoppers, price may
be most important; for others, features, installa-
tion specifications, or energy use may hold top pri-
ority. Careful consideration of the needs of the
household, now and in the foreseeable future,
along with comparison shopping using informa-
tion from a variety of sources, can help make shop-
ping successful.

Rebecca Lovingood

See also: Consumer Economics/Consumer Education;
Consumption, Ethical; Energy Efficiency in the
Home; Energy and Home Usage; Energy: Standards,
Codes, and Labels; Household Appliances: History
and Development
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Housing
Housing can be considered a product, an environ-
ment, a service, and a process (White 1986). As a
topic of academic study, housing encompasses
many aspects, all connected in some way with the
objective of increasing the quality of life. Major
topics include the physical design of houses, the
acquisition of housing, social and psychological
aspects of housing, economic aspects of housing,
political and legislative processes related to gov-
ernment housing policy, and the delivery and
management of housing in the marketplace. Hous-
ing as a focused field of study is centered on rela-
tionships among homes and neighborhoods and
the well-being of people and their communities
(American Association of Housing Educators
1982). The many aspects of housing are also con-
sidered in a multitude of disciplines, including
family and consumer sciences, sociology, psychol-
ogy, social psychology, economics, business, envi-
ronmental sciences, human development, geron-
tology, urban planning, and architecture.

Shelter is a basic human need. “Living situa-
tions affect individual and family development
and quality of life. Housing is influenced not only
by personal factors, but also by external forces. . . .
[H]ousing provides physical shelter and symbolic
meaning for people” (White 1986, 190). The hous-
ing environment includes small- and large-scale
settings and the interaction of people within each
and among all of them.

Early examination of housing in the United
States focused on the home as a social institution.
By the mid-1800s, a “suitable home environment”
was considered essential for the proper upbringing
of children. That environment included both affec-
tive and physical characteristics. It was thought
that moral values could best be instilled while liv-
ing in dwellings and among possessions that ex-
emplified beauty. A connection was made between
“base people and a sordid environment,” and both
were contrasted with virtuous people and exem-
plary surroundings (Handlin 1979). After the Civil
War, interest in the home continued. Activists
Catharine Beecher and her sister Harriet Beecher
Stowe, in The American Woman’s Home, agreed

that a proper home was essential to Christian liv-
ing, but added the importance of home design that
would economize time, labor, and expense.

Throughout the century, the examination of
housing was driven by value-laden goals. Many
nineteenth- and early twentieth-century social re-
formers focused on the evils of slums. Efforts were
made to eliminate slums through legislation and
by setting minimum standards for light, air, and
occupancy. In addition, building codes were devel-
oped to establish standards for plumbing, electric-
ity, heating, and materials.

A concern for housing was an integral part of
the new discipline of home economics. Ellen
Richards wrote a book entitled The Cost of Shelter
(1905) wherein she emphasized sanitation, safety,
and the social and economic aspects of housing.
Early home economists recognized relationships
between environment and the welfare of the fam-
ily; to take one example of their work, they pro-
vided designers and consumers with guidelines
for efficient kitchen design (Coveney and Hunt
1984).

The U.S. government became directly involved
in housing during the 1930s, as a result of the fi-
nancial and economic disasters of the Great De-
pression. Federal programs included regulation of
housing finance, establishment of the mortgage
guarantee system, and the development of public
housing.

In 1965, the U.S. Department of Housing and
Urban Development (HUD) was created (P.L.
89–117). Its mission is to assure decent, safe, and
sanitary homes and suitable living environments
for every American. The creation of HUD brought
most federal housing policies and programs under
one roof.

The same year that HUD was created (1965),
the American Association of Housing Educators
(AAHE) was formed. Its founders “broadly con-
ceived the term ‘housing’” to include appropriate
aspects of social psychology, planning and design,
home management, interior design, and econom-
ics. The diversity of housing professionals who
joined together in the organization included home
economists, interior designers, sociologists, urban
planners, and architects. AAHE “promotes excel-
lence in planning, development, delivery, and serv-
ice of decent, safe, sanitary, affordable, ecologically
sound, and appropriately designed housing for all
people. . . . The organization is a major forum for
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professional dialogue among educators, re-
searchers, policy makers, and practitioners in the
field of housing” (AAHE 1997, 42). The organiza-
tion holds annual conferences and publishes a
scholarly journal, Housing and Society.

Housing is also an emphasis of the Cooperative
Extension System (CES) of the U.S. Department of
Agriculture. Many states have Extension Housing
Specialists who are university-based researcher-
educators. Housing specialists work with Extension
County Agents to provide research-based informa-
tion and programs for consumers, community
leaders, local government officials, and profession-
als involved in the housing industry.

Housing continues to be an important element
in the well-being of individuals, families, and com-
munities. Programs of HUD and other depart-
ments of the federal government, state and local
governments, and a multitude of nonprofit and
for-profit industries are involved in housing is-
sues. They encourage homeownership, address is-
sues of affordable rental housing and decent pub-
lic housing, and invest in neighborhood and
community development.

Within housing as a topic of academic research,
six broad categories have been identified by the

AAHE (Weber 1992): (1) private market/public
policy interface; (2) public policy; (3) technology
applied to housing; (4) environmental and safety
issues; (5) behavioral aspects of housing; and (6)
housing consumption.

Housing education at both undergraduate and
graduate levels is available at selected institutions
of higher education across the country. The scope
of housing education varies, depending on the
mission and goals of the department and institu-
tion at which it is offered.

Housing curricula may include such topics as
housing needs through the life cycle, living pat-
terns, social and psychological interactions be-
tween people and their housing, cultural influ-
ences on housing, fair housing and housing
discrimination, housing markets, housing fi-
nances, housing management, public policy in
housing, housing and interior design, neighbor-
hood and community planning, and housing in-
teractions with ecosystems and the environment.
Housing courses are also an integral part of many
interdisciplinary programs, and are relevant to
public administration, real estate, finance, social
welfare, urban planning, environmental studies,
gerontology, and other related fields.
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Careers in housing are many and varied. People
with an undergraduate degree in housing qualify
for housing-related positions in both private indus-
try and government. Positions in the private sector
include real estate development, housing design, in-
terior design, residential sales, real estate appraisal,
home insurance, home building and remodeling,
equipment and furnishings sales, mortgage and
construction lending, and housing management. In
the public sector, typical careers involve housing
development and regulation, building inspection,
code enforcement, and the administration of a mul-
titude of affordable housing programs. A growing
nonprofit housing industry offers careers in afford-
able housing development, consumer education for
housing and finance, grants writing and adminis-
tration, and public policy advocacy.

Typical housing-related careers for those with
graduate housing degrees include administrative
positions with government and nonprofit organi-
zations, Extension service, and teaching and re-
search positions in higher education.

Carmen D. Steggell

See also: Cooperative Extension System (CES);
Financing Homeownership; Homelessness;
Homeownership as a Tool for Building Family Capital
Assets; Housing: Cultural Influences on Historical
Styles; Housing and Older Adults; Housing Policy
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Housing: Cultural Influences 
on Historical Styles
Historical housing styles are a reflection of the
contributions of various ethnic groups and cul-
tures to a society. The study of housing from
across-cultural perspective increases an aware-
ness, appreciation, and understanding of various
ethnic and cultural groups. Knowing the contribu-
tions that a culture has made to U.S. architecture is
important in the preservation of that culture for fu-
ture generations. It also increases the interconnect-
edness of our society and heightens one’s aware-
ness of and appreciation for differences in various
cultural and ethnic groups (Jackson 1997). This is
an important area of study in human ecology.

When looking at a historical home or building
site, it may be possible to see many different cul-
tural influences in that one house. Historical
houses are a reflection of various groups and the
ecological dimensions of their environment. The
cross-cultural architectural influences that might
be observed in historical houses include Native
American (Indian), African, European (English,
French, Dutch, Spanish, and German, to name
some of the most important), and Chinese.

African Influences
People who came from West Africa between 1673
and 1848 greatly influenced architecture in the
Americas. The occupational classifications of the
Africans, especially those who were living in the
Caribbean region, were warehouse Black, house
Black, craftsmen and artisans, and field-workers.
Many of the Africans had great influence over the
historical architecture due to the absenteeism of
European landowners, especially in the Caribbean.
West African influences, as seen in historical archi-
tecture, are wattle and daub, rubble walls, tabby
construction, gable and hipped roofs, porch, the
shotgun house, and the use of adobe. One of the
first permanent types of homes built along the
southeastern coast of the United States were
homes made of wattle–and-daub construction.
These small rectangular homes were built by the
people who had come from West Africa and also
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from Europe. The wattle-and-daub construction
can be traced to the Ika district on the Niger River
located in West Africa (Sobel 1987, 119). The wat-
tles are sticks that were woven like a basket and
then covered with a plaster, or daub (often animal
dung). This type of construction is still found in
West Africa, the Caribbean, Mexico, and Central
and South America.

Rubble, or “rubbed-up,” walls represent another
method of wall construction that was used by the
Africans but also known to the Europeans and the
Native Americans of the Southwest. With this
method of construction, stones are placed in a
trench, which marks where the foundation is for
the house. Then the mortar is placed between and
around the rocks and the stones. Rocks and stones
are piled upon one another to form the walls of the
building. Locally available field stone was used and
set in a lime mortar. Rubble walls can be observed
on various historical architecture structures
throughout the United States and the Caribbean.

Tabby construction was a type of building
method that was used by the people who came
from West Africa, Spain, and Europe. In this
method of construction a cementlike mixture is
made up of sea shells, lime, water, and stone, which
are applied over a wooden frame that has been
filled with stones. The tabby is made by pouring
the masonry mixture and small stones and shells
into a wooden mold. The exterior walls are then
plastered.

A gable roof was used on many historical
houses. In this roofline, the roof has two peaks at
opposite ends of the house. This roof style was
used by the West Africans as well as the Euro-
peans. The location of the front door on a house
with a gable roof can be related to one’s culture.
Most of the Europeans built their houses with the
doors located on the sides without gables. It was
characteristic of houses found in parts of rural
West Africa to locate the doors on the gable ends of
the house, as seen in shotgun houses.

The shotgun house style was brought from the
island of Haiti by the Caribbean Blacks to New Or-
leans in the early nineteenth century. The tradi-
tional size of the house was 13 feet or 14 feet wide
by 64 feet long. The ceiling height followed the
steeply pitched roofline, which was 12 feet tall.
Why is this house called a shotgun house? The
shotgun house has a door located at each gable end
of the house, an arrangement that reflects African

influence rather than European. If one were to
stand in the front door of the house and point a
gun, one could shoot straight through the house
and out the back door. This style of house was ac-
tually shaped by several influences. The shape of
the house was influenced by Africans who came
from Yoruba and Caribbean Indians who lived in
Haiti. The framing of the house reflects French in-
fluence. The concept of the shotgun house moved
from New Orleans to various parts of the United
States. These houses are found within our cities,
and they were also used by farmworkers and in the
oil fields, lumber camps, and railroad yards
(Upton 1986, 43–45). Excellent examples of re-
stored shotgun houses can be found in Galveston,
Texas.

One of the most important architectural fea-
tures of many historical houses found in the
southern part of the United States and throughout
the Caribbean is the porch or gallery. Where did
this architectural feature come from? Many people
would say it was of European origin; in fact, how-
ever, it was an idea that was brought from the trop-
ical rain forests of West Africa to the Americas. The
verandah, porch, or gallery is widespread in the in-
digenous architecture of the West African rain for-
est. It was very important in the social and cere-
monial life of the extended African family. Stanley
D. Dodge reports “that an eighteenth century etch-
ing shows the King of Dahomey, which is an an-
cient West African kingdom, entertaining slave
traders (Europeans) on the palace verandah,”
(Dodge 1922, 12–13). The enslaved people who
were brought from the west coast of Africa to the
Americas contributed to American architecture
through their knowledge of building skills, their
skill as artists, and their response to the kind of
warmer climate found in the southern part of the
United States and the Caribbean.

Chinese
Adobe brick, which is made of soil, straw, and
water and then dried in the sun is a building mate-
rial that is still used in the southwestern part of the
United States today. Adobe bricks were used over
three thousand years ago by the Chinese. The West
Africans used this type of building construction
over two thousand years ago. The people from
West Africa introduced the adobe brick to the
Spaniards, who brought this building concept to
Latin America. The Mexicans who were living in
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the southwestern region of the United States intro-
duced it to the Native American Indians. For the
most part, Chinese influence on American housing
is found in the interior of the house, but the adobe
brick is an exception, one most people are not
aware of.

Spanish-Mexican Culture
The Spaniards came to the Americas from Spain,
and they have certainly had an important influ-
ence on our historical architecture, especially the
architecture of California and certain areas of
Florida. Mexican culture is not purely Spanish,
however; Mexico is multicultural, composed of
Spaniards, Native Indians, Europeans, and
Africans. The Mexican people who lived in the
Southwest of the United States, which was once
part of Mexico, have had significant influence on
the historical architecture of this part of the United
States.

Spanish-Mexican influences on historical ar-
chitecture show themselves in (a) elaborate
wrought-iron grillwork; (b) vivid colored ceramic
tiled floors and walls; (c) balconies that extend
from some smooth plaster facades; (d) white-
washed plaster exterior walls; (e) arched doors and
windows; (f) vigas (crossbeams for supporting the
roof that are exposed on the interior of the struc-
ture and extend through the exterior walls); and
(g) rajas (split pine logs laid on top of the vigas
creating the ceiling) (Birdsong and Goodman
1986, 21). These cultures used the adobe brick ex-
tensively as a building material. An inner court-
yard is another Spanish-Mexican cultural influ-
ence that is seen in the traditional houses
influenced by these cultures. Surrounding the
courtyard and also used on the front of the homes
were the portals, which were long, narrow roofed
porches supported by heavy vertical posts. Spanish
culture is reflected in the pitched red clay tile roofs,
as seen on some of the historical Spanish-style
houses in Florida and California. Roof styles used
by the Spanish-Mexican cultures were flat, pitched,
and hipped. A hipped roof has tiles that come
down on all four sides of the roofline.

It has been said that the most important archi-
tectural feature on historical Mexican architecture
is the door, or exterior entrance. The heavy
wooden doors have typically been beautifully
hand carved. In contrast the front entrance to a
Spanish-style home will have beautiful iron grill-

work in an elaborate design. California mission ar-
chitecture reflects the influences that were brought
to California by the Spanish missionaries who set-
tled in California and built beautiful mission
churches.

Native American Indian
The oldest example of historical architecture
found in the United States is the Taos Pueblo, lo-
cated in the northern part of New Mexico. Taos
Pueblo is a pure example of Native American ar-
chitecture. The flat roofline is supported with
vigas. Traditional pole ladders were used on the
exterior of the structure to get from one level of the
building to the next level. Rubble walls were an-
other type of construction used by the Native Indi-
ans. Situated high above the Puje Cliff Dwellings
on the mesa is an excellent example of rubble wall
construction in the ancient ruins of the Santa
Clara Indians of New Mexico. This type of con-
struction exhibits cross-cultural influences and is
seen in many historical buildings found across the
United States.

English
English culture has left its mark on the architec-
ture of the United States. The English built a sim-
ple rectangular house with Early Georgian and
Queen Anne details. These houses were referred to
as Wrenstyle. The Wrenstyle was usually two sto-
ries high with a hip roof. The facade was symmet-
rical with a centrally located door with a fanlight
(a half-moon-shaped, round, or oval window with
glass panes in a fan shape) over the door. There
were two windows on either side of the door.

The half-timber house, known as English
Tudor, was a popular English architectural style.
The lower floor of the house was usually made of
brick or stone, and the second story, which over-
hangs the first story, was made of a combination of
wood and plaster. The roofline features many
gables, and the house may have multiple massive
chimneys.

European architectural pattern books influ-
enced early nineteenth-century architecture, and
many of these pattern books came from England.
The Georgian house is an English style, named
after George I, II, and III of England. Formal bal-
ance was used in this architectural style. The front
door became the focal point, with identical num-
ber and sizes of windows on either side of the
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door. The house has a hipped roofline, with usually
two chimneys equally balanced on either side of
the front door. An outstanding architectural fea-
ture of this house is the pediment (an arched or
triangular decoration) that is located above the
door. The pediment is constructed out of wood
and may be in various designs (triangular,
scrolled, broken triangle, and half-moon).

Many of the fine details that can be observed on
historical homes have come out of England. These
details include elaborate cornices (decorative
strips where walls meet roof); pediments,
columns, and pilaster strips (decorative flat
columns located on either side of the door); string
courses (bands of brick or stone between the first
and second stories of the house, which may be in a
contrasting material or color); quoins (vertical
rows of stones set at external corners); and fan-
lights. A popular historical architectural style that
came out of England was the Victorian Style. This
style was named after the eighteen-year-old
princess Victoria who became Queen Victoria of
England in 1837. The style is noted for its elaborate
gingerbread trim and fretwork. An interesting
thing to note is the word “gingerbread”; it came
from a Medieval French word, gingimbrat, which
meant preserved ginger. In the translation of the
French word into English, the last syllable was mis-
translated. The English translation came to be
used for a ginger-flavored cake that was cut into
fancy shapes (Brown 1981, 5). The gingerbread de-
sign was a direct result of the English invention of
the fretsaw in 1865. The fretsaw permitted a board
to be pierced and cut in a decorative manner. This
technique was used on eaves and bargeboards. A
bargeboard is a board ornately carved and at-
tached along the projecting edge of a gable roof.
Some of the best examples of restored Victorian
houses are found in Galveston, Texas.

Dutch
The most outstanding influence of Dutch culture
on historical architecture in the United States is
the gambrel roof. It is said that the Dutch who set-
tled along the Hudson River got the idea of the
gambrel roof from looking at the ships. The gam-
brel roof is an inverted ship hull. The easiest way to
remember what the gambrel roof looks like is to
think of a traditional barn roof. Most gambrel
roofs have dormer windows, windows that are set
into the roof. The Dutch Colonial house has a gam-

brel roof with dormer windows. The windows of
the house were shuttered.

French
The French brought their architecture to the
Americas. Some of the features of American archi-
tecture that reflect French influence are the central
upper story balcony, dormer windows, mansard
roof, steep gable roof, ornate cast-iron grillwork,
turret (a tower protection), wooden shutters, and
French doors. Some of the historical French
houses found in the United States would be the
French Normandy, French Plantation House,
French Manor House, French Provincial, and the
French Town Houses that one can see in the city of
New Orleans. The French used brick, stone, and
stucco to construct their homes. Usually the stucco
was white or tinted a pale color.

Conclusion
Studying historical housing from a cross-cultural,
ethnic perspective increases one’s knowledge of
U.S. society and the world and gives a better per-
spective on various cultures, providing new in-
sights in human ecology. Careful analysis of histor-
ical housing styles reveals the contributions made
by peoples from West Africa, Europe, and Asia, as
well as by indigenous Indians. All of these cultures
have made a significant contribution to the histor-
ical housing of the United States.

Caryl Johnson

See also: European Americans; Housing
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Housing and Older Adults
At the beginning of the twenty-first century, almost
13 percent of the population in the United States is
65 years old or older. Projections for the year 2030
estimate a population of 70 million older adults.
The majority of older adults prefer to age in place
and will continue to live independently until the end
of their lives. In general, older adults are attached to
their homes and neighborhoods; they prefer to re-
main independent, retain control over their envi-
ronment, and live close to support networks. Over
the life span only a small number and proportion of
older adults reside in group homes or nursing
homes. The dilemma facing housing providers and
policy makers over the next several decades is to de-
sign and build or modify environments to accom-
modate the changing physical capabilities of older
adults and combine housing with a variety of sup-
port services to support independent living.

This entry begins with the theoretical under-
pinnings of the interrelationships between the en-
vironment and older adults. After a description of
typical housing situations and behaviors, there is a
summary of desirable policy responses.

Theoretical Framework of the 
Person-Environment System
Housing for older adults can be built to maximize
individual competence and maintain independence
and control. Powell Lawton (1989) offers several
theoretical concepts to help design supportive envi-
ronments for older adults. Both the physical and so-
cial environments of home, neighborhood, and
community should be evaluated. Individuals in
close proximity, the social environment, and physi-
cal environment influence the well-being of older
adults. The concepts of maximum comfort and en-
vironmental press explain the relationships. Envi-
ronmental press refers to the degree to which the

setting requires the resident to respond. Housing
and services that do not encourage activity and ne-
gotiation on the part of residents result in apathy
and lethargy; too many barriers make a resident
feel incompetent. The zone of maximum comfort,
the right level of environmental press, varies by in-
dividual; it is the physical and social environment
that maximizes the older individual’s sense of com-
petence and ability to function independently.

Characteristics of Older Adults,
Their Housing, and Adaptation Behaviors
Housing policy initiatives since World War II have
expanded homeownership opportunities. The ma-
jority (79 percent) of adults 65 years and older
own a home; 77 percent of older homeowners own
their homes free and clear. In general, older Amer-
icans are very well housed. However, millions of
older adults spend a high proportion of their in-
come on housing, live in substandard units, or live
in housing that does not accommodate their phys-
ical capabilities (U.S. Department of Housing and
Urban Development 1999). Housing problems are
most common among older householders who are
female, low-income, and minority. Rural residents,
especially in southern states, are more likely than
others to be in a physically inadequate unit.

Older adults are diverse and employ differing
strategies to meet their housing and personal
needs. There are two broad categories of strategies:
(1) Adapt the physical environment to compensate
for physical change; or (2) engage in psychological
adaptation by accepting inconveniences, denying
problems, developing compensating mechanisms
to negotiate surroundings, or redefining personal
expectations of satisfactory living arrangements.
In a recent survey (Bayer and Harper 2000), about
a third of respondents expressed concerns about
the need to make modifications and their ability to
afford such modifications. Twenty-one percent
were concerned about finding information about
modifications. Current seniors are more likely to
engage in psychological adaptation behaviors than
to make modification in the physical structure.
Common adaptation behaviors include avoiding
stairs and the main entrance, taking fewer baths,
and avoiding low toilets.

Senior Housing Alternatives: Continuum 
of Housing and Support Services
Alternative housing is especially designed or
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adapted for individuals or families with special
needs. Senior housing alternatives incorporate
universal design principals and support services
to accommodate older adults who are willing to
move from single-family detached units or private
apartments. Independent-living retirement com-
munities combine rental or cooperative housing
with a service package that may include meals,
housekeeping, scheduled activities, transporta-
tion, and security for active older adults. Assisted
living facilities provide personal care and assis-
tance with medications. Nursing homes provide
skilled nursing care. Continuing care retirement
communities, also referred to as life care or con-
tinuum of care communities, provide all three lev-
els of housing and services in one setting; resi-
dents move into the appropriate level of housing
according to their need for care.

In recent years, both the public and private sec-
tors have developed alternative housing for older
adults. However, good housing, with services, that
promotes independence, safety, comfort as well as
a sense of control and belonging is not as accessi-
ble to low-income households as to higher-income
households. Nor is good housing with appropriate
services universally available in all neighborhoods
or regions of the country.

Policy Implications
Many issues need to be considered in the design
and provision of housing and neighborhood envi-
ronments to maximize the older adult’s ability to
function independently. First of all, housing
should be defined as the physical and social envi-
ronments of the home, neighborhood, and com-
munity; alternative housing for older adults needs
to be sited in safe, well-served, accessible neigh-
borhoods. Due to the interrelatedness of housing
and support services needed to maintain inde-
pendent living, policy makers must integrate and
coordinate these programs. To support older per-
sons’ preference for aging in place and maintaining
independence, control, and security, services
should be delivered to independent living arrange-
ments.

The livability of residential units can be main-
tained by modifying the physical structure as the
needs of the resident change. A number of strate-
gies are needed to ensure that modifications and
services are available to all older adults. Education
is needed to explain the variety of structural mod-

ifications and the number of assistive devices de-
veloped to accommodate individual change. To en-
sure that appropriate housing and support serv-
ices are available in all areas and to all individuals,
they may need to be provided by the public sector
in underserved areas. Furthermore, housing and
support services, including modifications to inde-
pendent living units, may need to be subsidized for
low-resource older adults.

Marilyn J. Bruin
Sue R. Crull

Christine C. Cook

See also: Aging and Technology; Living Arrangements
for Elders; Nutrition in the Elderly; Old Age, Social
Relationships in; Older Adults: Preparation for Future
Care; Outdoor Mobility in Old Age; Teaching Older
Adults to Use New Technologies
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Housing Policy
Government regulation of various aspects of hous-
ing is shaped by the government’s housing policy.
Broadly, the nature of that housing policy can be
understood by looking at housing-related legisla-
tion, together with the philosophies behind it and
the programs that result from it. Housing policy
includes government expenditures, loans, and loan
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guarantees for real estate investments; zoning reg-
ulations and building codes; and legislation con-
cerning property rights and property taxation
(Aaron 1985).

In the United States, housing policy has had
three consistent objectives. First, it has encouraged
and facilitated widespread home ownership. Sec-
ond, it has been used to stimulate the economy.
And third, it has been used to promote a variety of
social goals, such as reducing poverty or revitaliz-
ing deteriorating neighborhoods. Federal housing
policy has produced a wide variety of housing pro-
grams, which include (1) a federally regulated
mortgage finance system, (2) mortgage insurance
and mortgage guarantees, (3) interest rate subsi-
dies to home owners, developers, and landlords,
(4) tax deductions for mortgage interest, (5) spe-
cial depreciation allowances for rental housing, (6)
low-rent public housing, (7) rent supplements for
low-income households, (8) subsidies for neigh-
borhood and community redevelopment, (9) aid
to residents of rural areas, and (10) anti-discrimi-
nation measures (Mitchell 1985).

The most significant outcome of U.S. housing
policy is the encouragement and facilitation of
home ownership. Income tax subsidies benefit
homeowners generally, and especially favor upper-
income homeowners. Tax incentives for home-
owners constitute the farthest-reaching housing
subsidy in the United States

Although several laws related to housing were
passed prior to the 1900s, federal involvement in
housing began as a direct response to the Great De-
pression during the 1930s. Concern for poor hous-
ing conditions, especially in industrial cities, to-
gether with widespread unemployment, drove the
establishment of a federally regulated housing fi-
nance system and the first public housing program.

Housing policy during World War II was fo-
cused on housing problems related to the disloca-
tion and redistribution of the population as a re-
sult of military service and industrial production.
Construction of temporary housing around mili-
tary bases and war production plants was author-
ized, although largely not built because of materi-
als allocations. Following World War II, housing
subsidies was awarded to veterans. Increased de-
mand for housing by returning veterans and their
growing families enhanced federally created pro-
grams and institutions designed to facilitate home
ownership.

During the 1960s, federal housing policy was
imbedded in the Great Society objectives of reduc-
ing poverty and discrimination. In 1965, the U.S.
Department of Housing and Urban Development
(HUD) was created, bringing under one roof many
of the diverse housing programs of the federal
government.

Currently, at least six departments of the fed-
eral government administer programs that are di-
rectly related to housing.A multitude of additional
laws and programs affect housing indirectly, and
are administered through many other federal
departments.

The Department of Housing and Urban Devel-
opment oversees the greatest number of housing
programs, addressing issues ranging from home-
lessness to home ownership. Examples of other de-
partments’ programs follow.

The Department of Agriculture, Rural Housing
Services, and the Cooperative Extension System
address housing needs of farmers and other rural
residents. The Department of Treasury, Internal
Revenue, oversees tax incentives for home owner-
ship and real estate investing. In the Department of
Veterans Affairs (the Veterans Administration) pro-
vides mortgage guarantees for veterans. The De-
partment of Energy oversees the Affordable Hous-
ing Partnerships program, the Weatherization
Assistance Program, and other energy-related pro-
grams in housing. The Department of the Interior
(through the National Park Service) administers
Historic Preservation tax incentives and programs.

Today, U.S. housing policy is moving toward in-
creased state and local control of housing pro-
grams. Many federal programs are placed in the
hands of municipalities, local housing authorities,
and nonprofit housing groups though federal
grants. The housing agenda, though adjusted with
each presidential administration and subject to
change depending on the political majority in Con-
gress, continues to tackle problems of “place and
race” (Cisneros 1997). Tax advantages for home
owners continue to be the largest housing subsidy.A
partial list of important programs for affordable
housing includes the following: Section 8 rental as-
sistance, Community Development Block Grants
(CDBG),the Family Self-Sufficiency Program (FSS),
HOME Investment Partnerships (HOME), Home
Ownership Plus Empowerment (HOPE), and the
Low-Income Housing Tax Credit Program (LIHTC).

Carmen D. Steggell
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See also: Cooperative Extension System (CES);
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Families and Children
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Table 1.1. Chronology of Important Housing Legislation

Year Legislation

1934 National Housing Act. Created the Federal Housing Administration.
1937 U.S. Housing Act. Created the U.S. Housing Authority for low-rent housing and slum clearance projects.
1945 Veterans Administration
1946 Farmers Home Administration
1949 Housing Act of 1949. Established the national housing objective of providing federal aid to assist slum clearance, community de-

velopment, and redevelopment programs.
1954 Housing Act of 1954.  Section 701 formed comprehensive planning assistance.
1959 Housing Act of 1959. Established direct loans for senior citizen housing.
1964 Housing Act of 1964. Section 312 created the Rehabilitation Loan Program.
1965 Department of Housing and Urban Development Act. Established HUD; the Federal Housing Administration was placed

under HUD Older Americans Act.
1966 Model Cities Program.
1968 Civil Rights Act. Title VIII provided for fair housing.
1969 Truth in Lending Act.
1970 Housing and Urban Development Act. Provided for the establishment of a national growth policy.
1974 Housing and Community Development Act. Established Community Development Block Grant, added building codes for

manufactured housing.
1975 Home Mortgage Disclosure Act (HMDA).

Equal Credit Opportunity Act.
1977 Community Reinvestment Act (CRA).
1978 National Energy Conservation Policy Act. Authorized financing for energy conservation improvements and solar energy re-

search, demonstration, and implementation.
1983 Housing and Urban-Rural Recovery Act. Created the housing voucher program as an alternative to Section 8 rent certificates.

Created the Rental Rehabilitation Program.
1987 Homeless Assistance Act. Provided assistance to the homeless, with special emphasis on elderly persons, persons with disabili-

ties, and families with children.
1990 Affordable Housing Act. Created the HOME Investment Partnerships program, national Homeownership Trust program, and

HOPE program, and provided funds for homeless programs.
1992 Housing and Community Development Act. Created the Office of Federal Housing Enterprise Oversight to supervise Fannie

Mae and Freddie Mac.  Developed a strategy to eliminate lead-based paint hazards.  
1993 Omnibus Budget Reconciliation Act.  Gave HUD greater flexibility in disposing of apartment buildings in government posses-

sion, made technical changes to HOME and public housing programs.
1998 Quality Housing and Work Responsibility Act.  Provided additional public housing units, raised the limit on Federal Housing

Authority (FHA) loans, created a home ownership voucher program.



Hypertension and 
Blood Pressure Control
Hypertension is the major modifiable risk factor for
stroke and one of the major risk factors for coronary
heart disease, congestive heart failure, and renal dis-
ease (Perry and Roccella, 1998). There are approxi-
mately 50–60 million Americans with hyperten-
sion, and the prevalence of hypertension in adults
65 years of age and older exceeds 50 percent (Na-
tional High Blood Pressure Education Program
Working Group 1994).Despite the prevalence of this
disease, only approximately one-fourth of all hyper-
tensive patients have their blood pressure under ef-
fective control (Joint National Committee on Detec-
tion and Treatment of High Blood Pressure 1997).

Although there have been many empirical stud-
ies examining factors related to hypertension, a
comprehensive examination of ecological factors
related to this disease and subsequent poor blood
pressure control is lacking. A clear understanding
of these factors has not been forthcoming, in part
because most studies of the antecedents of hyper-
tension and blood pressure control have consid-
ered only the patient or provider, not sociocultural
factors. Without this ecological approach, inter-
ventions to prevent hypertension, improve blood
pressure control, and decrease health risks and
costs cannot be effectively designed because po-
tentially important social environmental and pa-
tient interactions may be missed.

This comprehensive approach can be organized
by grouping contributing factors according to
three general categories: patient characteristics,
provider characteristics, and ecological environ-
ment, including the individual’s social, cultural,
and medical environment. While there are well-
known provider characteristics (e.g., complexity
of medication regimen, ineffective communica-
tion style) and patient characteristics (i.e., age, salt
intake, alcohol use, smoking) related to the devel-
opment of hypertension and poor blood pressure
control, they will not be reviewed here. Rather, this
entry focuses on the importance of examining the
role of ecological factors in the development of hy-
pertension and blood pressure control, namely, the
more general sociocultural factors, such as accul-
turation, migration, community factors, cultural
factors, social support, and provider-patient inter-
actions, and their relationship with hypertension
and blood pressure control.

Evidence that ecological factors affect hyper-

tension and subsequent blood pressure control can
be observed when examining prevalence rates of
hypertension across cultures and geographical re-
gions. The Southeast, for example, is considered a
“stroke belt,” and hypertension is a powerful pre-
disposing factor (Hall et al. 1997). The continued
high prevalence of hypertension and the hyperten-
sion-related complications of stroke, heart failure,
and end-stage renal disease in the southeastern
United States makes hypertension a large public
health concern in this geographical area (Perry
and Roccella 1998). Many social and cultural rea-
sons have been identified to explain these high
rates of hypertension, including lower socioeco-
nomic levels, lower education attainment, and an
older population.

Further evidence for the impact of ecological
factors on hypertension can be observed by exam-
ining migration and acculturation patterns. Gary
James and Paul Baker (1995), for example, re-
ported that there are about thirty-nine popula-
tions, in Africa, South America, Asia, and the Pa-
cific Region, where hypertension is rare. People in
these isolated communities have particularly low
salt intake. After these people move to more devel-
oped communities, however, where salt intake is
higher, their hypertension rates have been found to
increase. These findings provide evidence that
ecological factors play a significant role in the de-
velopment of hypertension (Beaglehole 1992;
Cooper and Rotimi 1994; Hollenberg et al. 1997).

Differences in prevalence rates among similar
racial groups living in different areas provide fur-
ther evidence of ecological influence on the devel-
opment of hypertension. The prevalence of hyper-
tension in Black Americans, for example, is higher
than among Caribbean Blacks, and the prevalence
of hypertension among Caribbean Blacks is higher
than among African Blacks. In the United States,
the prevalence of hypertension is lower in more
educated, urban Blacks of high socioeconomic sta-
tus than it is among less educated, rural Blacks of
lower socioeconomic status; the opposite is true of
African Blacks (James, Hardnet, and Kalsbeek
1983).

A variety of neighborhood characteristics, in-
cluding the availability of resources and services to
promote or maintain healthy lifestyles as well as
the physical and social environment, may also
have an impact on hypertension risk. Ana Diez-
Roux and her colleagues observed that individual
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socioeconomic characteristics, particularly in-
come, are related to the incidence of coronary
heart disease, with poorer people having a greater
incidence of the disease. They also reported that,
independent of individuals’ socioeconomic status,
the worse the social conditions of the neighbor-
hood were, the higher the incidence of coronary
heart disease (Diez-Roux et al. 1999). Neighbor-
hoods may affect hypertension and subsequent
blood pressure control in many different ways. To-
bacco advertising (Pucci, Joseph, and Siegel 1998),
for instance, and the availability and cost of
healthy foods (Troutt 1993) are related to health
behaviors. Differences among neighborhoods in
the physical environment, in the availability and
quality of public spaces and recreational facilities,
and in perceived safety may affect patterns of
physical activity (Morbidity and Mortality Weekly
Report 1999). Living in some neighborhoods may
be associated with exposure to noise, violence, and
poverty, resulting in chronic stress (Henry 1986).

Other physical and psychological stressors en-
countered on a daily basis are linked to increased
development of hypertension and subsequent
poor blood pressure control (Adams-Campbell,
Brambillam, and McKinlay 1993). As a conse-
quence of historical factors and the continued race
consciousness of society, African Americans cur-
rently experience a greater array of stressors than
do Whites. These chronic socioecological stressors
include, among others, higher unemployment,
higher poverty rates and lower income levels,
lower status occupations and lower social status,
residential crowding, and substandard housing
(McLoyd 1990). The experience of being discrimi-
nated against because of one’s race or culture has
been found to be directly related to increased
blood pressure (Krieger and Sidney 1996). Shift
work, which is performed by disproportionate
numbers of minority people and those from lower
socioeconomic strata, frequently results in sleep
deprivation. Lack of sleep is emerging as an im-
portant contributing factor to cardiovascular dis-
ease and diminished mental and physical health,
and may also play an important role in the lack of
adherence to prescribed health recommendations
and subsequent poor blood pressure control.

Cultural barriers such as mistrust, on the part of
some minority groups, of medical personnel and
medical systems or lack of cultural sensitivity on
the part of health care providers contribute to poor

blood pressure control and lack of hypertension
treatment. Cultural practices as well as lack of accu-
rate understanding about maintaining good health
are all important determinants of the effectiveness
of patient-physician interactions. Physicians may
not fully recognize the educational, social, cultural,
or economic barriers to routinely prescribed hyper-
tension therapy. Similarly, a patient’s expectations
and understandings of the physician or health
provider’s role may present additional obstacles. Is-
sues such as the legacy of racial segregation, the
stigma associated with disease, and mistrust of
health care facilities tend to alienate minority
groups from medical systems and are likely to exac-
erbate the effects of hypertension.

Social support, from family members, friends,
or health care providers, plays an important role in
medication adherence (Stanton 1987) and conse-
quently decreases the effects of hypertension. This
support may provide necessary information, en-
couragement, or logistical means for ensuring
medication adherence, as well as increasing the
likelihood that individuals will seek preventive
health care services such as hypertensive screen-
ing and treatment. Increased social support has
been found to be associated with improved health
behaviors, including greater adherence to diet
(Garay-Sevilla, Nava, Malacara, Huerta, Diaz de
Leon, Mena, and Fajardo 1995), and decreased
likelihood of smoking and alcohol use. In addition,
social support has been found to have both direct
and indirect stress buffering effects on resting
blood pressure (Strogatz et al. 1997) and on car-
diovascular reactivity (McNeilly et al., 1995).

Among those with hypertension, a major so-
cial-environmental factor that influences blood
pressure control is the interaction and communi-
cation between providers and patients. Physician-
patient communication, especially in the manage-
ment of chronic disease such as hypertension, is
important; patients who feel that they have partic-
ipated in decision making are more likely to follow
through on those treatment decisions than those
who do not (Cooper-Patrick et al. 1999). In addi-
tion, hypertension requires that the patient take
responsibility for implementing treatment regi-
mens settled on during the physician-patient visit.
Effective physician-patient communication must
include the transfer of sufficient information to
hypertensive patients to permit them to imple-
ment the treatment regimen correctly, and equally
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important, must persuade patients that the agreed
upon regimen should be carried out (Kaplan,
Greenfield, and Ware 1989).

Social-ecological factors may also directly in-
fluence providers and the way they treat patients’
hypertension. Physicians’ beliefs about drugs are
significantly influenced by drug advertisements,
and prescribing behavior varies geographically
(Avorn, Chen, and Hartley 1982). Thus, the
providers’ role in hypertension treatment out-
comes may be overt, as in their medication pre-
scription patterns. The sixth report of the Joint Na-
tional Committee on Prevention, Detection,
Evaluation, and Treatment of High Blood Pressure
(JNC VI) recommends a diuretic or beta-blocker
for uncomplicated hypertension (Joint National
Committee on Detection and Treatment of High
Blood Pressure 1997). In several physician self-re-
port surveys, 70 percent adherence to the guide-
lines was reported, but actual practice analysis re-
vealed only 50 percent adherence (Siegel and
Lopez 1997)

Obviously, hypertension is a significant public
health problem, with upwards of 50 million Amer-
icans being diagnosed with the disease. Blood
pressure control still remains poor, with only 25
percent of all hypertensive patients ever achieving
a blood pressure <140/90 mm Hg. This is prob-
lematic because those who lack blood pressure
control are at greater risk for stroke, heart disease,
and other related diseases. Given the burden hy-
pertension places on society, there is a need to con-
sider further the role of social and ecological fac-
tors in addition to traditional hypertension risk
factors (e.g., weight, diet). Potential social and en-
vironmental factors that may influence poor blood
pressure control discussed above include patients’
medical care environment, such as problems of ac-
cess to health care, as well as influences of geo-
graphical region, acculturation, and socioeco-
nomic status.

Further research needs to be conducted to ex-
amine how ecological factors may be considered
and incorporated into successful interventions to
decrease the impact of hypertension. Technologi-
cal advances provide health care providers with
the tools to play a key role in identifying and work-
ing with such patients. In addition, incorporating
patients’ social and medical environment as well
as the role of the physician into patients’ treatment
regimen will enable the United States to achieve

and perhaps surpass the national health objectives
for the year 2010—to increase the proportion of
patients with controlled blood pressure to at least
50 percent.

Hayden B. Bosworth
See also: Nutrition in the Elderly; Racism and Its

Impact on Health; Smoking and Tobacco Use;
Treatment Adherence
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Identity
See Adolescent Identity Formation; Ethnic and
Racial Identity in Adolescence; Identity Statuses;
Identity Styles; Racial Identity Development
among African American Adolescents; Sexual
Identity Development

Identity Statuses
Identity statuses refer to individual differences in
how adolescents form a sense of identity.In terms of
human ecology, identity statuses play a role in how
adolescents cope and adapt within different envi-
ronmental contexts. The rapid biological, social,
cognitive, and emotional changes that accompany
puberty create a need for adolescents to reconsider
and revise how they think about and define them-
selves. They need to formulate a sense of who they
think they are, what they plan to accomplish, and
who they hope to become in the future.According to
Erik Erikson, a leading life span developmental the-
orist, the task of forming a coherent and stable
sense of identity is one of the major challenges that
adolescents must face and resolve if they are going
to become reasonably effective adults who can re-
sponsibly govern their own lives (Erikson 1968).

The concept of identity status was introduced
by James Marcia in 1966 as a way to measure and
investigate differences in identity formation. On
the basis of two criteria that Erikson highlighted in
his writings on adolescent identity—self-explo-
ration and commitment—Marcia defined four
identity statuses or types: achievement, morato-
rium, foreclosure, and diffusion.

The period of self-exploration (originally de-
scribed as an identity crisis, in the sense of a turn-
ing point), according to Marcia, is more than a
time of personal confusion and emotional tur-
moil: It involves an intensive period of self-analy-
sis when adolescents actively question, examine,
and reflect on their abilities, interests, career op-
tions, values, and life goals. The search for identity
may also include observing and talking to role
models, discussing and arguing beliefs with oth-
ers, reading novels, traveling, working part-time
jobs, experimenting with different life experiences,
and the like. When one looks at commitment,
within Marcia’s model, one deals with the extent to
which adolescents possess firm convictions about
what they believe and aspire to: Do they have a
clear sense of purpose and direction, or are they
confused or ambivalent about the direction their
lives are and should be taking?

The four identity statuses are distinguished on
the basis of considering the extent to which ado-
lescents have actively considered identity issues
and whether or not they possess a firm commit-
ment to beliefs, values, and goals. Two of the types
have engaged in extensive self-examination, but
they differ in their level of commitment. Adoles-
cents who have reached the status of achievement,
have achieved an identity, have taken stock of
themselves, seriously considered a variety of life
and career options, and found a set of values, be-
liefs, and life goals that they are comfortable with.
They have a coherent sense of who they are and
where they think they are headed; in other words,
self-exploration is completed, and commitment is
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present. Adolescents still in the process of self-ex-
ploration are classified as being in an identity
moratorium. They are looking for something to be-
lieve in and are willing to consider different alter-
natives and options, but as yet they have not made
long-term commitments; in other words, self-ex-
ploration is in progress, and commitment is ab-
sent. The remaining two statuses are characterized
by limited self-exploration. Adolescents in the sta-
tus known as identity foreclosure have firm com-
mitments, but not ones they have arrived at on
their own. Foreclosed adolescents have rather pas-
sively identified with and adopted expectations
and goals held for them by significant others, es-
pecially parents and other adults. They have not
consciously experienced an identity crisis; in other
words, self-exploration is absent, and commitment
is present). The final status, identity diffusion, in-
cludes adolescents who lack firm convictions and
a sense of direction and are not exploring possible
options or attempting to find something to believe
in. They are the opposite of achievers; both com-
mitment and self-exploration are absent.

Considerable research evidence indicates there

are advantages to personally achieving a sense of
identity, especially in cultural contexts character-
ized by change and diversity. Identity-achieved
adolescents generally deal with problems and de-
cisions in a rational, informed, and adaptive fash-
ion. They are socially skilled and concerned about
others. They are relatively autonomous and self-di-
rected, but also conscientious and socially respon-
sible. When dealing with moral dilemmas, for in-
stance, they have been found to emphasize issues
like justice and concern for the rights of others.
Adolescents classified in the moratorium status
also take an active, informed approach to problem
solving: They are open and willing to consider al-
ternative ideas and points of view. These youth
should benefit from educational contexts that pro-
vide sufficient freedom for self-expression, experi-
mentation, and discovery. They may become emo-
tional and rebellious, however, when faced with
structure and demands they perceive be to be ar-
bitrary. As might be expected from individuals
dealing with an identity crisis, they tend to be anx-
ious, conflicted, and ambivalent.

Evidence indicates that the absence of self-
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exploration is associated with personal disadvan-
tages. On a positive note, foreclosed adolescents
are conscientious, and they possess a clear sense of
purpose and direction. Their reliance on norma-
tive solutions and willingness to work hard can en-
able them to be quite effective, especially in well-
structured situations. They are the most inflexible,
rigid, and fragile of the status types. In more di-
verse, less well-structured contexts they experi-
ence difficulty. They prefer having clear rules and
standards to follow. Although they are socially ori-
ented, their social relations are characterized by a
sense of dependence and neediness: Foreclosed
youth typically endorse authoritarian values. Ado-
lescents with a diffuse identity status try to avoid
having to deal with personal problems and life de-
cisions. They are impulsive and self-centered, and
they lack a sense of life purpose or direction. Al-
though they are primarily concerned with their
own feelings and desires, they have a low sense of
self-worth and may experience depressive reac-
tions. Identity diffusion is associated with problem
behaviors like drug use and academic problems.

Various educational and parental practices are
associated with differences in identity status. For
example, adolescents with warm and supportive
parents who provide reasonable guidelines are
most likely to engage in self-exploration. Such par-
ents provide a democratic atmosphere that en-
courages individuality, respect for different points
of view, and open and honest communication
among family members. Likewise, educational
contexts that encourage intellectual questioning,
critical evaluation, and analytical thinking likely
enhance the formation of a personal identity.
Home environments characterized by rejection,
emotional distance, enmeshment, arbitrary con-
trol, and limited parental involvement have been
found to be negatively associated with progress in
personal identity formation.

For many adolescents the challenge of con-
structing a sense of personal identity can be
daunting, especially in the short run. Identity fore-
closure is a way to avoid the stress and uncertainty
of a personal identity crisis. It offers adolescents
prefabricated goals and standards that are socially
viable, and it provides them a sense of security,
continuity, and life purpose. Although it is difficult
to predict the future, it seem reasonable to assume
that more and more adolescents becoming adults
in the twenty-first century will encounter a world

of fairly rapid social, political, technological, and
economic change. Under such conditions the value
of foreclosure is diminished, and the importance
of identity achievement is enhanced. Identity
achievement provides a basis for adaptive, self-
regulated coping and decision making within a
world of changing contextual demands and expec-
tations.

Michael D. Berzonsky

See also: Adolescent Identity Formation; Erikson, Erik
Homburger; Ethnic and Racial Identity in
Adolescence; Identity Styles; Parenting Styles; Racial
Identity Development among African American
Adolescents; Sexual Identity Development

References and Further Reading
Adams, Gerald R., Bruce A. Ryan, and Leo Keating. 2000.

“Family Relationships, Academic Environments, and
Psychosocial Development During the University
Experience: A Longitudinal Investigation.” Journal of
Adolescent Research 15: 99–122.

Berzonsky, Michael D., and Gerald R. Adams. 1999.
“Reevaluating the Identity Status Paradigm: Still
Useful After 35 Years.” Developmental Review 19:
557–590.

Berzonsky, Michael D., and Linda Kuk. 2000.“Identity
Status, Identity Processing Style, and the Transition
to University.” Journal of Adolescent Research 15:
81–98.

Erikson, Erik. 1968. Identity: Youth and Crisis. New York:
Norton.

Marcia, James, E. 1966.“Development and Validation of
Ego Identity Status.” Journal of Personality and Social
Psychology 3: 551–558.

———. 1993.“The Status of the Statuses: Research
Review.” Pp. 22–41 in Ego Identity: A Handbook for
Psychosocial Research. Edited by James E. Marcia,
Alan S. Waterman, David R. Matteson, Sally L. Archer,
and Jacob L. Orlofsky. New York: Springer-Verlag.

Identity Styles
The term “identity style” pertains to relatively sta-
ble differences in how adolescents deal with the
tasks of constructing, reconstructing, and main-
taining their sense of identity. From a human ecol-
ogy perspective, differences in identity style play a
role in how adolescents attempt to solve problems,
make personal decisions, and manage challenges
encountered in the course of daily life.Adolescence
is marked by a multitude of physical, social, bio-
logical, and cognitive changes. These changes cre-
ate a need for adolescents to begin to question who
they are, the beliefs they hold, and the direction
their life should be taking. The concept of identity
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style, introduced by the author of this entry, refers
to the process by which adolescents revise or pre-
serve the way they define and identify themselves
(Berzonsky 1989). It comprises the social and cog-
nitive strategies adolescents rely on or prefer to use
as they attempt to cope with or avoid alternatives
and information relevant to themselves. Three
styles have been distinguished: informational, dif-
fuse/avoidant, and normative.

Adolescents with an informational identity
style spend considerable time thinking about
themselves and their self-views. They implicitly
assume they play a role in constructing the sort of
person they currently are and the person they
hope to become in the future. Research indicates
they are introspective, self-reflective, and willing
to entertain ideas, values, and beliefs discrepant
from their own. When it comes to coping with
identity conflicts, they actively explore options and
alternatives and search out relevant information
before attempting to solve personal problems and
make decisions. Ample evidence indicates they are
cognitively motivated and enjoy the challenge of
evaluating complex information relevant to them-
selves. Many information-oriented adolescents are
conscientious and goal oriented, especially those
who have formed relatively stable personal stan-
dards and commitments. They emphasize per-
sonal attributes such as their own ideas, beliefs,
goals, and values when constructing their identity.

Adolescents with a diffuse/avoidant identity
style procrastinate and try to avoid problems, de-
cisions, and identity issues as long as possible.
Problems and conflicts, however, cannot always be
avoided indefinitely. They therefore find them-
selves reacting to situational demands and conse-
quences. For instance, how diffuse/avoidant ado-
lescents act and respond depends more on where
they are and who they are with than who they are.
Research indicates that they have limited self-in-
sight and look to others for direction. Their self-
definition highlights social elements such as their
reputation, their popularity, and the impression
others have of them. Their coping strategies are fo-
cused on emotions; they are more concerned with
alleviating the negative feelings they may be expe-
riencing than trying to actually solve the problem
at hand. They experience considerable anxiety
when they cannot avoid decisions, and they are
quick to rationalize and blame others for poor
choices and failures. The strategic nature of this

style is illustrated by a tendency to avoid negative
self-diagnostic information by creating handicaps
(e.g., not studying for a test) that can later be used
as excuses for poor performance. Use of a dif-
fuse/avoidant identity style is associated with a
fragmented, confused, and unstable internal sense
of identity.

A normative identity style involves internaliz-
ing and following the standards and prescriptions
of significant others, especially parents and other
adults. This is a relatively automatic approach to
problem solving and decision making that re-
quires limited thought and mental effort. Norma-
tive adolescents possess stable, well-defined val-
ues, commitments, and standards, but ones
formed prematurely, without a process of deliber-
ate personal exploration and evaluation. Adoles-
cents who use this preemptive style are conscien-
tious and self-controlled, but they have a high need
for structure and a low tolerance for ambiguity.
They place a premium on preserving and main-
taining their existing identity structure and close
themselves off from ideas, values, and beliefs that
may conflict with their own. Normative adoles-
cents emphasize collective self-elements such as
cultural or family standards, patriotism, and reli-
gious beliefs when defining who they are.

In most style comparisons, adolescents who
use a diffuse/avoidant style typically fare worse
than their informational and normative counter-
parts. The Diffuse/avoidant style has been found
to be related to low self-esteem, poor peer rela-
tions, relatively high levels of nonclinical depres-
sion, neuroticism, alcohol problems, disordered
eating, conduct disorders, and emotional prob-
lems. Several studies have examined how late ado-
lescents with different identity styles negotiate the
transition from living at home to attending a uni-
versity. Compared to students with an informa-
tional or normative style, diffuse/avoiders display
lower levels of academic purpose and motivation,
less mature interpersonal relationships, and a
lower sense of academic autonomy. Despite limited
academic autonomy and self-direction, normative
types have been found to deal with the transition
to university in a relatively adaptive fashion. Their
positive adjustment and successful achievement
may be influenced by their firm sense of educa-
tional purpose and responsibility. In unstructured
contexts characterized by change and diversity,
however, a rational, informed approach may afford
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advantages that the normative style does not.
Identity styles do not appear to be inherently func-
tional or maladaptive.Whether a particular style is
effective may depend on how well it fits with the
nature and demands of the situation adolescents
find themselves in.

Identity styles have been studied in a number
of cultural contexts, including Canada, Finland,
India, Spain, the Czech Republic, Australia, the
Netherlands, and the United States. The relative
cross-cultural consistency of findings indicates
that although cultural context may influence
which identity style adolescents prefer to use,
those who use a particular style (whether infor-
mational, normative, or diffuse/avoidant) deal
with problems and self-relevant information in a
similar fashion. Likewise, available evidence re-
veals that male and female adolescents with the
same identity style approach decisions and iden-
tity issues in a similar way.

Factors that contribute to differences in identity
styles are not well understood. Some research sug-
gests a possible link between family practices and
identity style. Use of an informational style, for in-
stance, may be encouraged by authoritative prac-
tices such as establishing and maintaining firm
but reasonable guidelines that parents not only ex-
plain and justify, but themselves model and follow.
Such practices indicate to adolescents that at least
some aspects of the world make sense and that in-
formation is important and useful. An informa-
tional orientation seems less likely to be encour-
aged by strict, unilateral parental supervision or
excessive permissiveness. Reliable differences in
IQ or verbal and mathematical SAT scores have not
been found between late adolescents with different
identity styles. These findings suggest that by age
18 or younger, most normal adolescents may be
capable of using the social-cognitive strategies
that underpin the three styles. The identity style
adolescents prefer to use, therefore, may have more
to do with motivational factors and temperament
than with cognitive ability.

Michael D. Berzonsky

See also: Adolescent Identity Formation; Ethnic and
Racial Identity in Adolescence; Identity Statuses;
Parenting Styles; Racial Identity Development among
African American Adolescents; Self, Self-Concept,
and Self-Esteem; Sexual Identity Development
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Individual Development 
as a System of Coactions
Viewing individual development as a system of
coactions means seeing human behavior, person-
ality, intelligence, and so forth as a consequence of
multiple hidden influences in addition to the obvi-
ous ones in the external environment. The hidden
influences come from the brain and nervous sys-
tem, the hormones, the activity of genes, and other
factors that operate beneath the skin. None of
these influences, including the environmental
ones, are primary or act independently; they are all
necessary, and thus they “coact” in a systemic way
to produce developmental outcomes (Gottlieb
2002). This way of looking at things is in contrast
to the way we usually think about how organisms
develop.

When we think of how living things grow and
change, we typically tend to think in terms of one
cause and one effect. For example, we believe that
a certain gene causes brown or blue eyes, that pun-
ishing someone for a behavior lessens the likeli-
hood that they will repeat the behavior, or that
supportive, loving parents help to create a sense of
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self-worth in their children. This one cause–one
effect approach is straightforward to think about
and to study scientifically. In fact, the traditional
scientific method of experimentation is based on
the idea of holding everything in a situation con-
stant except for one factor, which is allowed to
vary. In a traditionally well-designed experiment,
changes in the outcome of interest are attributed to
the changes in the one factor allowed to vary. How-
ever, these ideas and methods assume that many
factors affecting individual development act inde-
pendently of each other and that it is possible to
isolate these independent factors and their effects.

This assumption is most evident in the classic
nature-nurture controversy, in which some argue
that nature (i.e., biological factors, especially ge-
netic inheritance) is more important and others
argue that nurture (i.e., experiences and learning)
is more important in determining how an individ-
ual will develop in terms of personality, tempera-
ment, intelligence, psychological health, and so
forth. Even views that recognize the importance of
both biological and social factors often assume
that their contributions to development can be iso-
lated and that their total effect represents an addi-
tive process (that is, a summation of independent
nature and nurture factors). In this view, a certain
amount of variation in development is caused by
biology, and an additional amount of variation is
caused by social influences.

More and more scientists are explicitly recog-
nizing that the idea of influences operating inde-
pendently represents a false dichotomy, and that
components of a developmental system do not act
in isolation, nor do their effects proceed in only
one direction. In a developmental systems view,
the cause of development—what makes develop-
ment happen—is the relationship between two or
more components, not the components them-
selves. There are four levels of developmental
analysis (genetic activity, neural activity, behav-
ior, and the cultural, social, and physical aspects of
an organism’s environment). The process and out-
comes of relationships, or coactions between
components of a developmental system, can be at
the same, at lower, or at higher levels of the sys-
tem. However, studying development from a coac-
tional perspective is not as straightforward as
simply incorporating factors measured at several
levels of the developmental system, or investigat-
ing potential cross-level pathways in one direc-

tion. Many coactional relationships are bidirec-
tional, and so they are subtle and complex and not
easily recognized.

A study conducted by Mark Cierpial and
Richard McCarty (1987) using a strain of rats
called spontaneously hypertensive (SHR) provides
a clear example of coactional developmental
processes. When SHR rat pups are suckled and
reared by normal (i.e., non-hypertensive, or nor-
motensive) mothers after birth, the rat pups do not
develop hypertension. In addition, when normal
rat pups are suckled and reared by hypertensive
mothers after birth, the normal rat pups do not de-
velop hypertension. However, when SHR rat pups
are suckled and reared by hypertensive mothers,
the SHR pups do develop hypertension. So the
cause of hypertension in this strain of rats is not
just nature (e.g., genetic predisposition) and not
just nurture (e.g., how the mother behaves toward
the pup); the cause of hypertension is in the nurs-
ing relationship between the SHR pups and their
mothers.

There are many examples of how biological fac-
tors may contribute to behavior and experience,
and how behavior and experience, in response to
biological influences, differ in individuals of dif-
ferent personality makeup. For example, increas-
ing levels of the male hormone testosterone con-
tribute to increasing sexual interest during
puberty. However, behavior toward potential ro-
mantic partners is different in shy versus outgoing
individuals. So we have a difference in behavioral
expression in different individuals, even though
the testosterone surge is about the same. This dif-
ference in behavior illustrates the relational point
of view—it is not just the testosterone change or
just the personality trait, it is the combination of
the two (plus other factors) that leads to behavior.

Moving in the other direction, social experi-
ences can change biological factors that may at
first glance seem stable and unlikely to change.
Two studies, one done with rats and one done with
humans, illustrate how experiences can change bi-
ology. In the rat study (Plotsky and Meaney 1993),
groups of baby rats were exposed to different types
of experiences. One group was separated from
their mothers for brief periods (two to five min-
utes); a second group was separated from their
mothers for much longer periods of time, a much
more stressful experience for baby rats than brief
separation; and a third group was left undis-
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turbed. These different kinds of early experiences
were later associated with very different biological
and behavioral responses to stress. Rats that had
been separated from their mothers for long peri-
ods reacted much more strongly to later stressful
experiences, as indicated by the release of stress
hormones and other biological changes, as com-
pared to the undisturbed rats and the briefly sepa-
rated rats that had gradually become accustomed
to new experience. These different early life expe-
riences actually changed the way the infants’ bio-
logical systems operated in response to stress in
adulthood.

A conceptually related study looked at how adult
women reacted to stressful situations. Somewhat
similar to the rat study, some women had, as chil-
dren, been exposed to physical abuse, a stressful ex-
perience that is perhaps analogous to long-term
maternal separation in the rat study. Like the rats
that had experienced the very stressful condition of
long-term maternal separation as young pups, those
women who had been abused as children reacted
more strongly to experimental stressors in adult-
hood than did women who had not been abused as
children. Thus, as in the animal experiment, an
early, extremely stressful experience was associated
with a change in the way that their bodies reacted to
stressful situations later in life. In both cases those
extreme earlier experiences made the rats and the
women more sensitive to stress and less able to cope
behaviorally and biologically. In other words, the
early very stressful experience (an environmental
factor) acted in a “downward” direction to affect the
biological level of function in the women and the
rats. This change at the biological level later acted in
an “upward” direction to affect the behavioral level;
the adults in both cases became highly sensitive to
subsequent environmental stressors.

So, to further exemplify coaction with reference
to the levels shown in Figure 1, in these studies an
early and stressful experience coming from the en-
vironment changed the nervous system and brain
(neural level) to the extent that, when later ex-
posed to a different stressor from the environ-
ment, both the human and the rat nervous systems
were altered in their sensitivity to stress hor-
mones. Further, in the rat studies it was also possi-
ble to demonstrate that gene activity was affected
by the early experience. Brain receptor sites for
stress hormones increased in density after the
stress experience. It is likely that gene activity was

also affected in the human study, but the investiga-
tors did not measure it. Changing genetic activity
participated in the establishment of a poorly regu-
lated stress response system, which became appar-
ent later in development.

Although it is clearly possible to use a multi-
level coactional framework to study human devel-
opment, it is admittedly difficult. For example, lon-
gitudinal studies—studies that follow the
development of the same individuals over time—
are better suited to this perspective. However, such
studies require more time and money to conduct
than do studies that examine different age groups
at the same time (cross-sectional studies) in order
to construct a picture of development. There is
also the difficulty of examining factors and
processes from different levels of the developmen-
tal system. Studying multiple levels requires ex-
pertise in multiple disciplines, such as molecular
biology, psychology, and sociology. Because few
scientists have the necessary expertise in all these
areas, transdisciplinary teams of researchers who
have different skills are needed to implement the
coactional developmental systems model in hu-
mans as well as in animals.

Gilbert Gottlieb
Carolyn Tucker Halpern

See also: Ecodevelopmental Theory; Stress; Twins
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Indoor Air Pollution
Indoor air pollution has become an increasing
problem since the 1970s. There are several reasons
why this increase has happened. In the 1970s, the
energy crisis prompted builders to construct
tighter homes. In these homes, pollutants gener-
ated indoors were less likely to escape, especially
because many were built with windows that could
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not be opened. Furthermore, modern homes were
constructed using synthetic building materials,
which emitted gases into the air for many weeks
after construction was completed.

There are five indoor air pollutants that can
lead to severe illness and death in persons with ex-
tensive exposure. These five are environmental to-
bacco smoke, mercury vapor, carbon monoxide
gas, toxigenic molds, and radon.

The single most important indoor air pollutant
is environmental tobacco smoke. This is the smoke
produced by the end of a burning cigarette. Both
nonsmokers and smokers breathe environmental
tobacco smoke and the over 3,000 different com-
pounds that it contains. Heavy exposure to envi-
ronmental tobacco smoke can lead to the develop-
ment of lung cancer in nonsmokers. Among
children, exposure to environmental tobacco
smoke from a smoking parent leads to higher rates
of asthma, middle ear effusions, and sudden infant
death syndrome (SIDS). Because of these prob-
lems, in the 1990s many regulations were enacted
to assure that public spaces would be smokefree.

Mercury vapor can come from a variety of
sources. Most commonly, it is produced by heating
elemental mercury (the shiny substance that is used
in old-fashioned thermometers). Mercury vapor is
particularly dangerous because it can cause a lung
inflammation that is often fatal. Children may en-
counter mercury when its properties are demon-

strated during a science class. Many find it enchant-
ing, and bring it home to play with it. Other sources
of mercury vapor are from gold smelting and reli-
gious uses (for example, in Santeria, a religion prac-
ticed by some Hispanic Americans).

Carbon monoxide is a colorless, odorless, taste-
less gas produced by incomplete combustion.
Sources of carbon monoxide include improperly
vented furnaces and space heaters and the like.
Carbon monoxide combines with hemoglobin in
the blood, replacing oxygen. Initially, carbon
monoxide poisoning causes a headache and
drowsiness, with symptoms that may be mistaken
for the flu. With continued exposure, the victim
loses consciousness and dies.

Toxigenic molds (sometimes called toxic
molds) are molds that produce poisons, or toxins.
These toxins are on the surface of the mold spores,
and when a person touches the mold or breathes in
mold spores, the toxins can damage skin or lung
tissue.After skin exposure, a person may develop a
red rash, which becomes crusted and inflamed. If
the mold spores are inhaled, the toxins may cause
harm to the tissues of the lungs. In young infants,
exposure to toxigenic molds has been linked to
lung bleeding and sudden death. Infants should
not live in moldy homes.

Radon is an indoor air pollutant that comes
from the radioactive decay of uranium. Radon en-
ters homes through cracks in the basement foun-
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dation, and can build up to dangerous levels, espe-
cially in basements. The amount of radon in a
home will depend on a number of factors, includ-
ing the geology underlying the home, the building
materials used in the home, and the tightness of
the home construction. Exposure to radon has
been linked to the development of lung cancer.
Those at highest risk for radon-related lung cancer
are cigarette smokers.

Ruth A. Etzel

See also: Air Quality; Asthma; Healthy Indoor Air;
Mold and Health; Radon; Smoking and Tobacco Use
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Information Technology Impacts 
on Children, Youth, and Families
Information technology, defined here as comput-
ing and telecommunications, including the Inter-
net, is a new social phenomenon that has been in
our lives fewer than eleven years. Despite its in-
creasing integration into our daily lives, the effects
or impacts of this communication and informa-
tion technology tool have gone largely unexam-
ined. From human ecology theory we know that
interactions in one sphere of our environment af-
fect interactions in others. Yet the impact of inter-
actions of human beings with computers and the
Internet in homes, workplaces, and play spaces is
virtually unstudied and unknown.

How we communicate with one another and
how we find information are profoundly different
today from even five years ago. To live productively
and gain greater life satisfaction we need to under-
stand the world around us, including the increas-
ing influence of the computer and the Internet.
Otherwise, we run the risk of blindly accepting
this powerful technology unexamined. Most
would agree the Internet is here to stay, and its use
is spreading rapidly. It is important for us to un-
derstand and prepare for its impact.

What Do We Know?
While what we know is slight and primarily demo-
graphic, we do know something about the extent of

technology penetration into our lives. We have a
relatively clear picture of who has access to home
computers and to the Internet. In 2001, 94 million
U.S. adults had access to the Internet (Howard,
Rainie, and Jones 2001). There are 55,000 new
users each day (UCLA Center for Communication
Policy 2000), with 65 percent of U.S. households
with a computer and 55 percent of Americans with
access to the Internet from home or elsewhere (Nie
and Erbring 2000). We know that the patterns of
diffusion and adoption show that the Internet is a
resource acquired and used for the most part by
more affluent and well-educated Americans. We
also know that using the Internet takes time. Elec-
tronic mail and searching for information take
high priority in Internet time (Nie and Erbring
2000; UCLA Center for Communication Policy
2000). The average time for U.S. users is 9.4 hours
a week, including work (UCLA Center for Commu-
nication Policy 2000). Finally, we know that chil-
dren and male teenagers continue to be the heavi-
est users of the Internet (Howard, Rainie, and
Jones 2000).

What Don’t We Know?
The redistribution of the limited personal re-
sources of time and effort means other activities
are displaced. What is being displaced, and what
are the positive or negative consequences in our
lives? What patterns of behavior are changing?
Does the Internet have a positive or negative effect
on individual well-being, social interactions with
others, and community building? These are just a
few of the questions with no clear answers.

Perhaps the clearest picture of what we don’t
know about the impact of information technology,
computers, and the Internet is found in the Na-
tional Science Foundation (NSF) study, The Appli-
cation and Implications of Information Technolo-
gies in the Home: Where Are the Data and What Do
They Say? (Papadakis and Collins 2000). Such
questions as how families use information gained
from the Internet and with what consequences,
how the Internet has changed family dynamics
and relationships, the effects of home computing
on the environment inside and outside the home,
and the role of the Internet in enhancing the qual-
ity of life or diminishing it are all unexamined
questions.

Peggy S. Meszaros
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See also: Intergenerational Programs in Communities;
Internet Use; Leisure Activities among Young People
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Intelligence
Many experts view intelligence as involving goal-
directed, adaptive behavior. In both 1921 and
1986, experts gave similar answers when asked to
define intelligence: It involves the ability to learn
from experience and the ability to adapt to the sur-
rounding environment (“Intelligence and Its Mea-
surement: A Symposium,” 1921; Sternberg and
Detterman 1986). The modern experts also em-
phasized metacognition, defined as people’s un-
derstanding and control of their own thinking
processes. To understand modern thinking about
the nature and measurement of intelligence, one
must look back a century to two different tradi-
tions that shaped later thinking—the work of Sir
Francis Galton and Alfred Binet.

Historical Background
In 1884, Galton had the idea that very simple sen-
sory and perceptual skills were related to intelli-
gence and real-world success, presumably because
these skills were linked to basic biological
processes (Eysenck 1967; Sternberg and Powell
1983). Galton (a cousin of Charles Darwin) sug-
gested that intelligence involves two basic capaci-
ties: energy and sensitivity to physical stimuli.
Galton’s perspective is sometimes referred to as a
psychophysical view of intelligence, because of its
emphasis on low-level tasks that are as demanding
of physical abilities as of psychological or mental
ones. Galton in England and later James McKeen

Cattell in the United States constructed a number
of tests based on the psychophysical view. For ex-
ample, people’s arms would be touched with two
pins, varying the distance between the pins, to see
how far apart the pins had to be for a person to
know there were two (as opposed to one) points of
contact. The shorter the distance that could be per-
ceived as being between two pins, the more intelli-
gent the person was deemed to be. This psy-
chophysical tradition did not fare well, however, in
part because scores on the tests weren’t related to
conventional measures of achievement, such as
school grades (Wissler 1901), and in part because
a competitor offered a more compelling theory.

Alfred Binet, a Frenchman, had the opposite
point of view from Galton. Binet (Binet and Simon
1916) suggested that intelligence involves higher-
level comprehension, judgment, and reasoning—
and most importantly, the ability to adapt to the
environment. Binet suggested three main elements
of intelligence: (a) direction, which involves know-
ing what has to be done and how to do it; (b) adap-
tation, which involves figuring out how to perform
a task, and then monitoring the strategy you come
up with while you are actually doing the task; and
(c) criticism, or the ability to critique your own
thoughts and actions. Binet was among the first
and is still among the most influential thinkers in
the history of the field of intelligence. His work was
instigated partly in response to a request in 1904
from the Minister of Public Instruction in Paris,
France. The minister asked Binet to construct a
test that would distinguish children who were gen-
uinely mentally “defective” from those who were
simply behavior problems. The idea was to protect
students who were behavior problems from being
classified as retarded, and to make sure that re-
tarded students got the kind of special education
that it was believed they needed.

Binet’s test was very successful in making this
distinction, and a version of the test is still in use
today: the Stanford-Binet Intelligence Scales
(Thorndike, Hagen, and Sattler 1986). These scales
can be used for children as young as 2 years up
through adulthood to measure intelligence accord-
ing to Binet’s conception. The test is given individ-
ually, and must be administered by a trained psy-
chologist. In its current version, it offers an overall
score, as well as subscores. There are fifteen sub-
tests in all, six of which are given at all age levels:
vocabulary, comprehension, pattern analysis,
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quantitative ability, bead memory, and memory
for sentences.

A similar set of tests prepared by David Wech-
sler is also used (Wechsler 1974). These scales,
with different names at different levels, are the
Wechsler Adult Intelligence Scale—Revised (WAIS-
R), the Wechsler Intelligence Scale for Children
(WISC-III), and the Wechsler Preschool and Pri-
mary Scale of Intelligence (WPPSI). The Wechsler
scales yield an overall score, as well as separate
verbal and performance scores. There are many
other tests of intelligence, as well, including tests
that can be administered to groups of people in
one or two hours and that do not require a profes-
sional to administer.

Intelligence Test Scores
Binet suggested that we might assess children’s in-
telligence on the basis of their mental age—their
level of intelligence compared to an “average” per-
son of the same physical age (also called chrono-
logical age). But William Stern, a German psycholo-
gist, suggested that mental age was a problematical
measure, because it made it difficult to compare
scores of people of different ages. How do you com-
pare the mental age of 10 when achieved by an 8-
year-old and a 12-year-old? In order to deal with
this difficulty, Stern suggested the intelligence quo-
tient (IQ), which is the ratio of mental age (MA) to
chronological age (CA), multiplied by 100 to get rid
of decimal points.

An “average” person has a mental age equal to
her chronological age, so that this person’s IQ is
equal to 1 times 100, or 100. Scores below 100 are
“below average.” Thus, if Jim has a mental age of 8
and a chronological age of 10, his IQ is (8/10) times
100, or 80. Scores above 100 are “above average.” So,
if Jane has a mental age of 12 and a chronological
age of 10, her IQ is (12/10) times 100, or 120. Be-
cause of the use of a ratio of MA to CA in calculat-
ing the IQ, an IQ calculated in this way is some-
times referred to as a ratio IQ. Ratio IQs are rarely
used anymore, because it was discovered that there
is a weak link in their calculation, namely, the con-
struct of mental age. Today, people generally use
what are called deviation IQ scores, which are cal-
culated on the basis of how high a person’s score is
relative to other people of her own age. The average
score is still 100. The standard deviation is set at ei-
ther 15 or 16. When 15 is used as a standard devia-
tion, roughly two-thirds of all scores fall between

85 and 115, and roughly nineteen out of twenty
scores fall between 70 and 130.

Theories of Human Intelligence
Although Binet had a fairly well-elaborated theory
of intelligence, he is best remembered for his ideas
about testing intelligence via the measurement of
judgment. Other theorists, however, are better re-
membered for their theories of intelligence.

Psychometric Theories of Intelligence
Psychometric theories are built around the meas-
urement of intelligence or other constructs. These
theories view intelligence as a map of the mind
(see Sternberg 1990). The idea of understanding
intelligence as a map of the mind dates back to at
least the 1800s, when phrenology (the pseudosci-
entific study of regions of the mind through the
analysis of bumps on the head) was in vogue. But
the psychometric theories are much more sophis-
ticated than the phrenological ones.

One of the first of the psychometric theories
was proposed by a British psychologist, Charles
Spearman (1904, 1927). He suggested that intelli-
gence could be understood in terms of two kinds
of underlying mental dimensions, or factors. The
first kind of factor is a single general factor, which
he labeled g. G is a hypothetical construct thought
to influence performance on all mental tests. The
second kind are specific factors, each of which he
labeled an s. These s factors are thought to be in-
volved in performance on only a single type of
mental-ability test (e.g., on a test of vocabulary, or
arithmetic computation, or memory). Because
there are as many specific factors as there are tests,
Spearman did not see the specific factors as inter-
esting. With one such factor per test, they don’t re-
ally tell us anything that generalizes beyond per-
formance on a single test. But the general factor is
of interest, precisely because it is general. Spear-
man suggested that this factor is the key to intelli-
gence, and that it comes from individual differ-
ences in mental energy.

Louis Thurstone (1938), an American, dis-
agreed with Spearman. Thurstone suggested that
the core of intelligence resides not in one factor,
but rather in seven basic interrelated factors, or
primary mental abilities. The seven primary men-
tal abilities are verbal comprehension, verbal flu-
ency, inductive reasoning, spatial visualization,
number, memory, and perceptual speed.
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Whereas Spearman emphasized just a single
ability (g) in his theory, Joy P. Guilford (1967; Guil-
ford and Hoepfner 1971) proposed as many as 120
factors, a number later increased even further to
150 (Guilford 1988). In the structure-of-intellect
(SOI) model, intelligence is understood in terms of
a cube that represents the intersection of three dis-
tinct dimensions: operations, contents, and prod-
ucts. According to Guilford, operations are mental
processes that come in five types: memory, cogni-
tion (understanding what something, say, “presi-
dent,” means), convergent production (reaching a
single correct response to a problem, as in an
arithmetical word problem), divergent production
(generating multiple responses to a problem, as
when you try to think of large numbers of words
having “c” as their third letter), and evaluation
(making judgments, as in determining whether a
particular statement is a fact or an opinion).

In Guilford’s model, there are also five contents
(the kinds of terms that appear in a given prob-
lem): semantic (words), symbolic (e.g., numbers
or letters), behavioral (what people do), auditory
(sounds), and visual (pictures). Finally, there are
six kinds of products, or responses, in the theory.
They are units (single words, numbers, or pic-
tures), classes (hierarchies), relations (such as
“better than”), and more complex entities, includ-
ing systems, transformations, and implications. If
we multiply the five operations by the five contents
and the six products, we get the 150 factors in the
1982 version of the theory.

Guilford’s theory encountered a number of
problems that have never been resolved in a fully
satisfactory way. For one thing, 150 factors is a lot
of factors (Eysenck 1967). John Horn and John
Knapp (1973) suggested problems in the statistical
methodology. Indeed, Horn and Knapp were able
to use Guilford’s methods to obtain as strong sup-
port for randomly generated theories as they could
for Guilford’s theory. The attempt to expand upon
Thurstone’s seven factors, therefore, was less than
totally successful.

Might there be some way of combining Thur-
stone’s and Spearman’s theories that would retain
the best aspects of each? Such a proposal was
made in the hierarchical theories proposed by
Raymond Cattell (1971), Philip Vernon (1971),
and others. The basic idea of these models is to
combine the idea of a general factor with the idea
of more narrowly defined factors that apply

across classes of tasks, which are referred to as
group factors.

Cattell (1971), for example, suggested that we
could view general ability, or g, as being at the top
of the hierarchy. Below that would be two major
subfactors, which he referred to as fluid intelli-
gence and crystallized intelligence. Fluid intelli-
gence requires understanding of abstract and
often novel concepts. It requires someone to think
flexibly, and to seek out new patterns. For example,
solving a series completion such as 1, 4, 9, 16, 25, ?,
would require fluid intelligence. Crystallized intel-
ligence represents the accumulation of knowledge
and is measured by tests of vocabulary and gen-
eral information. Beneath these factors would be
even narrower factors, and we would go down the
hierarchy until we reach Spearman’s specific fac-
tors, one for each test that was used. Other hierar-
chical views are similar. For example, Vernon
(1971) suggested a distinction right under the
level of general intelligence between verbal-educa-
tional and practical-mechanical abilities.

The psychometric models described above
have been criticized on various grounds. One im-
portant criticism is that the theories, except for
Guilford’s, had relatively little to say about mental
processes. Psychometric theories are essentially
structural: They specify what the map looks like.
But what is missing is a specification of the
processes of intelligence, an issue dealt with espe-
cially well by information-processing theories.

Information-Processing Theories of Intelligence
Information-processing theorists of intelligence
stress the importance of how people mentally ma-
nipulate what they learn and know about the
world. These theorists differ in terms of the com-
plexity of the information processes they believe
are fundamental to intelligence. Our brief descrip-
tions of the various theories go from the simplest
to the most complex.

Arthur Jensen (1982, 1998) has stressed the im-
portance to intelligence of choice reaction time, or
how quickly you can decide which of two or more
buttons to push, given a stimulus. Earl Hunt (1978;
Hunt, Lunneborg, and Lewis 1975) suggested the
importance of lexical-access speed—the speed
with which we can retrieve information about
words (such as letter names) from long-term
memory—for intelligence and particularly for
verbal intelligence.
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Robert Sternberg (1977) has suggested that in-
dividual differences in intelligence might be due to
differences in processing for somewhat more com-
plex types of problems, such as analogies. Con-
sider, for example, the analogy, LAWYER : CLIENT
:: DOCTOR :: (A. PATIENT, B. MEDICINE). Some of
the processes that might be involved in solving this
analogy would be to encode each of the basic anal-
ogy terms (i.e., perceive the terms and retrieve the
appropriate concepts from long-term memory), to
infer the relation between LAWYER and CLIENT,
to apply this relation to DOCTOR, and so on. Peo-
ple who are faster and more accurate in using
these processes, and who devise more efficient
strategies for accomplishing them, might be
viewed by this theory as more intelligent.

Finally, Herbert Simon (Newell and Simon
1972; Simon 1976) has suggested that intelligence
is best understood in terms of even more complex
mental processes, such as those used to play chess
or to solve logical proofs. Simon and others have
suggested that these complex processes can be
simulated via a computer, so that we can view in-
telligence not just as a human attribute, but poten-
tially as an attribute of computers as well. Displays
of intelligence by computational devices are often
referred to as artificial intelligence.

Contemporary Systems Theories of Intelligence
Two contemporary theorists, Howard Gardner and
Robert Sternberg, have proposed theories of intel-
ligence that attempt to deal with both the internal
and external worlds of an individual. These theo-
rists view intelligence as a complex system.
Howard Gardner (1983, 1993, 1999) has proposed
a theory of multiple intelligences, in which there
are eight distinct and relatively independent intel-
ligences. Each is a separate system of functioning,
although the various systems can interact to pro-
duce overall intelligent performance. The eight
multiple intelligences include: linguistic intelli-
gence (used in reading a novel, writing an essay or
a poem, speaking coherently, et al.), logical-mathe-
matical intelligence (used in solving mathematical
word or computation problems, balancing a check-
book, et al.), spatial intelligence (used in walking or
driving from one place to another, in reading a
map, in packing suitcases in the trunk of a car so
that they will all fit, et al.), musical intelligence
(used in singing, playing musical instruments, un-
derstanding and appreciating the structure of a

symphony, et al.), bodily-kinesthetic intelligence
(used in playing sports, dancing, et al.), interper-
sonal intelligence (used in understanding why
other people behave as they do, deciding how to
react to a person’s comments in an appropriate
way, making a good impression during a job inter-
view, et al.), intrapersonal intelligence (used in un-
derstanding oneself—why one thinks, feels, and
acts the ways one does, and what one’s own
strengths and limitations are), naturalist intelli-
gence (used in understanding nature and the nat-
ural world around us). A ninth, existential, intelli-
gence has also been proposed.

Gardner’s theory is somewhat reminiscent of
multiple-factor theories, such as Thurstone’s, in
that it specifies a list of abilities that are believed to
be fundamental sources of individual differences.
There are three critical differences, however. First,
Gardner believes the multiple intelligences to be
basically independent, whereas Thurstone be-
lieved the primary mental abilities to be corre-
lated. This difference is not so great, since Gardner
does allow the intelligences to work together, and
thus to interact. Second, and more importantly,
Gardner believes each intelligence to be truly a
separate intelligence, not just another ability. In
other words, each intelligence is an entire func-
tioning system of symbol manipulation in and of
itself. On this view, each intelligence is modular,
meaning that it emanates from a distinctive por-
tion of the brain. Third, Gardner used multiple cri-
teria rather than just psychometric criteria for
identifying his intelligences. These criteria in-
cluded distinctive effects of localized brain dam-
age on specific kinds of intelligences, distinctive
patterns of development in each kind of intelli-
gence across the life span, evidence from excep-
tional children (both gifted and low-achieving),
and evolutionary history of the intelligences. Thus,
Gardner went well beyond psychometric methods
in attempting to define his intelligences.

Whereas Gardner’s theory of multiple intelli-
gences has emphasized a set of relatively inde-
pendent structures, Robert Sternberg’s triarchic
theory of human intelligence (1985, 1987, 1999)
has emphasized a set of relatively interdependent
processes. According to the triarchic theory, there
are three important aspects of intelligence, each
captured in a different subtheory of the theory as a
whole.

The first subtheory is referred to as a compo-
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nential subtheory; it deals with the basic informa-
tion-processing components underlying intelli-
gent performance. According to Sternberg, there
are three main kinds of processes: metacompo-
nents, or higher order executive (metacognitive)
processes used to plan what you are going to do,
monitor it while you are doing it, and evaluate it
after it is done; performance components, or
processes used for implementing the commands
of the metacomponents; and knowledge-acquisi-
tion components, or processes used for learning
how to solve problems in the first place. The three
kinds of information-processing components are
interrelated. Metacomponents decide what to do,
and in turn activate the performance components
and knowledge-acquisition components. The lat-
ter kinds of components, in turn, provide feedback
to the metacomponents, enabling the metacompo-
nents to adjust representations of information and
strategies for processing information.

The second, experiential subtheory, relates intel-
ligence to experience. Clearly, information-process-
ing components are applied at varying prior levels
of experience with a task.According to this subthe-
ory, a task best measures intelligence when the task
is either relatively novel, or in the process of being
automatized. A relatively novel task would be one
that is unfamiliar, but not totally outside the scope
of a person’s experience. Automatization refers to a
task’s becoming increasingly familiar, less effortful
in the information processing it requires, and less
explicitly conscious in the way it is performed.

The third subtheory, the contextual subtheory,
relates intelligence to the everyday contexts in
which we live. According to this subtheory, there
are three basic processes of making contact with
everyday contexts. In adaptation, people modify
themselves to fit their environment. Eventually, as
people accustom themselves to the environment,
they may start to engage in shaping, whereby they
modify the environment to fit themselves. Some-
times, though, shaping does not work. You may
find that you are neither able to adapt to an envi-
ronment nor shape it in a way that satisfies you.
The bottom line is that intelligence in everyday life
requires a balance among adaptation to, shaping
of, and selection of environments.

Bioecological Theories of Intelligence
According to bioecological theory, which has been
developed by Stephen Ceci and Urie Bronfenbren-

ner (Bronfenbrenner and Ceci 1994; Ceci 1996),
intellectual abilities are akin to potential muscles:
Without exercise the genetic potential to form a
large muscle will not become actualized. Someone
with less genetic potential for muscular develop-
ment may actually develop more muscle mass be-
cause of the availability of a conducive environ-
ment coupled with the motivation to take
advantage of this environment. Geniuses are ex-
amples of supremely motivated individuals. They
possess a genetic advantage for specific competen-
cies, but what leads to their expertise is the excep-
tional motivation to take advantage of relevant en-
vironmental factors associated with skill
development.

As seen in a bioecological framework, an or-
ganism begins life with a set of biologically-based
“resource pools” or abilities that influence the effi-
ciency of cognitive processing (attention, memory,
perceptual speed, and the like). These resources
are deployed in response to environmental events,
and the result is learning and the development of
intellectual competencies. The specific environ-
mental events that engage these underlying ability
resources are varied and age-based: For example,
they may initially include caregiver vocal elicita-
tion of the newborn’s attention; for the preschool-
aged child, they may be interactive games, objects
and events in the environment (Bronfenbrenner
and Ceci 1994). With time, important environ-
mental events include such factors as classroom
size, teacher credentials, peer values, and the like.

In their bioecological theory, Bronfenbrenner
and Ceci term the central construct “proximal
process,” which refers to the successively differenti-
ated and complex process that unfolds over time
between the developing organism and persons, ob-
jects, and events in the environment. In their
model, genotypic tendencies may get amplified by
successively more differentiated interactions with,
say, a caregiver. When this happens, a tendency de-
velops into a high level of competence. Bioecologi-
cal theory expects that (1) proximal processes
serve as the engine for the development of compe-
tency, not social class or global aspects of the envi-
ronment, and (2) it is under conditions of high
proximal process that bioecological theory predicts
the highest heritability for a competency. If a stu-
dent has the genetic potential to learn, say, Greek,
but the school she attends does not teach Greek,
then her potential remains dormant, and she will
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fail to become all she is capable of becoming. In
such cases, both her competence and heritability
will be low. It is only under conditions of high prox-
imal process that tendencies will fully crystallize
into full-blown competencies, and heritability will
be high. An implication of bioecological theory is
that genes do have a significant influence on the de-
velopment of intellectual competence, though their
impact is neither as direct nor as potent as has
been assumed in behavioral geneticists’ theories.

Conclusion
The systems theories of intelligence tend to be
broader than the other ones we have looked at, in-
corporating some of the major aspects of the other
approaches. At the same time, their breadth makes
them harder to test fully, and thus to disconfirm—
in other words, there’s so much going on in these
theories, and so much is included, that it would be
hard to prove them wrong. These theories have
also been criticized by some for being over-inclu-
sive, that is, for trying to capture too much in the
concept of intelligence. Nevertheless, the general
trend in psychology seems to be toward broader
rather than narrower conceptions of intelligence,
in recognition of the fact that children and adults
can be intelligent in many different ways. A final
point is that attempts to define and measure intel-
ligence should always bear in mind that intelli-
gence, while partly inherited, is also modifiable—
in other words, intelligence can be increased, and
the amount and type of intelligence a person is
born with is not set for life.

Wendy M. Williams
Robert J. Sternberg

See also: Bronfenbrenner, Urie; Ceci, Stephen J.;
Cognitive Assessment; Early Childhood Assessment;
Intelligence and Parenting
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Intelligence and Parenting
Like the latest fad diets and clothing styles, fash-
ions in parenting wax and wane over time. When
North America was being settled, women repro-
duced for virtually all of their adult lives, and more
than half of children died in their first few years of
life. Children who survived were put to work as
soon as they were able; education was a rarity.
Thus, the nature of childhood and of the parental
bond were both different from what we view as
typical today. Things changed by Victorian times,
although children continued to be dressed and
treated like miniature adults until late in the nine-
teenth century. Discipline and book learning were
plentiful, and much of the time parents spent with
children went toward reminding them to be seen
and not heard.

During the last few decades, the shifts in par-
enting attitudes and styles have been radical. Since
World War II we’ve seen different approaches to
and styles of parenting, all aimed at raising better,
smarter kids—from the emphasis on discipline

and conformity of the 1950s, to the looser, uncon-
strained, feelings first outlook of the 1970s, back to
a more controlled approach in the 1990s. Of
course, even within a time period different parents
treat their children differently. What all this means
is that children have historically managed—and
will no doubt continue to manage—to grow up
despite the fashions of their times and the opin-
ions of their parents.

Moving beyond the fads and opinions, the key
question is, what do we really know about the ef-
fects of different parenting practices and parental
styles on children’s development, particularly in
the realm of cognitive abilities? It is this question
that we will consider here.

Much of the research on parenting and intelli-
gence has focused on the concept of “parental
style,” defined as “a constellation of attitudes to-
ward the child that are communicated to the child
and that, taken together, create an emotional cli-
mate in which the parent’s behaviors are ex-
pressed” (Darling and Steinberg 1993, 488). The
parent’s behaviors “include both the specific, goal-
directed behaviors through which parents perform
their parental duties and non-goal-directed
parental behaviors, such as gestures, changes in
tone of voice, or the spontaneous expression of
emotion.” In practice, parental style is a package
deal that is influenced by a parent’s intelligence
and personality, outlook on child rearing, child-
hood experiences, and myriad other factors, in-
cluding prevailing cultural views and practices.

Before we can evaluate the relationship be-
tween styles of parenting and the development of
children’s intelligence, though, we must first ask
whether there are styles of parenting that charac-
terize broad groups of parents. Despite the indi-
viduality of parents themselves, the demands of
the job appear to give rise to certain basic patterns
of behavior, at least within the confines of a given
culture. What has arguably been the most influen-
tial conceptualization of parenting for the past
three decades was developed by Diana Baumrind
through extensive research on how parents play
their roles (for a review, see Baumrind 1991).
Baumrind saw parental behavior as fitting within
three general types or patterns: authoritarian, per-
missive, and authoritative.

Parents with an authoritarian style try to shape
and control their children’s behaviors, which they
evaluate against a set of rigid standards. Authori-
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tarian parents emphasize obedience, respect for
authority, hard work, and traditional values, and
discourage real communication in favor of the “lis-
ten and obey” mode. Baumrind (1971, 1973) saw
authoritarian parents as being high in demanding-
ness and low on responsiveness toward their chil-
dren. The second parental style—the permissive
style—refers to parents who give their children
considerable freedom. Permissive parents have a
tolerant and accepting attitude toward their chil-
dren, rarely punish them, and make few demands
and place few restrictions on them. The third style
of parenting was described by Baumrind as au-
thoritative. Authoritative parents set clear stan-
dards and expect their children to meet them, treat
their children maturely, and use discipline where
appropriate to ensure that rules are followed.
These parents encourage their children to develop
independence and individuality, and consequently
practice open communication, in which children’s
points of view and opinions are considered. In
other words, children’s rights as independent
human beings are honored within the authorita-
tive family system. (For a review of the complexi-
ties underlying the parental style concept, see Dar-
ling and Steinberg 1993).

Baumrind’s program of research explored the
interrelationship of parental style and children’s
cognitive and social competence. She began by
studying preschool children to learn what effects
parental style had upon the children’s intelligence
and personality. Later, Baumrind and other re-
searchers expanded their investigations to in-
clude middle- and high-school-aged children,
children of different races and ethnic groups, and
children of different socioeconomic back-
grounds. These studies have shared three sets of
goals. First, they have sought to illuminate the ef-
fects of parental style on children’s development
and performance. Second, they have attempted to
understand the mechanisms and the processes
through which specific parental behaviors and
styles influence children. Third, they have investi-
gated the roles of cultural background, personal
values, racial and ethnic origin, and socioeco-
nomic level in the parent-child relationship. We
will review the findings of a few representative
studies in order to gain a broad picture of what is
known about the effects of parental style on chil-
dren’s cognitive competence.

Helen Bee and her associates (1982) investi-
gated the mother-child relationship as a predictor
of later IQ and language development in the child.
This research contrasted the predictive ability of
perinatal or infant physical status, early child-
hood performance, and family ecology (e.g., level
of stress, social support, and maternal education)
with the predictive ability of measures of mother-
infant interaction. The authors found that infant
physical status was a poor predictor of what the
child’s IQ and language development would be at
4 years old, that child performance was a poor
predictor before 24 months of age and good
thereafter, and that family ecology predicted child
IQ and language only within a low-education sub-
sample, but not among mothers with more than
high school education. However, the quality of
mother-infant interaction was one of the best pre-
dictors at every age tested, and was as good as ac-
tual child performance in predicting IQ and lan-
guage development. In another study evaluating
the affective quality of the mother-child relation-
ship and its longitudinal consequences for chil-
dren’s cognitive performance, Arsenio Estrada
and his colleagues (1987) found that the affective
quality of the mother-child relationship when the
child was 4 years old was associated with mental
ability at age 4, IQ at age 6, and school achieve-
ment at age 12. The associations remained signif-
icant even after the effects of mother’s IQ, socioe-
conomic status, and children’s mental ability at
age 4 were taken into account. The authors sug-
gest that affective relationships influence cogni-
tive development through the parent’s willingness
to help children solve problems, through the de-
velopment of children’s social competence, and
through the encouragement of children’s ex-
ploratory tendencies.

Sanford M. Dornbusch and his colleagues
(1987) examined the relation of parenting style to
adolescent school performance in a sample of 7,836
high school students. The authors found that both
authoritarian and permissive styles were associated
with lower grades, while authoritative parenting
was associated with higher grades. The strongest
effect on grades was for authoritarian parenting (in
the negative direction). Children of families with a
purely authoritative style had the highest average
grades, while children of families with mixed or in-
consistent styles had the lowest grades.

Intelligence and Parenting 411



In a similar study investigating parenting prac-
tices and adolescent achievement, Laurence Stein-
berg and his colleagues (1992) focused on the
impact of authoritative parenting, parental involve-
ment in schooling, and parental encouragement to
succeed on adolescent school achievement. The
sample was ethnically and socioeconomically het-
erogeneous, containing 6,400 American high
school students. The authors found that authorita-
tive parenting led to better school performance and
stronger school engagement. Interestingly, they
also found that parental involvement with school-
ing was a positive force in adolescents’ lives when
the parents had an authoritative style, but less so
when the parents had other styles. It is perhaps not
surprising that school involvement by demanding,
rigid, critical parents doesn’t have the positive im-
pact of school involvement by parents who accept
their children’s interests and goals and assist them
in achieving these goals.

When is the mother’s influence on children’s
school achievement strongest? R. D. Hess and col-
leagues (1984) found that maternal measures
taken during preschool years predicted school
readiness at age 5 and achievement test perform-
ance at grade 6. But the prediction was stronger for
age 5 than age 12, meaning that the mother’s influ-
ence on school achievement was stronger during
preschool years.

An example of the processes through which
parental behavior affects a child’s development is
provided by the work of Barbara Rogoff and W.
Gardner (1984), who watched thirty-two middle-
class mothers preparing their 6- to 9-year-old chil-
dren for a memory test. The mothers guided the
children in transferring relevant concepts from
more familiar settings to the relatively novel labo-
ratory task, thus assisting the children in master-
ing the task and in developing methods for com-
pleting similar future tasks. Formal attempts to
measure the processes through which parental
style influences child development in the context
of more typical parent-child interactions have
often focused on the home environment (e.g.,
Bradley and Caldwell 1984). Researchers evaluate
various features of parenting behavior in the
home, such as maternal responsivity, acceptance of
the child, involvement, language stimulation, and
encouragement of social maturity, through the use
of the HOME (Home Observation for Measure-
ment of the Environment) Inventory.

In a study by R. Elardo, R. Bradley, and B. M.
Caldwell (1977), various aspects of the early home
environment were related to language develop-
ment at age 3. These aspects were the emotional
and verbal responsivness of the mother, the provi-
sion of appropriate play materials, and maternal
involvement with the child. Bradley and Caldwell
(1984) found that HOME scores from age 2 pre-
dicted intelligence test scores at ages 3 and 4 1/2, as
well as first-grade achievement test scores. Later,
R. Bradley, B. M. Caldwell, and S. M. Rock (1988)
examined children as infants and at age 10, finding
significant correlations between home environ-
ments measured at both 2 and 10 years and chil-
dren’s achievement test scores and classroom be-
havior. The HOME Inventory has also been
validated as a predictive tool for Black children
(Bradley and Caldwell 1981).

Despite the fact that most research has centered
on the mother as the primary caregiver, the father
is also an integral component of the family system.
Jay Belsky (1981) discussed the processes of influ-
ence of parents upon children, more broadly con-
ceived in the context of the mother-father-child
triad, and advocated this approach for future re-
search.What about the level of agreement between
the two parents regarding how to raise children—
does parental agreement have an effect on chil-
dren’s cognitive development? In a study examin-
ing the effect of parental agreement during early
childhood on adolescent intelligence and person-
ality, B. E. Vaughn, J. H. Block, and J. Block (1988)
found that parental agreement regarding child-
rearing orientations (evaluated when the children
were 3 years old) predicted male children’s IQ, as-
pects of moral judgment, and personality during
adolescence. For girls, early parental agreement
was associated with adolescent self-esteem. For
both genders, parental agreement was associated
with personality descriptions provided by out-
siders. These findings suggest that parental agree-
ment is, in fact, important—but differentially im-
portant for boys and girls.

Given what we have learned about the signifi-
cance of parental style, a natural question con-
cerns the extent to which parents’ styles can be im-
proved. Can we teach parents to have more
effective styles, particularly styles that help chil-
dren excel? The answer to this question would re-
quire several pages; however, two studies suggest a
note of caution. J. Madden, J. O’Hara, and P. Leven-
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stein (1984) investigated the impact of a home-
based intervention program that modeled verbal
interaction between mother and child using se-
lected toys and books. In their low-income popula-
tion, only small IQ effects were found, and three
years later there were no effects on IQ, achieve-
ment, or first-grade teachers’ evaluations. Simi-
larly, Sandra Scarr and Kathleen McCartney
(1988), evaluating the same intervention program
in Bermuda, found that it had virtually no cogni-
tive, social, or emotional effects. The fact that one
training and intervention program doesn’t work
does not mean that none could; it simply means
that modifying parental style is not a simple mat-
ter, and that program design must address many
needs and characteristics of the population.

When all of the studies have been evaluated, it
is apparent that there is a considerable amount of
evidence for a strong association between parental
style and a child’s cognitive competence. The key
word here is association: Very little evidence exists
that can demonstrate clear cause-and-effect rela-
tionships between parenting style and a child’s in-
telligence. Scarr (1985) has argued forcefully that
“the implications . . . for improving children’s in-
tellectual functioning by intervention in mothers’
control and discipline techniques are dismal. Even
if we could dramatically improve a mother’s posi-
tive behaviors toward her child, her improved be-
havior would have little payoff in the child’s IQ
score” (Scarr 1985, 505). Scarr notes that mothers
with higher IQs tend to have children with higher
IQs, and that these mothers also tend to have more
effective parental styles. Thus, the findings show-
ing a link between parental style and children’s
cognitive competence are actually due to the effect
of shared genetically transmitted intelligence be-
tween mother and child. Scarr notes that parents’
behaviors are correlated with their children’s be-
cause of shared genes, and that what we observe in
the world of parenting and child development is
explicable even if parents have no effects on their
children, or vice versa.

A more recent frenzy on this same theme has
been caused by Judith Rich Harris, who published
a book titled The Nurture Assumption (1996) and
wound up in every major periodical and on every
major talk show in North America. The cover of
Newsweek in September of 1998 even asked, “Do
Parents Matter?” Harris’s thesis, briefly summed
up, is that parents’ role as shapers of their chil-

dren’s development has been greatly exaggerated.
Harris challenges the “nurture assumption,”
which presumes that children are the products of
their (mostly parental) environments. Her per-
spective is that it is the environment more
broadly construed—peers, friends, school-
houses—as well as the contribution of genes that
shapes children’s behavior, rather than parental
influence per se.

As evidence Harris cites the fact that children of
immigrants adopt the language and ways of the
dominant culture external to their homes, and
notes that children, like Cinderella in the classic
fairy tale, often behave one way at home with their
parents but entirely differently in the world at
large. Harris points out, for example, that birth
order effects are evident in the home, where the
eldest child bosses the others around, but disap-
pear when the children are out in the world in
other environments. And dishonesty in the home
is a poor predictor of dishonesty outside the home.
Referring to people who delay childbearing be-
cause they believe it requires a huge commitment,
Harris is quoted in the New Yorker as saying, “If
they knew that it was O.K. to have a child and let it
be reared by a nanny or put in a day-care center, or
even to send it to a boarding school, maybe they’d
believe that it would be O.K. to have a kid.”

Harris’s critics have dealt out examples of par-
ents’ measurable influences on child development
like cards on a casino table. Harvard’s Jerome
Kagan and other eminent child developmentalists
have cited numerous studies attesting to parents’
pivotal roles (several of which have been described
above). Critics have also noted that the measures
of parental influence relied upon in the studies
cited by Harris were not nearly sophisticated
enough to depict the subtle, real parental influ-
ences that nevertheless exist. They point out that
Harris has minimized the fact that even if peer
groups are important, parents influence the choice
of them.

As with any argument centered on the nature-
nurture issue, there are two highly polarized sides.
Undoubtedly, the truth resides somewhere in the
middle, perhaps more to one side, perhaps to the
other. We must all await future data and empirical
research to decide these questions, but for the
present, and given the breadth of correlational data
indicating a positive link between parental style
and children’s cognitive competence, it is wise to
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recall the words of Virgil: “As the twig is bent the
tree inclines.”

Wendy M. Williams

See also: Cognitive Assessment; Intelligence; Maternal
Education; Parenting Styles
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Intergenerational Programs 
in Communities
One of the critical challenges facing society is en-
hancing the contexts of development of distinctive
age groups, including young children, youth,
adults, and the elderly. This is particularly the case
for groups such as youth and the elderly, which
face challenges of making the transition from one
life phase to another, specifically from childhood
to adulthood, in the case of youth, and from mid-
dle adulthood to the later years, in the case of the
elderly. All too often programs and efforts aimed
at the individuals in one phase of life unwittingly
endorse an assumption of age separation or age
segregation that understates the intergenerational
realities of individual experiences in families and
work settings. In that regard, one of the more ex-
citing opportunities for improving human devel-
opment programs lies in those efforts that enlist
the intergenerational resources of communities in
providing opportunities that serve the needs of
multiple generations.

An example of such a program is Cyber Se-
niors/Cyber Teens, a Maine-based program, which
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provides training in computer and Internet skills
by youth to senior citizens. The program provides
benefits for both older adult participants and the
elderly, including such outcomes as the ability of
older adults to access information on social secu-
rity programs and health promotion and the op-
portunity for youth to enhance their own com-
puter knowledge, computer teaching skills, and
citizenship.

Ecological Basis of
Intergenerational Programs
The development of programs such as Cyber Se-
niors/Cyber Teens reflects principles of the ecology
of human development. The understanding of the
development of children, youth, and older adults
has undergone a transformation with the recogni-
tion that development is a process of mutual inter-
action, over time, between individuals and their
significant contexts or environments. Increasingly,
the need for an ecological perspective on human
development has emerged from the pervasive so-
cial challenges facing American communities,
families, and their children and youth, including
drug abuse, health issues, and violence. These is-
sues are both complex and interrelated, requiring
integrative research, innovative public policies, and
interventions. In addition to these social changes,
there has been an increasing societal pressure for
universities to begin to address such problems of
individuals and communities across the life span.
This configuration of developmentally related so-
cial issues, ecological perspectives on human de-
velopment, and increasing university and public
awareness of responsibility for action research has
created an opportunity for rethinking federal
agency priorities in the direction of research that is
community based, focusing on the development of
children and youth in context (Jensen, Hoagwood,
and Trickett 1999). In turn, such an ecological per-
spective has several key elements as guiding em-
phases, including the following (Bronfenbrenner
1989; Lerner 1991; McKinney, Schiamberg, and
Shelton 1998; Schiamberg 1988).

Development in Context
This dimension serves to underscore the interac-
tion of youth with their significant contexts in-
cluding family, school, and neighborhood/com-
munity. In much the same way that it would be
pointless to try to understand the life dynamics of

fish without recognizing that they swim in the sea,
it would be equally inappropriate to study human
beings out of context. Furthermore, the changes
human beings experience over the course of a life
span never happen in a vacuum. Instead, they are
the result of the reciprocal interaction of human
beings and the contexts of development that pres-
ent, or fail to present, opportunities for enhance-
ment of the self. Significant others in one’s life
(e.g., parents, siblings, grandparents, teachers,
spouses, and coworkers) operate across the multi-
ple settings or contexts. Furthermore, significant
contexts of life such as family, school, and work
continue to evolve in complexity throughout the
life span, including the increased likelihood of in-
tergenerational relationships as a vital dimension
of those contexts.

After-school programs provide a significant
context of youth development, which creates an
opportunity to better understand both the norma-
tive development of all youth in a significant life
context and the opportunity to frame and develop
more sensitive and effective interactions based on
that understanding (National Research Council
2000). That is, examining youth development in
such contexts as after-school programs provides a
unique opportunity to understand cognitive and
social development in collaborative networks of
adults and peers that more closely reflect or simu-
late the multiplicity of participants and diversity of
the adolescent youth experience than the usual
school environment does.

Individual Uniqueness, Plasticity, and Diversity
Individual differences are a hallmark of human de-
velopment. Not all human beings are found in the
same environments or settings, and likewise, not all
individuals respond in similar ways to what seems
(to an external observer) to be a similar setting. To
ignore these unique features of diversity is to mis-
interpret human development for a substantial per-
centage of the population. Well-designed commu-
nity-based intergenerational programs hold
promise for providing an opportunity to better un-
derstand and describe how individual plasticity
and diversity play out in the context of community-
based intergenerational learning experiences. As
well, intergenerational programs that focus on the
collaborative potential of community interaction
provide an opportunity for rethinking the notion of
individual ability by maximizing the contribution
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of individual uniqueness, plasticity, and diversity of
individuals by allowing each individual to make
his/her own distinctive contribution.

Development in Context and Public Policy
Because the ecological approach derives from the
study of development in context, it offers an in-
formed perspective for applying knowledge of the
results of community-based intergenerational
programs to the concerns and problems of adoles-
cents, older adults, and families. Not only is there a
significant absence of public policy grounded in
evidence from the study of development in con-
text, but there is clear absence of policies based on
the unmistakable and pervasive intergenerational
interaction in contexts of development across var-
ious developmental contexts.

CyberSeniors/CyberTeens: An Exemplary
Program for Bridging the Digital and 
Generational Divides
CyberSeniors/CyberTeens is a unique partnership
among the National Retired Teachers Association
(part of AARP), 4-H Youth Development, and Cy-
berSeniors.org, created to empower seniors
through the purposeful use of technology. It is the
first bilingual, community-based, primarily vol-
unteer-driven, intergenerational program of its
kind. Retired teachers are working beside 4-H
youth, using CyberSeniors.org’s award-winning
curriculum to train Seniors aged 50 and over how
to use the Internet’s information and communica-
tion resources to achieve better health and foster
lifelong learning. A special focus of CyberSe-
niors/CyberTeens is CyberHealth, a health educa-
tion program designed to promote health literacy
and healthy lifestyles among the two segments of
our population with the least access to this infor-
mation: elders and young people. A dynamic as-
pect of CyberHealth is the collaborative way in
which these generations are learning from each
other: young people sharing their technology skills
and seniors sharing their life experience wisdom.
Young participants observe the aging process first-
hand, and begin to understand the long-term ram-
ifications of their own health behaviors.

Dimensions of CyberHealth
In CyberHealth, young people working with adult
mentors provide the training to get Seniors online;
the tools to facilitate Seniors being able to drill

down into a site to source the information they
need; evaluation criteria so elders can weigh the
accuracy, reliability, and timeliness of content;
specifics on how to use information culled from
the Internet with their health care providers; and
training in how to use the Internet’s communica-
tion resources to reach out to others who are deal-
ing with the same health and wellness issues. The
majority of older adult health care consumers have
been left out of the educational loop. Health infor-
mation programs are usually targeted to providers
at a professional level, and those that are targeted
to consumers do not focus on preparing older
adults for a partnership role in health decision
making. And even though there is now a wealth of
health information on the web, it is often inacces-
sible to elders because they lack computer skills,
the on-ramps are designed by 20-year-old techies
with their peers in mind, or the information is be-
yond a layperson’s understanding.

Questions about the elderly of the future abound:
How long will they live? What will be their quality of
life? What will be the financial impact of their health
care on the national budget? The cost of health care
in the twenty-first century depends upon a number
of factors, including medical advancements, elders’
economic and education status, and health behav-
iors. The Internet, with its unlimited access to edu-
cational resources, can be a powerful force of socie-
tal change. CyberHealth is designed to promote
health literacy (including awareness of quality
healthcare) among traditionally underserved indi-
viduals so they can better understand how to take
charge of their own health in a variety of ways, af-
fecting their health-seeking behaviors.

Reducing Social Isolation in the Elderly
Of equal import are the emerging studies that doc-
ument that computer literacy can provide elders a
window to the world, thus reducing their isolation
and increasing their social connection—a huge
factor in elder health and well-being. The
MacArthur Foundation study of successful aging
notes: “Social isolation has been shown to con-
tribute to a higher risk of alcoholism, arthritis, de-
pression, heart disease, suicide and other physical
and emotional problems. At any age, the risk of
death is two to four times greater for the isolated
than for socially connected people. People in their
60s, 70s, 80s and beyond were more likely to main-
tain their memories, intellectual abilities, and
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health—and avoid depression—if they were for-
tunate enough to have friends and/or family in
their lives.” CyberSeniors/CyberTeens intergenera-
tional workshops foster real-life connections be-
tween teens and seniors involved, and also teach
seniors how to use the Internet’s communication
resources to connect with people of all ages online
in a supportive virtual community.

Cyber Seniors and Computer Learning
CyberSeniors/CyberTeens is a natural extension of
the award-winning, educational model established
by CyberSeniors.org in their Computer Learning
Workshops and at their advertising-free, interac-
tive Web portal, http://www.cyberseniors.org.
Launched in July 1998, their site receives more
than 100,000 hits a month from points around the
world. CyberSeniors.org is the only organization in
Maine, and one of few in the nation, dedicated
solely to training senior citizens—many living
alone, on limited incomes, with visual impair-
ments and physical disabilities—how to use com-
puters to access the wealth of information and
communication resources on the Internet.

In its first three years, CyberSeniors.org grew
from one Maine workshop with 12 students to
more than seventy-five workshops with more than
7,500 students in nine states. CyberSeniors.org
workshops have been oversubscribed since the
program began, with a burgeoning waiting list. Of
the students who take the first Very, Very, Very
Basic Computers workshop, 98 percent go on to
complete the entire curriculum (now five mod-
ules) and clamor for more. Those who run this
program have found that the problem is not in the
technology but rather in the lack of educational
opportunities available to elders to learn how to
use this technology.

The Cyber Seniors Model of
Community-Based Computer Training
Many seniors live on a fixed or limited income, so
buying a computer of their own is not an option,
and existing school and library resources, espe-
cially those in the nation’s most rural areas, are too
burdened to serve this population because seniors
have special training needs. CyberSeniors.org’s
model of providing access and training through
grass-roots community collaboration is a model
that can be replicated in any community. The
coalition, for example, wherever possible develops

partnerships with health care facilities and educa-
tional institutions for use of their labs and other
space at little or no cost, with public HUD-subsi-
dized housing and private housing facilities to es-
tablish computer training centers where Seniors
live, with local internet service providers for free
connectivity in its computer learning centers, with
public and private foundations and for-profit busi-
nesses to garner funding and in-kind support,
with universities, hospitals, and health care
providers to develop and conduct research, and
with a tremendous corps of volunteer teachers,
high school student mentors, technology experts,
and administrative staff from the greater commu-
nity surrounding each computer access center.
This coalition and community partnership build-
ing is governed by human energy and enthusi-
asm—not limited by any geographic boundaries.

Cyber Seniors Computer Learning Centers are
people-powered, by residents of all ages in the
local community. They are empowering in that
they not only teach seniors valuable computer
skills, but also they train graduates to become
trainers themselves, providing a means for seniors
to reinvest their learning in the human capital of
their peers. Real time, human connections are
made as seniors—through peer tutoring in the
workshops—help each other access the valuable
resources made available on the Internet through
this technology. Teens involved in the program
have become community leaders, as they follow
the same peer-to-peer recruiting and training of
other teens to participate in the program.

The senior student is a special student. The
workshop must be a nonthreatening learning envi-
ronment, in which students can advance at their
own pace. Each workshop has a maximum of eight
students, for which the coalition maintains a two-
or three-to-one student teacher ratio.An important
aspect of the program is the socialization that oc-
curs during the learning process. Senior students
learning from one another, as well as from their
teen mentors, have fun in the process. The pro-
gram’s learning objectives are for each student to
develop a comfort level with the technology and to
find meaningful content, so that using a computer
becomes as natural as picking up a telephone.

Major Goals and Objectives
An important aspect of an intergenerational pro-
gram such as Cyber Seniors/Cyber Teens involves
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the need to measure and assess the goals and out-
comes of such community-based efforts. For ex-
ample, in the Cyber Seniors/CyberTeens program,
a goal for seniors is to demonstrate how access to
the Internet’s information resources, along with
increased communication between elders and
their community, can help equip them to retain
their independence, dignity, purpose, long-term
mental and physical well-being, and community.
For youth, a primary goal of the program is to
demonstrate how the intergenerational collabora-
tive learning and mutual interactions experienced
in the CyberHealth real-life laboratories foster self-
efficacy and promote social/citizenship skills, as
well as healthy lifestyles. That said, an essential so-
cial objective of the program is to create a dynamic
between seniors and teens in each workshop. The
memories and insights shared through their inter-
change constitute the real production of knowl-
edge and ultimately wisdom.

Lawrence B. Schiamberg
Elizabeth Isele

See also: Aging and Technology; Community Youth
Development; 4-H Youth Development;
Intergenerational Relations; Old Age, Social
Relationships in; Teaching Older Adults to Use New
Technologies
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Intergenerational Relations
The phrase “parent and child” conjures up mental
images of a twenty- or thirty-something parent
with his young child. However, in our aging society
the phrase could just as easily refer to people all
over the age of 65! A 70-year old adult daughter
may be caring for her 93-year-old mother, for ex-
ample. Intergenerational relationships now com-
monly span fifty years or more, and thus an un-
derstanding of them is essential in understanding
relationships and family support throughout life.

Intergenerational relations are connections be-
tween generations within families that directly in-
fluence individual development and behavior. In-
tergenerational relationship types and experiences
vary by individual choice and family contexts. The
function and meaning of relationships across gen-
erations in the United States have been transformed
with sociohistorical changes. The aspects of inter-
generational relations considered below involve (1)
identifying the individuals that compose intergen-
erational relationships; (2) acknowledging past and
current family structure as an influence on individ-
ual development and the nature of intergenera-
tional relations; (3) exploring the family solidarity
framework to understand interactions and ex-
changes of resources; and (4) recognizing the pres-
ence of intergenerational ambivalence in families.

Influences on Intergenerational Relations

Time
Intergenerational relationships develop over time,
and thus these relationships have a history. The
history embodied in past interactions shapes cur-
rent situations, perceptions, and experiences. In-
tergenerational relationships evolve on three
planes—individual time, family time, and histori-
cal time (Hagestad 1982). Life course transitions
(marriage, childbirth, divorce, retirement, widow-
hood, and the like) create ongoing circumstances
such that family members in intergenerational re-
lationships must continually negotiate and rene-
gotiate their relationships and support interac-
tions (Connidis 2001). For example, adult children
may relate to parents as equals as they move
through adulthood, but over time may have to take
on responsibilities for care of parents. The very
term “adult child” is awkward because it con-
founds the usual conceptions of age and genera-
tional position.
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Complexity of Roles
Individuals can simultaneously occupy roles as
parents, adult children, grandparents, grandchil-
dren, parents-in-law, and sons- or daughters-in-
law. Stepfamily members increase the complexity
of responsibilities. An individual acquires new po-
sitions on the vertical ladder of intergenerational
relations within her family, called a generational
station, as members die and are born (Hagestad
1982). Generational stations influence the degree
of developmental stake that family members feel
they have in a particular intergenerational rela-
tionship and may mediate motivation to maintain
the tie (Hagestad 1982). Family structure will vary
by the number and nature of intergenerational
pairs.

Sociohistorical Changes
It is helpful to think of intergenerational relations
in terms of family member pairs. Traditional
dyadic pairs include parent-child and grandpar-
ent-grandchild relationships. However, societal
and demographic changes make it increasingly
necessary for researchers and policy makers to
consider stepfamily ties and other non-biologi-

cally created kinship relations that fit into the in-
tergenerational category (e.g., in-laws). Changing
social habits and norms around family structures
have introduced higher rates of divorce, remar-
riage, cohabitation, and gay and lesbian partner-
ships with children, all of which influence the na-
ture of intergenerational ties across the life span
(Connidis 2001).

Demographic Changes
The nature of intergenerational ties is partially
dependent on the family context, and these con-
texts have changed over the years. The demo-
graphic trends of increased longevity along with
decreasing fertility rates (i.e., fewer children due
to delayed onset of marriage and childbearing),
has created a “beanpole” structure of family rela-
tionships, a family structure with many genera-
tions still living, stretching over time, sometimes
with only one person representing an entire gen-
eration (Bengtson 2001, 5). This macrosocial
trend has also been described as the verticaliza-
tion of society (Connidis 2001, 115), and the im-
plications of this trend for family support in later
life are great.
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Contextual Influences
The function and meaning of intergenerational re-
lations vary by the location of an individual on
multiple levels, such as gender, generation, ethnic-
ity, class, and lifestyle selections or opportunities
available in the individual’s environment. Gender
is a key factor that influences participation, mean-
ing, and obligation in intergenerational relations.
For example, women provide more support overall
to family members such as children, grandchil-
dren, parents, and grandparents due to socially
constructed forces of work and family situations
(Connidis 2001). Generation, or membership in a
particular cohort, also influences an individual’s
attitudes, beliefs, and actions within the relation-
ship. Since the very definition of intergenerational
relations depicts both members of the pair origi-
nating from different cohorts, understanding in-
teractions and exchanges between generations ne-
cessitates awareness of cohort effects. Ethnicity
and class position alter the experience of intergen-
erational relations in areas such as strength of fam-
ily obligation, extensiveness of relational ties, and
accessibility of resources to exchange or extract.

Rates of Exchange Between 
Adult Children and Their Parents
According to one study (Bengtson and Harootyan
1994) 69 percent of adult children respondents re-
ported contact with their mothers at least once a
week, and 20 percent reported that they were in
daily contact with their mothers. Weekly contact
with fathers was reported by 56 percent of the sam-
ple, and 12 percent reported having daily contact.

Multigenerational Relationships
The study of intergenerational relationships be-
comes increasingly complex when we acknowl-
edge that ideally we would study families that in-
clude three or more generations. The transmission
of family values, norms, and historical influences
can be seen more clearly over multiple generations
and a longer span of time. The 2000 U.S. Census
was the first in history to record the number of
multigenerational (three or more generations)
households. According to the 2000 Census there
are 3.9 million multigenerational households in
the United States, which is close to 4 percent of all
households. Two-thirds of these households were
comprised of householder and the householder’s
children and grandchildren. The other one-third

consisted of householder, the householder’s chil-
dren, and the householder’s parents or parents-in-
law. The areas most likely to have multigenera-
tional households were recent immigration sites,
high-cost housing areas, and areas where there are
housing shortages.

Conceptual Frameworks for Understanding
Intergenerational Relationships

Family Solidarity
Availability of intergenerational relations, fre-
quency of contact, exchanges of support, and the
meanings associated with interactions are con-
cepts embedded in the construct of family solidar-
ity. Family solidarity (Bengtson 2001; Bengtson
and Roberts 1991) encompasses six underlying di-
mensions. The first dimension, opportunity struc-
ture, gives recognition to the influence that geo-
graphic proximity can play in intergenerational
relationships. The distance or nearness between
dyad members can either enhance or constrain the
relationship. Another dimension, association, is
the frequency of contact between the generations,
including telephone calls, written or electric corre-
spondences, and visits. Modern technology associ-
ated with transportation and communication has
improved the availability, quality, and frequency of
contacts, and thus the potential for intergenera-
tional ties to stay connected. A third dimension of
solidarity, affectual, considers the emotional close-
ness, intimacy, and intangible supports that are ex-
changed between generations over time. Affectual
solidarity appears as expressed concern or desire
to stay close through sharing special moments,
visits, and meaningful conversations. Consensual
solidarity, another dimension, takes into account
the actual or perceived agreement between gener-
ations in opinions, values, and lifestyle selections.
Functional solidarity acknowledges the reciprocal
exchanges of instrumental, financial, and other
material assistance and gifts. The final dimension,
normative solidarity, indicates the strength of obli-
gation individuals feel about maintaining inter-
generational relations with family. These norms
stem from family traditions, cultural beliefs, and
societal folkways or mores.

Researchers have created five types of intergen-
erational relationship styles between parents and
children using dimensions of solidarity (Silver-
stein and Bengtson 1997).A nationally representa-
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tive sample of adults in the United States between
the ages of 18 and 90, reported on current rela-
tionship qualities between the adult children and
aging parents in the sample. The five types of in-
tergenerational relations were labeled tight-knit,
sociable, obligatory, intimate but distant, and de-
tached. The tight-knit group and the sociable group
were described as having a high level of affectual
solidarity and engaging in frequent contact. How-
ever, the tight-knit group reported high levels of
functional support exchanges, whereas the socia-
ble group did not. The obligatory intergenerational
type reported low levels of affectual solidarity, but
high levels of contact and exchanges. The intimate
but distant group reported feeling affection and
closeness in their relationships, but did not fre-
quently communicate, visit, or provide functional
support to each other. Members of the detached in-
tergenerational relation type did not report feeling
affectual solidarity, nor did they have high levels of
opportunity structure or functional solidarity.

The six dimensions of the family solidarity
framework can also be utilized to explain grand-
parent relationships. For example, the frequency
of contact between grandparent and grandchild
pairs depends on the proximity to each other (op-
portunity structure) and the age of the grand-
child. Children under the age of 18 are more likely
to visit frequently with grandparents, and adult
grandchildren are more likely to provide affectual
support rather than functional support. Norma-
tive solidarity, or the strength of obligation felt to
provide support, is lower in grandparent relations
than it is for parent-child pairs (Connidis 2001).
All types of intergenerational relations may have
some degree of ambiguity related to role expecta-
tions and commitments.

New Directions: Intergenerational Ambivalence
Kurt Luescher and Karl Pillemer (1998) suggest
that various types of intergenerational ambiva-
lence arise out of different family structures. The
ambivalence framework interprets intergenera-
tional relations with a focus on simultaneous and
contradictory thoughts and actions family mem-
bers experience. Intergenerational ambivalence
has two components or levels. On a sociological
level, ambivalence comes from the contradictions
in social structure that result from roles, norms,
and statuses. On a psychological level, ambivalence
comes from the contradictions in subjective expe-

rience that are operating in emotions, cognitions,
and motivations. The authors speculate that the
family solidarity framework may oversimplify the
complexities of intergenerational ties and repre-
sent an “overly positive” view of family life
(Luescher and Pillemer 1998, 413). Research on
family relationships is moving toward under-
standing how ambivalences within intergenera-
tional relations influence human development on
multiple levels, over the life span, as members
change generational stations (e.g., Connidis and
McMullin in press). This shift in research attention
moves understanding beyond examinations of
family structure and dimensions of solidarity, to
provide further knowledge about the purpose and
meaning of intergenerational relations and how
these enduring lifetime ties are transformed.

Cheryl L. Peters
Karen Hooker

See also: Family Diversity; Family Life Cycle
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Internalizing Disorders
Internalizing disorders are disorders in which
symptoms of distress are focused inward. The
most common internalizing disorders are depres-
sion and anxiety. These disorders contrast with ex-
ternalizing disorders, which are disorders where
symptoms of distress are focused outward (e.g.,
conduct disorder, substance abuse). Both genes
and the environment influence internalizing dis-
orders. Most of these disorders do have a signifi-
cant genetic component, but the environment like-
wise plays a substantial role in the development of
internalizing disorders. For example, twin studies
suggest that that the heritability estimates for de-
pression and anxiety range between 30 percent
and 40 percent (Sullivan, Neale, and Kendler 2000;
Hettema, Neale, and Kendler 2001). This means
that over one half of the variance in liability to
these disorders is due to environmental factors
(e.g., stressful life events, daily hassles, and the
like). Clearly, genes and the environment interac-
tively influence an individual’s susceptibility to de-
veloping internalizing disorders.

Types of Internalizing Disorders
One relatively common internalizing disorder is
depression. People with depression frequently ex-
perience depressive episodes.A depressive episode
is characterized by marked sadness, along with
many physical, cognitive, emotional, and behav-
ioral symptoms. Some symptoms may include
changes in weight, sleeping problems, difficulty
concentrating and making decisions, decreased
interest in pleasurable activities, decreased energy,
and feelings of worthlessness. For a diagnosis of
depression, symptoms must persist for a period of
at least two weeks.

Individuals who have recurrent depressive
episodes may be classified as having a depressive
disorder. The most common depressive disorder is
major depressive disorder (MDD). This disorder is
not common during childhood, but the prevalence
of MDD increases dramatically during early ado-
lescence, and by middle adolescence the preva-
lence rates of MDD are similar to adult rates. Over-
all, it is estimated that about 24 percent of women
and 12 percent of men experience MDD at some
point during their lifetime.

A less common depressive disorder is dys-
thymic disorder (dysthymia). Dysthymia is a more
chronic, less intense kind of depression. Individu-

als who have dysthymia exhibit depressed moods
almost every day, along with a variety of symp-
toms, which may include eating problems, sleeping
problems, decreased energy, difficulty thinking
and concentrating, low self-esteem, and feelings of
hopelessness. To be diagnosed as dysthymia, these
symptoms must last for a period of at least two
years (one year for children and adolescents). The
key characteristic of this disorder is its chronicity.
Overall, it is estimated that approximately 6 per-
cent of the general population experiences dys-
thymic disorder during their lifetime.

Bipolar disorder (manic depression) is the least
common depressive disorder. This disorder is
characterized by depressive episodes that alternate
with manic episodes. The episodes of depression
are similar to those occurring in MDD. However,
when the depressive episode subsides, the individ-
ual experiences a manic episode. During manic
episodes, the individual may appear to be hyper-
active and extremely excited. He will typically be
restless, talkative, have trouble sleeping, and be-
have recklessly. When the manic episode is over,
the individual may either return to a “normal”
state or experience another depressive episode.
Bipolar disorder is a serious disorder because
many individuals with this disorder become suici-
dal due to the intensity of the moods and the dra-
matic shift in moods that characterize this disor-
der. Fortunately, it is estimated that only 1 percent
of the general population develops this disorder
during their lifetime.

Anxiety disorders are also classified as inter-
nalizing disorders. These disorders are character-
ized by anxiety and fear. Although anxiety disor-
ders may occur during childhood, they become
much more common during adolescence. Similar
to depression, they have physical, emotional, cog-
nitive, and behavioral components. Phobias (fears)
are the most common type of anxiety disorder.
Phobias involve an irrational fear of a specific sit-
uation or object (e.g., insects). It is estimated that
about 9 percent of the general population has a di-
agnosable phobia.

Generalized anxiety disorder (GAD) is a more
serious anxiety disorder. It is characterized by
chronic anxiety (lasting for at least six months).
Some of the symptoms of GAD include chronic
worrying, restlessness, muscle tension, difficulty
concentrating, and sleeping problems. Individuals
with GAD find it nearly impossible to control their
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worrying. The lifetime prevalence of this disorder
is approximately 5 percent.

Another relatively common anxiety disorder is
social anxiety disorder (SAD). Individuals with
this disorder experience intense anxiety in relation
to social situations. This disorder typically first oc-
curs during midadolescence, and it is chronic. It is
estimated that 3–13 percent of the population ex-
periences social anxiety disorder at some point
during their lifetime.

Panic disorder is a more intense anxiety disor-
der, which typically emerges during adolescence
or adulthood. It is characterized by panic (anxiety)
attacks where the individual may experience phys-
ical symptoms such as shortness of breath, palpi-
tations (irregular heart beat), chest pains, light-
headedness, trembling, and excessive perspiration.
When an individual has a panic attack, she typi-
cally fears that she is going to go crazy or die. Panic
attacks only last for minutes; however, they tend to
reoccur. Therefore, a person with panic disorder
usually becomes extremely concerned about when
the next attack will occur. This causes further anx-
iety. The lifetime prevalence estimate of this anxi-
ety disorder is 3.5 percent.

Risk Factors for Internalizing Disorders
A major risk factor for developing internalizing
disorders is gender. During childhood, when inter-
nalizing disorders are less common, girls and boys
are equally likely to experience these disorders.
However, during early adolescence, as prevalence
rates for internalizing disorders rise dramatically,
a significant gender difference emerges, and by
middle adolescence, rates of depression and anxi-
ety are two to three times higher for girls than for
boys (Cohen et al. 1993). These gender differences
persist throughout adulthood. Currently, it is not
clear why these gender differences occur. However,
research suggests that during adolescence, girls
become more likely than boys to develop these dis-
orders because girls have less effective coping
techniques, lower levels of self-esteem, and more
negative body images than do boys.

Internalizing disorders also tend to run in fam-
ilies. Many studies have shown that internalizing
disorders are influenced by genes. It is believed
that genes influence levels of neurotransmitters in
the brain and that an imbalance of certain neuro-
transmitters (e.g., serotonin, norepinephrine)
places an individual at an increased risk for devel-

oping internalizing disorders (Garber and Flynn
2001). However, the environment is equally impor-
tant. Contextual factors such as poor family and
peer relationships, stressful life events, and
poverty all have been found to be associated with
internalizing disorders (Garber and Flynn 2001).
Moreover, research indicates that internalizing dis-
orders occur as a result of the interaction between
such environmental factors and a person’s genetic
makeup.

Treatment
A variety of treatment options exist for internaliz-
ing disorders. Individuals may receive psychother-
apy (in the form of individual or family therapy, or
both), cognitive-behavioral therapy, or medica-
tion. Psychotherapy may target problems in differ-
ent contextual areas, such as the family, peers,
school, or work.Alternatively, cognitive-behavioral
therapy is particularly effective at helping people
to reduce the negative cognitions and behaviors
that contribute to their disorder. Medications used
to treat depression and anxiety also are extremely
effective and safe. These medications are typically
administered in combination with therapy that
helps the individual learn how to cope with his
problems in a more effective manner so that fur-
ther episodes of depression and anxiety may be
prevented.

Christine McCauley Ohannessian

See also: Externalizing Disorders
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International Society for the 
Study of Behavioral Development
The International Society for the Study of Behav-
ioral Development (ISSBD) was founded in 1969
on the occasion of international scientific meet-
ings in Germany, England, and the United States
attended by a group of researchers particularly de-
voted to longitudinal research on human develop-
ment in a life span perspective. The interdiscipli-
nary orientation was expressed by the emphasis
on behavioral development. Due to the enormous
expansion of scientific interest in psychological
studies and particularly in research on human de-
velopment in the 1970s, the newly-formed society
grew rapidly.

The mission of ISSBD entails the promotion,
discovery, dissemination, and application of
knowledge on human development across the en-
tire life span. At the time of its foundation the
stress on commonalities and differences of devel-
opmental processes from infancy to old age was
new, and it is still true that conceptualizing devel-
opment in such a way represents particular chal-
lenges in the analyses of processes that result in
continuities and discontinuities.

ISSBD was given its charter in the Netherlands,
but its membership has always been truly interna-
tional by design and in reality.At present the mem-
bership amounts to about 1,000 members in vari-

ous categories (including student memberships)
from more than fifty countries around the globe
(with large representation from Europe and North
America).A major emphasis was always to include
researchers from less well-off countries where cur-
rency restrictions were in force. Toward this aim,
an elaborate system of reduced membership dues
and regional offices was established. Most mem-
bers received their training and are active in vari-
ous fields of psychology, but a considerable por-
tion work in allied disciplines such as psychiatry,
pediatrics, sociology, and the like.

ISSBD is governed by its officers, namely the
president (who also serves a term as past presi-
dent), the secretary general, the treasurer and
membership secretary, the president-elect, the ex-
ecutive committee, and special advisers. Concern-
ing nominations and elections for the officers and
members of the Executive Committee, attention is
give to representation of regions, disciplines, top-
ics, and gender. The current president
(1998–2002) is Kenneth Rubin (University of
Maryland, United States), the future president
(2002–2006) is Rainer K. Silbereisen (University
of Jena, Germany).

The Society’s premier scientific gathering is the
series of biennial meetings that started in 1971.
The most recent meetings have been in Beijing
(China, 2000) and Ottawa (Canada, 2002), and the
next meeting is scheduled for Ghent (Belgium,
2004). To date (2002), sixteen meetings have been
held in more than a dozen different countries, in-
cluding North and South America, Europe, and
Asia. The usual attendance during the last decade
is in the order of 1,000 or more, typically from
more than fifty countries. In line with a change in
scientific publication strategies, proceedings have
not been published since the 1980s.

In order to fulfill its mission, ISSBD has always
been active in organizing workshops and confer-
ences. Between 1975 (Jakarta, Indonesia) and 1997
(Groningen, the Netherlands), nine Asian Work-
shops on Child and Adolescent Development were
organized in the region, with a strong emphasis on
scientific training. Likewise, a series of European
Conferences of Developmental Psychology was or-
ganized under the auspices of ISSBD between 1984
(Groningen, the Netherlands) and 1994 (Krakow,
Poland). Encouraged by the success of these
events, an independent offshoot of ISSBD was
formed, the European Society for Developmental
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Psychology, which organized these conferences
from 1997 on (the incoming president of the new
society is Willem Koops of the Netherlands, a for-
mer Secretary General of ISSBD).

Another important instrument of ISSBD’s sup-
port role is represented by the Summer Training
Seminar in Life Span Development that began in
1977 (Torun, Poland), and has taken place every
four years. In most cases they have been held out-
side North America or Western Europe, as was a
recent workshop in Lima (Peru) on contexts of de-
velopment.

A final element in ISSBD’s scientific events
comprises sponsored or cosponsored conferences
that address topics relevant for particular regions,
often planned to help establish or broaden infra-
structure for research on behavioral development.
Such conferences have taken place in Asia (China,
Indonesia, India), South America (Brazil), and
Africa (Kenya, Cameroon, Ivory Coast, Zambia,
Namibia, and Uganda).

ISSBD publishes a newsletter for its members
that addresses all aspects of its mission, for in-
stance by publishing views on issues of human de-
velopment from different regions or disciplines
with a lead article and various comments. The cur-
rent editors are Joan Miller (United States) and
Xingin Chen (Canada). ISSBD also publishes a
major outlet for empirical research, the Interna-
tional Journal of Behavioral Development (IJBD).
Since 1976, twenty-six volumes have appeared, in-
cluding special editions such as the one devoted to
the millennium. (Major articles will also appear in
a book edited by Rainer K. Silbereisen and W.
Hartup under the title Expert Views on Human De-
velopment.) The journal has readers in more than
fifty countries and brings together authors from
many areas, particularly North America, Europe,
and Asia. The current editor-in-chief is William
Bukowski (Canada).

Most of the activities (except for IJBD) could
not be funded from the modest membership fees
alone. Rather, as a matter of principle, ISSBD looks
to team up with scientists and institutions in the
region that bring their own resources (thereby
often multiplying the basic funds ISSBD could
provide). In addition, the society has been success-
ful in securing grants from leading private founda-
tions, such as the Jacobs Foundation (Zurich), the
W. T. Grant Foundation, the MacArthur Founda-
tion, and the Soros Foundation (New York). The

main aim supported has been the exchange be-
tween young scientists from all parts of the world,
and in particular their getting into contact with
major research centers and activities in Western
Europe and North America. In many case such ex-
changes have resulted in collaborative research ef-
forts, often with a cross-cultural emphasis on is-
sues of human development.

At the beginning of the new century, new tasks
for this unique learned society are imminent. In the
past a major focus was on providing a bridge be-
tween disparate and often politically separated
parts of the world (in many countries membership
in ISSBD was the only way to build up and main-
tain contacts with researchers in the Western
world). The new challenges now are twofold: One is
to be more efficacious in helping societies (through
members’ scientific activities and other efforts) to
apply insights on processes of human development
in a culturally appropriate way in order to alter or
improve developmental trajectories across the life
span. Prominent examples include interventions
related to cognitive aging, prevention of adolescent
psychosocial maladjustment, and improving career
development under conditions of rapid social
change.

The other new challenge concerns the fact that
the study of human development, always an inter-
disciplinary endeavor, needs to bring together
emerging and very successful disciplines and re-
search areas, such as behavioral and molecular ge-
netics, neuroendocrinology, research on structural
and functional properties of the brain, and others.
Note that the applications of developmental re-
search mentioned, and many more, have been
profiting tremendously by recent theoretical con-
cepts and technical breakthroughs (such as brain
mapping methods). For ISSBD all this implies the
need to enlarge and diversify its membership to
bring together the best minds for a new dialogue.

Rainer K. Silbereisen
See also: Developmental Transitions across the Life

Span
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International Youth Foundation (IYF)
The ecology of human development consists of
changing relations between people and societal in-
stitutions. Currently operating in more than sixty
countries, IYF is one of the world’s largest public
foundations working to improve the conditions
and prospects for young people where they live,
learn, work, and play. Established in 1990 to bring
worldwide resources to young people in need, IYF
works with hundreds of companies, foundations,
and civil society organizations to strengthen and
scale up existing programs that are making a pos-
itive and lasting difference in young lives.

IYF works with national and regional partner
organizations around the globe to make sure that
programs that are successful in supporting youth
are able to increase their effectiveness, sustainabil-
ity, and scale (i.e., ability to impact the greatest
number of youth). Over the past decade, IYF and
its in-country partners have helped more than 23
million young people gain access to the life skills,
education, job training, and opportunities critical
to their success (International Youth Foundation
Annual Report 2000).

The guiding vision of IYF includes efforts to
“create a world where every young person has at
least one responsible and loving adult who is irra-
tionally committed to his or her well-being; a safe
place for sleeping, playing, learning, working, and
being; a healthy start and a healthy lifestyle; the
chance to contribute to others; [and] the opportu-
nity to learn values and marketable skills for adult-
hood” (International Youth Foundation, Annual
Report 2000, 1). To better make this vision a real-
ity, the work of IYF is focused on “building a global
network of private and public partners committed
to children and youth; expanding the quality and
quantity of private investment in young people,
ages 5–25; increasing the impact of effective pro-
grams by supporting efforts that improve effec-
tiveness, scale, and sustainability; [and] making
the case for children and youth development and
program investment” (Annual Report 2000, 1).

Although IYF’s partners pursue common
strategies, their work is tailored to meet the spe-
cific needs of local youth within their countries/re-
gions. While some partners, such as the New Per-
spectives Foundation in Russia, focus on making
education more developmentally and culturally
relevant to young people, other partners, such as
the German Children and Youth Foundation, focus

on generating sustainable intergenerational rela-
tionships in which adults mentor youth and join
with them in collaborative community-building
activities. By providing youth with better access to
information technology, partners such as the
Foundation for Young Australians focus on im-
proving the educational and work skills of local
youth. Other partners, such as Fundación Para la
Infancia y la Juventud-Opportunitas in Venezuela,
are focused on increasing the employability of
youth, providing vocational and basic life skills
training to the youth within their reach (Annual
Report 2000).

Toward the end of the twentieth century, cor-
porations, both small and large, began to take
more seriously their responsibility of contributing
to and investing in the future of the world. By
working in partnership with IYF, corporations
such as Cisco Systems, Lucent Technologies, Mer-
rill Lynch and Co., Nike, Nokia, and Microsoft are
able to outsource their corporate responsibility
while supporting youth programs across the
world in ways that coincide with their business
values. As an example, in 1999, Lucent Technolo-
gies and IYF formed a global partnership based
on expanding educational opportunities for
youth. Within a year, the partnership had begun
expanding from working in ten countries to a pro-
posed fourteen additional countries by 2004. In
China, Lucent support is being directed by IYF’s
partner, the China Youth Development Founda-
tion, at improving the life skills and creativity of
local youth by introducing new and inspired
teaching methods and ideas for curriculum devel-
opment (Annual Report 2000).

In addition to a network of thirty-nine Partners
in forty-seven countries, IYF is connected to four
“quasi-independent partnerships and initiatives.”
In collaboration with these four entities, the IYF
network reportedly invests over $110 million U.S.
dollars a year. Quest International, one of these en-
tities, operated in over thirty countries upon its
merger in 2000 with IYF. Quest focuses most
specifically on supplying the significant adults in
the lives of youth with the resources needed to
“help them cultivate personal responsibility,
healthy decision-making, effective communica-
tions, multicultural understanding, and self-confi-
dence in young people” (Annual Report 2000, 13).
One of Quest’s most central contributions of re-
sources has been to develop a set of programs
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complete with lesson plans that, mediated through
caring adults, are aimed at motivating youth to live
up to and optimize their potentialities.

The Forum for Youth Investment, an IYF initia-
tive officially launched in 2001, is dedicated to in-
creasing the quality and quantity of youth invest-
ment and involvement in the United States by
promoting a big-picture approach to planning and
policy development. The forum is aimed at foster-
ing “strategic alliances among the range of organi-
zations that invest in youth, and to strengthen con-
nections between these organizations and those
that invest in young children, families, and com-
munities” (Annual Report 2000, 34). An example
of one of the significant contributions the forum
has made to the lives of youth is approaching in-
fluential venues and voices with a reframed per-
spective on the topic of America’s youth. These
venues include the White House Conference on
Teenagers and the U.S. Department of Education’s
Reinventing High Schools seminar.

The third of these partnerships is between IYF
and the Global Partnership for Youth Development
(GPYD), itself an initiative of the World Bank’s
Business Partners for Development program. The
GPYD works to “study, promote, and invest in good
examples of tri-sector partnerships in youth de-
velopment around the world” (Annual Report
2000, 21) in an attempt to identify the key ingredi-
ents that make partnerships between the public,
private, and nonprofit sectors work. IYF is the Sec-
retariat of the GPYD and thereby has the role of
identifying best practice programs in youth devel-
opment to ensure that the greatest number of
youth benefit. As an example, in the Philippines,
the GPYD works in collaboration with the Children
and Youth Foundation of the Philippines, the Ayala
Corporation, the Department of Social Welfare and
Development, and the World Bank on the Out-of-
School Children and Youth Initiative, aimed at
meeting the needs of Filipinos who are out of
school (Annual Report 2000).

The Global Alliance for Workers and Communi-
ties (GA), launched in 1999, is the fourth of these
partnered initiatives. The alliance is dedicated to
“improving the work experiences and life
prospects for workers involved in global produc-
tion, and committed to promoting collaboration
among private, civil society, and public sectors”
(Annual Report 2000, 24). Members of the alliance
include corporations such as Nike and Gap Inc.,

institutions such as the World Bank, and universi-
ties such as Penn State and St. John’s University.
The alliance works to identify the needs and aspi-
rations of workers and then designs and delivers
training programs and other resources to help
workers achieve their goals. In Vietnam, for exam-
ple, seven Nike factories took part in the GA as-
sessment of workers’ needs and hopes for their fu-
tures. GA and the Vietnam General Confederation
of Labor are currently working together on the
next phase of the project—a response to inter-
views and focus groups—developing programs
within the factories that meet the health care
needs of workers and answer their questions about
health care.

Finally, the IYF family of initiatives includes the
International Training and Consulting Institute
(ITCI). Launched in 2000, the ITCI is focused on
strengthening the ability of individuals and organ-
izations to meet the challenges of today’s world by
equipping them with the knowledge and skills
they need to reach their goals. ITCI holds work-
shops around the world, during which ITCI staff
work with clients such as GA and Quest on their
individual needs for building capacity. ITCI has
developed a self-assessment instrument for part-
ners of IYF to begin to reflect on their perform-
ance and to learn about how to apply evaluation
work to their own youth programs. ITCI training
workshops also help IYF partners begin to think
strategically about how their organization will
need to adjust when changes to their program do
occur.

As an example, ITCI worked with GA in Asia to
improve communication between factory workers
and managers. ITCI ran workshops in supervisory
and managerial skills training to 370 supervisors
and 90 managers from eight different factories in
Indonesia. Not only were the workshops geared to-
ward promoting better communication within the
factory staff, but the trainings were also intended
to help participants communicate more effectively
with other people, in other parts of their lives. In
this way, ITCI workshops are aimed at impacting
the larger ecology of those who participate (An-
nual Report 2000).

Additional IYF supports to its partners include
assistance in evaluation work and publications
and electronic discussion groups centered on ex-
changing ideas and experiences related to evalua-
tion and efforts to increase the effectiveness, sus-
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tainability, and scale of their individual programs.
IYF has developed a formal guideline called the
“Framework for Effective Programming,” which
provides examples of best practice within the IYF
family network. These guidelines offer concrete
characteristics of effective programming such as
“offering age and developmentally-appropriate ac-
tivities”and “involving the community in planning
and implementation” (Annual Report 2000, 29).

In terms of promoting improved and continual
learning, IYF focuses on “developing knowledge
and skills that are practical and sustainable” (An-
nual Report 2000, 29). As such, IYF and its part-
ners work most directly on the three themes of
youth employment, youth participation, and youth
and technology. In regard to youth employment,
IYF supports programs that both work on improv-
ing the employment and job skills of youth and
focus on the more general life skills that impact
success in employment and within one’s life. These
skills include learning to get along with others,
better communication, teamwork, and time man-
agement. In regard to youth participation, IYF sup-
ports its Partners in promoting the leadership
skills of youth as well as increasing the number of
youth involved in the development and implemen-
tation of youth-run projects. By instilling in youth
the skills and mindset to become involved in their
communities in effective ways, IYF and its part-
ners seek to create a mutually beneficial relation-
ship in which youth benefit by becoming engaged
members in society and society benefits from the
energy and fresh ideas that youth introduce and
make happen (Annual Report 2000).

In regard to technology, IYF is interested in how
new technologies impact youth employment. IYF’s
publication “What Works in Youth Employment:
The Impact of New Information Technologies”
(2001) offers examples of non-governmental or-
ganization (NGO) and corporate partnerships that
have successfully increased employment opportu-
nities for youth by training and placement in fields
related to technology. IYF partners and other
youth practitioners and policy analysts can use
this publication to gain information about best
practices in using technology with youth, as well as
the challenges and emerging trends in using tech-
nology to promote youth employment.

IYF and its network of partners will continue to
work together to ensure that in this new century
youth are able to confront and overcome the many

challenges they face with greater strength in re-
sources, preparedness, and wisdom.

Elizabeth Dowling

See also: Community Youth Development; Youth
Development
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Internet Romance
Versions of interactive computer software such as
e-mail and chat rooms were first created in the
early 1970s. For many years, however, this technol-
ogy was mostly used in university and military
settings and by techies; it was not until the mid-
1990s that the Internet became mainstream in
popular culture. Among other activities, the Inter-
net is commonly used to search for information,
shop, and pay bills. Meeting other people through
the Internet is also a common online activity, and
finding romance online, depicted in the 1998
movie You’ve Got Mail, is a popular online activity
among many users of the Internet.

Researchers still have a lot to learn about this
new form of dating and courtship, and opinions
are mixed, but early indications are that Internet
relationships can be important and meaningful for
the individuals involved in them. There are some
differences between face-to-face relationships and
online relationships however. For example, indi-
viduals in online relationships tend to share per-
sonal, sensitive, and intimate information about
themselves earlier in the relationship and at a
faster rate than they do in face-to-face relation-
ships. It is not yet known if this is a good or a bad
thing, and little is known about how these differ-
ences affect long-term relationship stability and
satisfaction. One thing that does seem certain is
that online romantic relationships are unlikely to
remain online forever; most online romances that
endure eventually result in a face-to-face meeting.

There are many advantages to Internet relation-
ships. For example, many people, especially if they
are shy, have low self-esteem, or are inexperienced,
have an easier time starting a conversation with a
stranger online than in person. This can at least
partially be explained by the fact that the estab-
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lishment of an online relationship is not hindered
by physical characteristics (e.g., attractiveness,
size, age, race), geographic location, or social class.
Overcoming these obstacles through online inter-
action with people one generally would not initiate
contact with in person provides exposure to ideas,
perspectives, and experiences that one would oth-
erwise not be exposed to. Another advantage of
online interaction is that the anonymity allows
flirting behavior to be practiced with little risk of
embarrassment. Finally, the physical distance of
online relationships also provides the advantage of
being able to end communication with a person
fairly easily and with presumably less guilt than in
face-to-face relationships.

Many of the advantages of online relationships
described above also introduce potential dangers.
It is very easy to be deceived online—a person can
literally assume a new identity. Males can say they
are females, 40-year-olds can say they are 15-year-
olds, and next-door neighbors can say they live in
a distant state or country. There is probably little
harm in this when done solely for entertainment,
but a deceitful online “friend” with ill intentions
can also create a false sense of security and poten-
tially inflict physical, financial, or emotional harm.

Safety tips recommended for those who meet
people online include not giving out any personal
information that would help a person find you
(e.g., name, address, telephone number, school,
employer), sharing all that you know about your
online friend with friends and family members,
and not agreeing to meet a person face-to-face.
However, if a face-to-face meeting is arranged, al-
ways take a friend or family member along for the
meeting, let others know where you are going, and
only agree to meet the person in a public location.

Jason D. Hans
Marilyn Coleman

See also: Internet Use
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Internet Use
The Internet has become a new ecological realm,
not of physical dimensions, but created by human
interaction. The information age has brought
human beings together, using technologies that
connect them more closely and more efficiently
than ever before. As with any ecology, conditions
exist within the Internet that promote positive as
well as negative outcomes. Nevertheless, the free-
dom of the Internet holds great potential, provided
its expansion does not leave people behind.

The early development of what is now known
as the Internet began over thirty years ago. The
U.S. government established the Advanced Re-
search Projects Agency (ARPA) to fund and over-
see the technological research initiatives of scien-
tists within universities and industry. The United
States was determined to take the lead in military
science over its global rival, the then Soviet Union,
and poured a great deal of resources into the de-
velopment of technological infrastructure that
would assist in winning the military race. Scien-
tists associated with ARPA realized the potential
that could be tapped into if computer and commu-
nication technologies could be combined to allow
individual computers to share information and
workloads with other computers around the coun-
try. What developed over the course of roughly ten
years was a network of computers that transferred,
received, and shared data across vast distances
with very little delay. As the early network of com-
puters expanded and developed, it began to be
used for civilian purposes, and the Internet as we
know it today was born.

The accessibility of personal computers has
been a key element in the growth and popularity of
the Internet. Computers are no longer the hulking,
expensive, and laborious machines that they were
in the late 1960s and 1970s. Ironically, as comput-
ers got better, they got cheaper, and so more people
could afford to own one. Although computers had
been part of the workplace for twenty years prior
to the personal computer boom of the mid-1990s,
they were generally designed to carry out a narrow
array of duties, including data management and
word processing. At that time, most workers
thought of their computers as advanced typewrit-
ers and turned to the phone for communication
and the newspaper for reading up on current
events. The mid-1990s saw the personal com-
puter’s coming of age, as technology allowed indi-
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viduals to easily establish Internet service connec-
tions using phone modems and to explore the rap-
idly widening expanses of the Internet. Over the
course of roughly five years the services and tech-
nological infrastructure supporting the Internet
allowed for lightning fast Internet connections and
infinite possibilities for Internet use.

The attraction of the Internet is its diversity
and depth of potential. There are currently more
than 500 million human beings online, all with
their own personalities, cultures, beliefs, perspec-
tives, and motivations. Unlike typical communi-
ties, the Internet is boundless and governed only
by the limitations of its supporting technology.
Further, because the Internet has no central gov-
ernment, party, religion, or social laws, any indi-
vidual with a computer and phone line has the
ability to express an opinion, share an idea, advo-
cate a cause, or sell a product to hundreds of mil-
lions of other individuals, who all can do the same.
Newsgroups, Web sites, e-mail, chat rooms, instant
messaging, and posting boards all provide ways
for individuals, associations, and businesses to in-
teract. The human interactions that occur within

the Internet community are guided by a common
culture of sharing that incorporates countless sub-
cultures, each with its own rules of the road. The
ideas, information, and perspectives exchanged on
the Internet range from cooking recipes to rocket
engine designs.

American Internet users may represent the
leading edge of how the Internet is becoming a su-
perhighway of communication. On a typical day in
America, approximately 55 million Americans log
onto the Internet and send more than 285 million
e-mails. Certainly hundreds of millions of mes-
sages being exchanged between people represents
a great deal of communication. However, the in-
creasing use of e-mail may actually be changing
the way people communicate at the most basic lev-
els. The good news is that Internet users have been
shown to be more interested and actively involved
within their social networks than nonusers. For
example, results from an ongoing survey being
conducted by the Pew Internet and American Life
Project (PIALP), show that 59 percent of Internet
users who e-mail family members say that they
communicate more often with family members via
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e-mail than they did without e-mail. In addition,
60 percent of Internet users who e-mail friends re-
port they communicate more often with friends
via e-mail than they did without e-mail. On the
other hand, at the same time that e-mail has
opened lines of communication, to some extent it
has become a substitute for actual conversation.
For example, the PIALP survey revealed that even
though the majority of Internet users say that e-
mail use has improved their connections to family
and friends, most of those who e-mail family and
friends say they like e-mail because they can stay
in touch without investing too much time actually
talking. Interestingly, the PIALP survey also
showed that more than 30 percent of Internet users
who e-mail family and friends say that it is easier
to speak frankly or to communicate unpleasant
things via e-mail than in actual conversation.

Although the Internet ecology is fed by electric-
ity and structured by wires and hard drives, infor-
mation is the lifeblood and product. Just as the
printing press and telephone revolutionized
human communication, the Internet is a new
genre of global information exchange, with depth
and diversity as its strength. The Internet has al-
lowed the exchange of information to shift from
centralized and restricted forums, such as schools,
television news, or magazines, to dispersed and
open forums where all persons can create, share,
and learn. Being informed no longer depends on
physical access to a library across town or a con-
ference halfway around the world. The Internet not
only provides information, it provides a wide
range of sources that cross regional, cultural, and
social borders. Someone seeking information
about current treatments for breast cancer need
not rely exclusively on the opinion of one or two
local doctors in a city but can now gather informa-
tion from potentially hundreds of doctors, pa-
tients, and survivors around the globe, each with
experiences and perspectives that may be useful.
Indeed, the Pew Internet and American Life Pro-
ject reported in 2001 that more than 50 million
Americans look for health information on the In-
ternet. The report showed that up to 47 percent of
those who looked for information on the Internet
relating to their own conditions said the informa-
tion they found influenced their decisions about
their own health care. The respondents said that
Internet information helped them to decide be-
tween various treatment approaches, informed

them of important issues and questions to raise
with clinicians, and assisted them in determining
whether a visit to a doctor was warranted.

The phrase “information is power” may sum up
what the Internet holds for those who have access
to it. Nowhere is the power of the Internet more ap-
parent than within regional and global commerce.
For consumers, access to information allows for
deliberate decisions regarding the cost, quality,
and variability of products and services. It also al-
lows consumers to comparison shop, which com-
pels businesses to compete with one another and
drives down prices. The growing attraction of In-
ternet shopping seems to be a lucrative trend. For
example, Forester Research, Inc., has reported that
worldwide consumer spending on the Internet in
1998 accounted for an estimated $8 billion, com-
pared to a projected $76 billion by the end of 2002
and $108 billion by the end of 2003. For busi-
nesses, the Internet allows greater access to cus-
tomers and opportunities for niche marketing
around the world. The Internet also facilitates the
business-to-business exchange of resources and
services, allowing businesses across the whole
global commerce spectrum to cut costs and maxi-
mize profits. Numerous projections suggests that
worldwide business-to-business commerce using
the Internet will grow to more than $820 billion by
the end of 2002 and is expected to exceed $2 tril-
lion by 2004. Thus, the Internet empowers both
consumers and businesses by making information
a global commodity that is available to all.

The traditional experts of our societies, those
with advanced training or degrees, are no longer
the sole distributors of knowledge. The Internet al-
lows anyone with an opinion or experience to
share her expertise with the world, regardless of
status or position. Of course, the freedom and ease
with which information can be shared presents a
complicated challenge to those who seek informa-
tion. Internet users have to continually make judg-
ments as to the motives of people who share
knowledge and whether or not their information is
accurate or useful. As an open and free virtual
community, the Internet is populated with all
types of people, each with an agenda to promote,
some with positive motives, some with negative. In
essence, the openness of the Internet is both its
value and its danger, because it acts as an interac-
tive portal for everyone regardless of intent.

While at no time in human history has the in-
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dividual had as much leverage, freedom, voice as
within the Internet community, less than 10 per-
cent of the world’s population has access to the In-
ternet. The rapid technological growth of industri-
alized countries exists in contrast to a majority of
underdeveloped and poor countries that struggle
to provide the most basic of human needs. Ironi-
cally, there are about 94 million Americans (18
years and older) without access to the Internet.
The inequities of access to the Internet extend, like
other social challenges, to gender, racial, educa-
tional, financial, and age dividing lines. For in-
stance, reports suggest that although women rep-
resent the majority of the American population,
less than half have access to the Internet compared
to more than half of American males. Only 36 per-
cent of African Americans and 44 percent of His-
panics have access to the Internet, compared to 50
percent of Caucasian Americans. Just 34 percent of
Americans who graduated from high school but
did not go to college and 17 percent of those with-
out high school education have access to the Inter-
net. Of all Americans with incomes less than
$30,000, 31 percent have access to the Internet
compared to over 78 percent for Americans earn-
ing over $75,000. Finally, only 13 percent of those
over 65 have Internet access, compared to 65 per-
cent of those under age 30.

Despite the amazing changes that have oc-
curred within the Internet’s virtual community,
hundreds of billions of people in groups, commu-
nities, and regions around the globe remain virtu-
ally locked out of the Internet. They may not have
the social freedoms or resources available to others
or may have priorities directed toward maintain-
ing their basic lives in the face of poverty, hunger,
or violence. In essence, the Internet has yet to
prove its capacity to make real change in the lives
of people disconnected from it. Perhaps the next
stage in the Internet’s development will be to posi-
tively influence the lives of those both inside and
outside of its virtual reality. If not, the Internet
may simply remain a useful luxury to some and a
useless rumor to most.

George T. Ladd

See also: Aging and Technology; Information
Technology Impacts on Children, Youth, and
Families; Intergenerational Programs in
Communities; Internet Romance; Leisure Activities
among Young People; Teaching Older Adults to Use
New Technologies
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Investigative Interviews with Children
Investigative interviews with children are conver-
sations to obtain information that will support de-
cision making in law enforcement or child protec-
tion. Guidelines for conducting investigative
interviews evolved after numerous studies docu-
mented that the content of children’s reports are
not pure reflections of their experiences. Rather,
children’s autobiographical narratives develop dur-
ing interactions with adults, interactions that are
influenced by family dynamics as well as broader
cultural and historical circumstances. Studies de-
signed to document how information is transmit-
ted from adults to children have shown that some
questioning strategies lead children to answer in-
accurately, change their answers, and report infor-
mation that conforms to adults’ suspicions about
what happened. To protect the reliability of eyewit-
ness testimony, interviewing guidelines therefore
state that interviewers should conduct conversa-
tions that are developmentally sensitive and legally
defensible. No single protocol for conducting inves-
tigative interviews is universally accepted.
Nonetheless, there is widespread consensus that
interviews should have two primary characteris-
tics: The interviewer should take a hypothesis-test-
ing approach, and information resulting from the
interview should be provided by the child rather
than the adult (Poole and Lamb 1998).

Background Issues
The movement to specify procedures for conduct-
ing investigative interviews with children began in
the 1980s, when an increase in sexual abuse alle-
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gations challenged social workers, police officers,
and other professionals who interviewed children
about possible abuse. A series of highly publicized
day-care cases raised concern that some strategies
used to encourage abuse disclosures might have
led children to report events that never occurred.
In the McMartin Preschool case, for example,
seven teachers were accused of ritually abusing
several hundred children over a ten-year period in
a Los Angeles suburb. Beginning with an investi-
gation in 1983, this case ended without a convic-
tion in the early 1990s after one of the longest and
most expensive trials in California history (Garven
et al. 1997).

As other day-care cases emerged during the
1980s and 1990s, researchers conducted hundreds
of studies to test whether children who had not ex-
perienced particular events could be led to say that
they had. These studies documented that some
children are led to make false reports by a variety
of interviewing strategies, including repeating
questions, asking leading questions, providing in-
formation that creates negative stereotypes of par-
ticular individuals, and reinforcing children for
particular types of answers. Three basic findings
emerged from this research on children’s sug-
gestibility. First, even very young children can re-
port events accurately when they are questioned in
a nonsuggestive manner. Second, young children
are generally more suggestible than are older chil-
dren or adults. Finally, although children who have
not been exposed to suggestive influences are
often highly accurate in the face of a few suggestive
questions, the proportion of children who report
events that never occurred increases as the num-
ber and density of suggestive techniques increases
(Ceci and Bruck 1995).

Summarizing observations from day-care cases
and controlled research, Maggie Bruck and
Stephen Ceci (2002) argued that interviewer bias
is a defining feature of suggestive interviews. Bi-
ased interviewers hold prior beliefs about what oc-
curred and behave in ways that maximize disclo-
sures that are consistent with those beliefs. They
ask questions that might confirm their beliefs but
avoid questions that might prove their beliefs to be
wrong. Biased interviewers mold the content of in-
terviews by failing to challenge children’s reports
when those reports are consistent with their hy-
potheses, even when children describe bizarre de-
tails. In contrast, these interviewers repeat ques-

tions and challenge children when they are not sat-
isfied with initial answers. Interviews with these
characteristics are called confirmatory interviews,
and such interviews do not accomplish the fact-
finding function of investigative interviews.

The accuracy of children’s testimony can be
compromised even when interviewers are not bla-
tantly suggestive. This distortion occurs when
children’s developmental needs conflict with the
techniques interviewers use to elicit information.
Regarding language development, for example,
words and sentence structures that seem easy to
adults often confuse young children, and analyses
of conversations have found frequent mismatches
between the children’s knowledge and the content
of the adult’s questions (Walker 1999). Even ado-
lescents are sometimes confused when adults
overestimate their ability to understand lengthy
questions and technical vocabulary.

Children’s developmental needs cannot be ad-
dressed merely by using simple language, however.
For example, cluttered environments often distract
young children, which can reduce the amount of
information they provide in response to nonsug-
gestive questions. Preschoolers may fail to use
props to reproduce experiences accurately, which
can lead to errors when interviewers ask them to
draw or act out events with dolls. Thus research on
children’s suggestibility provided the impetus for
developing investigative interviewing guidelines,
but guidelines seek to improve the accuracy of
children’s responses by incorporating findings
from research on multiple fronts, including devel-
opmental trends in language, attention, and con-
ceptual development. Moreover, interviewing pro-
tocols encourage interviewers to be sensitive to
cultural issues and the special needs of children
with disabilities (Poole and Lamb 1998).

The Structure of Investigative Interviews
Most interviewing protocols break the interview
down into a series of stages. Authors use various
adjectives to describe this approach, including
stepwise, structured, funnel, and phased. Many
agencies and task forces have developed their
guidelines by adopting common features from the
following influential protocols. The Cognitive In-
terview was originally formulated in the United
States as a technique for interviewing adult eyewit-
nesses, but modifications were later incorporated
for interviewing children (Fisher and Geiselman
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1992). The Structured Interview, developed by a
group of psychologists in Germany and the United
Kingdom, was designed to test which components
of the Cognitive Interview contributed to its supe-
riority over standard police interviews (Memon et
al. 1997). The Step-Wise Interview from Canada
was designed specifically for child sexual abuse in-
vestigations (Yuille et al. 1993). The Memorandum
of Good Practice was assembled by a team of pro-
fessionals in England and Wales in response to leg-
islation that allowed videotapes of initial inves-
tigative interviews to be admitted as evidence in
criminal proceedings (Home Office 1992). The
U.S. National Institute of Child Health and Human
Development interview protocol evolved into a
highly structured protocol after field tests revealed
that investigative interviewers often fail to follow
general guidelines (Sternberg et al. 2002).

The description that follows attempts to pull to-
gether the most widely agreed on characteristics of
an effective investigative interview, one that will
produce reliable information. It is important to re-
member, however, the goal of an investigative in-
terview is not merely to encourage children to de-
scribe events. Rather, the goal is to ask questions
that will test alternative hypotheses about the
source of event allegations or the details of wit-
nessed events. This goal is best accomplished
when interviewers have time to prepare for the
conversation, and therefore interview preparation
is sometimes considered an initial interviewing
phase. During this phase, interviewers use existing
information about the target events and the chil-
dren’s life circumstances, including details about
family structure and relevant community issues,
to plan questions that might reveal misunder-
standings. They also plan the wording of individ-
ual questions to insure that conversations will be
appropriate for children’s developmental levels,
and they try to arrange quiet and uncluttered set-
tings for interviews. Careful interview preparation
helps interviewers avoid suggestive techniques,
thereby increasing the chance that children will
volunteer the majority of the information rather
than merely confirm information first mentioned
by the interviewer.

Interviewers progress through several phases
during the interview, with the number and order
of phases determined by local requirements, the
features of individual cases, and interviewers’ pref-
erences (Poole and Lamb 1998). Interviewers typ-

ically begin by introducing themselves and ex-
plaining their jobs in a nonthreatening way. They
then build rapport by discussing neutral topics,
which puts children at ease and provides an op-
portunity for interviewers to become familiar with
children’s speaking habits. By reinforcing children
for providing information during rapport build-
ing, interviewers convey the idea that the children
are expected to do most of the talking. Either be-
fore or after rapport building, interviewers deliver
age-appropriate ground rules instructions. These
ground rules could include instructions that chil-
dren should not guess or make anything up, and
that they can correct the interviewer and ask ques-
tions during the interview. In addition, some inter-
views include a truth-lie phase. During this phase,
interviewers ask concrete questions to determine
whether children know what “the truth” means
(e.g., “If I said that my shoes were red, would that
be the truth or a lie?”), followed by prompts to en-
courage children to affirm that they intend to tell
the truth. These phases are the presubstantive part
of interviews; they occur before interviewers dis-
cuss target allegations or events.

Children of different ages and cultural back-
grounds have different assumptions about what is
appropriate behavior during conversations with un-
familiar adults. For example, school-aged children
may believe they should answer every question
asked, because question-answer rituals are an im-
portant part of classroom conversations. Children
from some ethnic backgrounds believe it is rude to
speak freely to authority figures. Therefore, the pre-
substantive portion of the interview provides an op-
portunity for interviewers to convey their expecta-
tions for the conversation that will follow.

Interviewers begin the substantive part of in-
terviews by signaling a topic change (e.g., “Now
that I know a little more about you, we are going to
talk about something else”). They then try to in-
troduce the topic in the least suggestive way possi-
ble. For example, interviewers might start by ask-
ing children if they know the reason the
interviewer is talking to them before moving to
more focused prompts. Throughout the topic in-
troduction phase, interviewers try not to single out
a specific suspect or mention specific allegations.
Once children acknowledge the topic, interviewers
initiate the free narrative phase by asking them to
describe the events (e.g.,“Tell me about that”). Be-
cause responses to open-ended questions or invi-
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tations to talk (e.g., “Tell me more”) are generally
more accurate than responses to more focused
prompts (e.g., “What color was his car?” “Did this
happen in the bedroom or in the family room?”),
interviewers try to prolong the free narrative phase
with nonsuggestive prompts such as, “What hap-
pened next?”

The questioning and clarification phase follows
the free narrative. During this phase, interviewers
ask questions that might clarify ambiguous de-
tails, elicit information that is required for legal
purposes, and test alternative hypotheses about
the sources of information (e.g.,“You said that Jess
hit Sally. Did you see Jess hit Sally or did someone
say that he hit Sally?”). Although interviewers
often need to use forced-choice questions during
this phase (e.g., “Did Jess hit Sally one time or
more than one time?”), they try to revert to open-
ended questions whenever possible (e.g., “Tell me
about the first time you saw Jess hit Sally”). Finally,
interviewers initiate the closure phase by asking
children if they have anything else to say or if they
have any questions. Interviewers often talk about
neutral topics at the end of the interview to put
children at ease.

Unresolved Issues
Despite widespread consensus about the goals and
overall structure of investigative interviews, there
are many debated issues and unresolved ques-
tions. Researchers differ in their assessments of
whether repeated interviewing is a major threat to
the reliability of children’s reports, whether
anatomical dolls and drawings are useful or
should be avoided, and how much effort should be
made to encourage disclosures from children who
fail to report suspected abuse. There is lack of
agreement among policy makers about the bene-
fits of mandatory protocols and whether inter-
views should be electronically recorded. Finally,
because it has proved difficult to train investigative
interviewers to adhere to interviewing guidelines,
a major challenge for the future is to develop and
test new training and supervision procedures.

Debra A. Poole

See also: Ceci, Stephen J.; Child Abuse; Juvenile Justice
System; Memory; Real World Memory
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Juvenile Diabetes
Juvenile diabetes, or insulin dependent diabetes
mellitus (IDDM), is the most common metabolic
disease of adolescence. The National Health Inter-
view Survey on a representative sample of the
American population revealed a prevalence of 150
cases in 100,000 children and adolescents between
the ages of 10 and 17 in 1995.

Diabetes is characterized by a gradual begin-
ning and a progressive, possibly life-shortening
course, which however poses no severe impair-
ments for the affected adolescent. After a more la-
bile initial phase, most patients of diabetes show a
relatively stable course. The manifestation of juve-
nile diabetes ensues more rapidly, unlike the adult
form of diabetes, and may occur within several
weeks. The typical course displays a series of dis-
tinct phases. With appropriate therapy, an initial
remission is achieved, and the need for insulin de-
creases. A second phase of relative metabolic sta-
bility follows, which turns into a phase of full dia-
betes after the exhaustion of the body’s own
production of insulin. The need for insulin in-
creases again during puberty (the labile pubertal
phase), and adjustment becomes difficult. As pu-
berty draws to a close, a condition of relative meta-
bolic stability gradually emerges, with a constant
but high need for insulin (postpubertal stabiliza-
tion phase).

Complications of diabetes are the diabetic
coma, a direct consequence of an insulin deficit;
delays in growth due to the chronic lack of insulin;
and finally long-term damage, which chiefly af-
fects the eyes and kidneys (such as retinopathy

and nephropathy). The development of this long-
term damage is more closely associated with the
level of metabolic control than with illness dura-
tion. The frequency and severity of vascular
changes are disproportionately smaller in well-ad-
justed patients than in patients with poor or fluc-
tuating metabolic control. Medical adaptation can
be clearly ascertained through metabolic control,
and the quality of metabolic control is directly re-
lated to short- and long-term complications.

The therapeutic demands on patients and their
parents are complex, involving the injection of in-
sulin, monitoring glucose levels in the blood and
urine, and attending to dietary regulations on a
daily basis. Treatment focuses on the necessary in-
sulin substitutions, associated diet, and physical
exercise. These three factors must be sensibly
combined and supported by metabolic control.
Obviously, diabetes therapy can only be successful
if both the adolescent and his parents understand
the treatment. Accordingly, at the same time that
adolescents must be intensively and adequately
treated medically, the quality of the doctor-patient
relationship will decisively influence their motiva-
tion to follow the doctors’ advice. The relationship
between doctor and patient is thus recognized as
essential for patient compliance with the pre-
scribed regime and general willingness to deal
with the illness.

Sensible medical treatment should not focus
exclusively on sugar levels; it must take the pa-
tient’s entire psychosocial situation into consider-
ation. In general, theoretical knowledge and skills
in practical self-control increase with the level of
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cognitive development. From the age of about 9 on-
wards, most children with diabetes are able to in-
ject the necessary insulin by themselves; they are
able to take reliable urine tests at about 12 years.
Adequate cognitive insight represents a necessary
but not sufficient condition for successful coping
and especially, compliance. Very little attention has
been paid to developmental factors that can impair
the understanding of the diagnosis or occurrence
of the illness. This is generally seen among adoles-
cents whose willingness to accept medical advice is
often low, particularly those with diabetes, but also
in those with other chronic illnesses.

Good metabolic control continually demands
much of the adolescent; problematic metabolism
that persists despite precise obedience to doctor’s
orders may make all the initiatives look pointless.
Compliance is further diminished by the low per-
ceived severity of the illness, the low perceived
benefit of preventative or curative behaviors, and
the considerable barriers that stand in the way of
health-related activities such as insulin injections
and maintaining an appropriate diet. These barri-

ers are particularly large when medical procedures
hamper age-typical behaviors with the peer group,
especially in adolescence, when the peer group’s
eating and drinking patterns, mobility, and risk-
taking behavior present significant temptations
for the ill adolescent. Diabetic adolescents fre-
quently withdraw socially from healthy peers and
perceive themselves as less attractive in the eyes of
healthy romantic partners. They have to resolve
the dilemma created by the conflict between adap-
tation to the illness and overall developmental pro-
gression, sometimes at the costs of deterioration of
metabolic control. Some studies have revealed that
diabetic adolescents share the same developmen-
tal goals and that their progression in diverse tasks
across adolescence is impressive, particularly with
respect to developing professional competence.
There are, however, also indications of a delay in
tasks relating to close relationships, suggesting
that diabetic adolescents show lower levels of inti-
macy and reciprocity in relationships with close
friends and romantic partners, and take up ro-
mantic relationships later.

Diagnosis and management of the illness also
present major long-term stressors for the parents.
While some families have the capacity to adjust to
the illness by exploring new behaviors, other fam-
ilies are incapable of devising new strategies. They
continue along familiar paths and apply earlier
methods to try to meet the adolescent’s needs in
the new situation. One parent might devote herself
to the ill adolescent totally, thereby withdrawing
from the other members of the family, a behavior
seen most commonly in mothers of diabetic ado-
lescents. In this respect, it is important to clarify
the father’s role in the family’s coping, and whether
the relationship between the ill adolescent and her
siblings is affected. Open and concealed conflicts
could arise in the family, and these may under-
mine treatment and impair the adolescent’s ad-
justment. A fundamental question is how the
chronicity of the stressors contributes to dysfunc-
tional behaviors in the family. It might be possible
to cope well with the stress of an illness in itself,
but its chronicity can lead to rigidity or a break-
down of coping, even in a family that initially
functions well. This kind of response is evidenced
in the highly structured family climate in most
families of adolescents with diabetes, which is in-
dependent of illness duration, gender, age, and
level of metabolic control. This tendency to a rigid
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family structure suggests a developmentally inhib-
itive effect on all afflicted adolescents.

Inge Seiffge-Krenke

See also: Treatment Adherence
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Juvenile Justice System
Beginning in the late 1800s, state legislatures in the
United States embarked on creating a new and sep-
arate system of courts, laws, agencies, and pro-
grams designed specifically for children and youth.
The growing understanding that children should
not be held to the same legal standard as adults be-
cause of their developmental immaturity, along
with the growing public sentiment that punishing
children in the same way as adults was immoral,
led to the creation of this new juvenile justice sys-
tem (Champion 1992). The primary goals of the ju-
venile justice system were, and to some extent still
are, treatment and rehabilitation and the preven-
tion of further involvement in the adult criminal
system. Not only does this system often have a
powerful role in shaping the developmental con-
texts of the children and youth within its care, the
system is continually shaped by the political, so-
cial, and historical contexts within which it exists.

Overview of the Juvenile Justice System
Currently, in most states, juvenile courts have ju-
risdiction over three types of cases: status offenses
(e.g., running away and truancy), dependency
cases (e.g., child abuse and neglect), and delin-
quency cases. We will focus on the delinquency
component of the juvenile justice system. The ju-
venile justice system is large and multifaceted, and
its processes and components differ from state to
state. Generally, however, there are four phases
within the system: prevention, arrest, adjudication,
and juvenile corrections. The first phase involves
prevention services and programs that are broad-
based and serve the largest group of youth. Pre-

vention programs include family-strengthening
strategies and support of community institutions.

The next phase of the system addresses youth
who commit delinquent offenses and are arrested.
At this point, some youth will be released or di-
verted if the crime is not a serious one and law en-
forcement officers believe a youth will not be a risk
to himself or to the public. However, other youth
will proceed further in the system and be sched-
uled for formal processing in juvenile or family
court, and perhaps held in detention. A few who
have committed the most serious offenses may be
waived to adult criminal court.

Youth who are formally processed in the juve-
nile justice system will then be adjudicated. Some
of these cases will be dismissed, and the youth in-
volved will be released from further involvement
with the court. In other cases, the youth involved
will be adjudicated as delinquent and will proceed
to juvenile corrections programs or other disposi-
tions. Very few youth reach this phase. The system
narrows the number of youth at every successive
phase, resulting in fewer youth reaching the most
restrictive corrections programs at the end of the
system.

Juvenile corrections programs work with a
small number of youth, and they usually have the
most intensive involvement with these youth. Cor-
rections programs include probation, nonresiden-
tial programs and services, and residential pro-
grams such as group homes, ranches or camps,
and institutions. New forms of corrections pro-
grams such as boot camps and day treatment pro-
grams have recently been developed. Often addi-
tional aftercare programs or parole may be used to
supervise and assist youth with reintegration into
the community following a residential placement.

Current Trends in the Juvenile Justice System
During the past four decades three major develop-
ments have altered the focus of the juvenile justice
system: (1) U.S. Supreme court rulings protecting
the rights of juveniles during court proceedings;
(2) the passage of the Juvenile Justice and Delin-
quency Prevention Act; and (3) the recent shift in
public and social policy from treatment and reha-
bilitation toward deterrence and punishment
(Schwartz 1992). These changes have contributed
to altering the original vision of the court and cre-
ating a system with two competing goals and ori-
entations. The original goals of social service, ad-
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vocacy, and treatment are being subsumed by a
new focus on consequences and punishment
(Krisberg and Austin 1993).

Four landmark Supreme Court decisions re-
formed the legal framework that determines the
quality of justice for delinquent youth. Kent v.
United States (1966) established a juvenile’s right
to a hearing before transfer to a criminal court and
right to counsel during a police interrogation. In re
Gault (1967) gave juveniles the right to an attor-
ney, the right to confront and cross-examine wit-
nesses, the right against self-incrimination, and
the right to notice of charges. In re Winship estab-
lished a juvenile’s right to the criminal court stan-
dard that guilt must be proved beyond a reason-
able doubt. Juveniles have also been given
protection against double jeopardy (Breed v. Jones,
1975), establishing that double jeopardy exists if a
juvenile is adjudged delinquent in juvenile court
and then tried for the same offense in adult crimi-
nal court. Taken together, these rights given by the
U.S. Supreme Court guarantee juveniles a mini-
mum of due process during adjudicatory proceed-
ings (Krisberg and Austin 1993).

Although juveniles today have more legal
rights that they did thirty years ago as a result of
the Supreme Court rulings described above, they
are still not vested with the same rights as adults
in criminal court (Schwartz 1992). For example,
the right to a trial by jury is not constitutionally
required, although in some states it is granted by
statute (McKeiver v. Pennsylvania, 1971). Addi-
tionally, though the right to counsel is constitu-
tionally granted (In re Gault, 1967), it may be
waived. Instead of assigning counsel, many states
permit youth to choose whether to have the serv-
ices of counsel. There is considerable debate
whether youth have the cognitive or emotional ca-
pacity to fully understand the consequences of
their decision when they waive their right to
counsel.

The Juvenile Justice and Delinquency Preven-
tion Act of 1974, together with its 1980 and 1996
amendments, profoundly altered juvenile laws and
practices (Snyder and Sickmund 1999). This act
requires that states receiving federal funding fol-
low four mandates. The first mandate calls for the
“deinsitutionalization of status offenders,” stating
that status offenders should not be institutional-
ized as though they had committed crimes. The
second mandate requires “sight and sound separa-

tion” of juveniles and adult prisoners and requires
that juvenile offenders not come into contact with
adult prisoners. The third mandate, “jail and lock
up removal,” requires that all juvenile offenders be
removed from adult criminal facilities. Finally, the
fourth mandate, concerning “disproportionate
confinement of minority youth,” requires that
states make efforts to reduce the disproportionate
representation of minority youth in juvenile facili-
ties. Although these reforms have been considered
major advances in the fight for juvenile rights, girls
and children of color in general have not experi-
enced the intended benefits.

Issues of race, gender, and social class pro-
foundly affect the quality of juvenile justice. Al-
though legal factors such as severity of offense and
prior record heavily influence the court’s decision-
making process, it is equally clear that race and
gender also play significant and pervasive roles in
these deliberations. For example, statistics demon-
strate that minority youth are confined to public
correctional facilities disproportionately to their
representation in the general population. Addi-
tionally, with respect to gender, girls continue to be
arrested and incarcerated for offenses (generally
status offenses and prostitution crimes) that
would not trigger a similar response for males
(Schwartz 1992).

Although many reforms have attempted to in-
crease the rights of juveniles, public concern over
lenient consequences for dangerous juveniles has
resulted in more vigorous prosecution of violent
youthful offenders. For example, beginning in
1976, over half the states made it easier to transfer
youth to adult courts (Champion 1992). This new
emphasis, reflecting societal concerns, is in con-
flict with the original rehabilitative mission of the
courts. The juvenile courts are currently struggling
to balance the two competing demands, thus cre-
ating courts that are essentially in an identity cri-
sis, pulled in different directions between rehabili-
tation and punishment.

Jennifer A. Murphy
Jodi E. Morris
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Kittrell, Flemmie P.
Flemmie Kittrell, a citizen of the world, was a
leader in higher education in home economics. She
was the first African American woman to receive a
Ph.D. in nutrition in the United States. Born De-
cember 25, 1904, in Henderson, North Carolina,
she was the seventh of nine children and the
daughter of sharecroppers. Kittrell entered Hamp-
ton Institute (now Hampton University) in 1924,
earning a bachelor of science degree in home eco-
nomics in 1928. Immediately afterwards, she as-
sumed a position as both a teacher of home eco-
nomics and dean of students at Bennett College in
Greensboro, North Carolina. At the time, Bennett
was a private African American women’s college.

With the encouragement of her professors at
the Hampton Institute, Kittrell pursued graduate
study in home economics. In 1930, with a leave
from Bennett, she attended Cornell University in
Ithaca, New York, where, with a fellowship, she
completed a M.S. degree in rural education with a
minor in foods and nutrition.

Accepted in 1933 as a Cornell Ph.D. student,
Kittrell was granted another leave from Bennett
College. She completed her dissertation, entitled A
Study of Negro Feeding Practices in a Selected Com-
munity of North Carolina, in 1936 and was
awarded a Ph.D. in nutrition, with minors in child
development and rural education.

In 1940, she became dean of women at the
Hampton Institute. Four years later, she joined the
faculty of Howard University, where she remained
for almost thirty years as head of the Department
of Home Economics. During her successful tenure

at Howard, Kittrell laid the groundwork for the first
doctoral program in nutrition at an African Amer-
ican university. Her academic writings express a
deep affection for families and their children. She
believed that social welfare initiatives, such as
Head Start and nutritional programs, were invalu-
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able to fighting poverty. She maintained that
equally essential to a child’s well-being is a loving
and secure family, with the scientific study of fam-
ily and child development a necessity.

Her scholarly endeavors reached well beyond
the borders of the United States. In addition to
developing international student recruitment
efforts at Howard’s Department of Home Eco-
nomics and hosting international seminars on
nutrition and child development, she traveled ex-
tensively as a lecturer, consultant, and researcher.
In 1947, Kittrell was invited by the U.S. Depart-
ment of State to head a survey of nutritional prac-
tices in Liberia. The survey shed light on “hidden
hunger,” a condition where adequate food quan-
tity, but low nutritive quality, can lead to malnu-
trition. Importantly, her work in Liberia explored
ways to adequately feed people with indigenous
foods.

In 1950–1951, and again from 1953 to 1955,
Kittrell traveled on a Fulbright award to India,
where she founded a research program in food and
nutrition at the College of Home Science at Baroda
University.

Kittrell visited Ghana in 1958, giving a series of
lectures to social welfare officials around the coun-
try about home economics in the African Ameri-
can population and in the general American pop-
ulation. During her stay she met with Ghana’s
prime minister and minister of education. Her rea-
soned and hopeful characterization of race rela-
tions in the United States impressed her audiences
in Accra, Koforidua, and Cape Coast.

During her career, Flemmie Kittrell consulted
for the Congo Polytechnic Institute, the Methodist
Church in Northern and Southern Rhodesia and
Mozambique, Project Head Start, the American Di-
etetic Association, the American Academy of Arts
and Sciences, the World Population Society, and
the Home Economics Advisory Council at Cornell
University.

The University of North Carolina at Greensboro
awarded her an honorary Doctor of Human Let-
ters, citing her contributions to the improvement
of family life and individual well-being through
college teaching, student guidance, research in
human nutrition, and international assignments.
The American Association of Family and Con-
sumer Sciences has an international fellowship
named for Kittrell, and Cornell University’s College
of Human Ecology has a Flemmie Kittrell Fellow-

ship for graduate students, with preference given
to minority students.

Francille M. Firebaugh
Dina Bishara
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Kohlberg, Lawrence
Almost half a century ago, Lawrence Kohlberg
played a major role in revolutionizing psychology
because he sought justice—he sought to under-
stand justice as a universal value, as central to
human problem solving from childhood to adult-
hood, as critical to human thought historically and
socially, and as a necessary ideal for social change.
The major results are his now well-known six-
stage theory of moral reasoning development and
a democratic community approach to education,
called the just community. The creation and prac-
tice of several just community programs, the first
in a women’s prison and the second in a high
school, led to the development of the idea that in-
stitutions possess a moral atmosphere or moral
culture, which can be developed by the decisions of
its members, and consequently institutions can
become vehicles for social as well as individual
change. The strength and generativity of
Kohlberg’s work came from his articulation of the
interrelationships among theory, research, and
practice as a new paradigm, the cognitive-devel-
opmental paradigm. Recognizing these interrela-
tionships, Kohlberg necessarily was also an advo-
cate—for children, for schools that nurture
children’s development, and for social and public
policies that address injustices. Kohlberg’s body of
work and his life exemplify the human ecological
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approach to psychology; he can rightly be consid-
ered a pioneer in this field. This entry highlights
Kohlberg’s achievements and concludes with a
brief description of his stage theory of moral rea-
soning development.

Kohlberg was recognized as a major theoreti-
cian and research scientist soon after he com-
pleted his dissertation on the moral reasoning of
children at the University of Chicago in 1958. His
dissertation challenged existing views in child
psychology and proposed a model of child devel-
opment incorporating the work of Jean Piaget, the
Swiss psychologist, then newly introduced to
American scientists, the American psychologist-
philosophers George Herbert Mead and James
Mark Baldwin, the American pragmatist, John
Dewey, and the French sociologist Emile
Durkheim. In his original study, Kohlberg posed
moral dilemmas to boys ages 10 to 16. Some of the
dilemmas were taken from books of casuistry and
others from novels, especially from Victor Hugo’s
Les Misérables (now known in its Broadway rendi-
tion as Les Mis). It is the source of the famous
Heinz Dilemma (whether Heinz should steal a
drug developed by the local druggist to save his
wife from dying of a rare form of cancer). Al-
though Kohlberg analyzed the modes of thinking
of only ninety-eight boys living in the Chicago
area, the effects have been vast.

Kohlberg and his colleagues conducted longitu-
dinal research over twenty-five years with his orig-
inal male Chicago sample and for more than ten
years with both males and females in Turkey and
Israel. These studies formed the basis of the moral
judgment scoring manual (Colby et al. 1987) and
gave empirical support to the first five stages of his
theory. Stage six remains a controversial theoreti-
cal endpoint, one that Kohlberg argued aligned
moral judgment with moral action.

Since the 1960s, researchers have conducted
hundreds of studies in sixty countries that confirm
the usefulness of the theory, the structured moral
judgment interview, and the coding manual for de-
scribing and analyzing people’s solutions to all
kinds of moral and social dilemmas. The large ma-
jority of these studies support the developmental
and universal nature of moral reasoning, as well as
exploring its relationship to family, educational,
occupational, interpersonal, social, cultural, and
personality differences. Two areas of criticism are
important to note. During the 1980s, criticisms

arose from Carol Gilligan and others that
Kohlberg’s theory could not account for the moral
reasoning of women. Subsequent research and a
meta-analysis by Lawrence Walker demonstrated
that the coding manual and the theory are not bi-
ased against females. However, this line of criti-
cism was useful in encouraging careful considera-
tion of sex differences and a focus on female
development, per se. Criticisms and debates about
the universal nature of moral values and moral
reasoning development have arisen. These debates
center around the higher stages (5 and 6) and raise
a fundamental question: that is, whether the un-
derlying reasoning of moral worldviews of non-
Western cultures can be understood and assessed
from a Kohlbergian perspective. Richard
Schweder’s work exemplifies these criticisms (see
Kurtines and Gewirtz 1991).

As a theorist, Kohlberg argued that a cognitive-
developmental perspective better integrated em-
pirical evidence than socialization and identifica-
tion explanations rooted in psychoanalytic and
behavioral paradigms. For instance, by the late
1960s he had transformed the discipline’s thinking
about the meaning of sex role knowledge for chil-
dren’s understanding of themselves and others. In
the last year of his life, 1987, he published his
fullest presentation of this paradigm as Child Psy-
chology and Childhood Education.

As an educator, Kohlberg helped create a
Montessori School in the poor neighborhoods sur-
rounding the University of Chicago. He crystallized
the cognitive-developmental view of education in
“Development as the Aim of Education” in 1972
(reprinted in Kohlberg 1981). It remains a classic
statement of why this perspective should inform
schooling and education rather than either a cul-
tural transmission of knowledge view grounded in
learning theory or a romantic view of maturation
grounded in a Freudian view of preset develop-
ment.

The developmental paradigm came to fruition
in the just community approach. By 1975, the two
just communities, one with female guards and in-
mates at the Niantic Prison in Connecticut and the
other with teachers and high school students at the
Cambridge Rindge and Latin High School in Cam-
bridge, Massachusetts, were thriving. These demo-
cratically governed communities had similar
goals: (1) to foster cognitive, moral perspective
taking and empathic development; (2) to create
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moral cultures, that is, shared norms of mutual re-
spect and support; and (3) to be models for insti-
tutional change. About two dozen prison and
school just communities have been successfully
launched since. Neither their small number nor
limited life span of about five to ten years (with the
outstanding exception of the Scarsdale Alternative
School, now thriving in its twenty-sixth year) dis-
couraged Kohlberg. He believed that one worthy
form of advocacy was the development, documen-
tation, and analysis of experimental programs in
social justice, since perhaps others in the future
would build on them, as he consciously built on
Dewey and Durkheim’s educational ideas.

As a moral psychologist, educator, and advo-
cate, Kohlberg knew he had to become somewhat
of a philosopher and address the questions, what is
virtue? and what is justice? Fostering moral devel-
opment in schools and in society must, in the end,
he believed, be judged by philosophers to be just.
To define justice, Kohlberg looked to Plato, Kant,
and his contemporaries, John Rawls and Jürgen
Habermas.

Lawrence Kohlberg was born October 25, 1927,
in Westchester County, New York. He died January
14, 1987, at the age of 59. He authored seventy-five
major articles and four books, and coauthored
three books and forty major articles, as well as
contributing countless invited articles and ad-
dresses. He mentored current leaders in moral
psychology as graduate students and postdoctoral
fellows for twenty-eight years.

As an adolescent, Kohlberg attended the resi-
dential private high school, Philips Academy, in
Andover, Massachusetts. In a brief autobiography,
Kohlberg wrote that he first became aware of his
interest in justice as a discontented high school
student.A teacher gave him Dostoyevsky’s Brothers
Karamazov. In Dostoyevsky’s novel, Ivan is ready
to give up on the God who allows injustices and
cruelties to children and innocents. Larry
Kohlberg shared this skepticism, but it raised for
him the central question of moral autonomy, why
be just in an unjust world? Although the older, sci-
entific Kohlberg was convinced he had to empiri-
cally validate and substantiate his theory of moral
reasoning before moving to the study of moral ac-
tion, understanding moral action was his ultimate,
though never fully achieved, goal.

After high school, Kohlberg joined the Mer-
chant Marines as World War II drew to a close. At

the war’s end, he joined the illegal effort to take Jew-
ish refugees through the British blockade to settle-
ments in Palestine.(If you don’t know the story,read
The Exodus by Leon Uris, or see the movie of the
same name.) The aim of the Jewish Hagenah, the
volunteer army, was a political one, to establish the
state of Israel. Ships rammed ships. British tear gas
and steam stopped the Hagenah ships. Two infants
died on Kohlberg’s ship. The crews of these ships,
including Kohlberg, were detained several weeks on
Cyprus before being released and sent to their home
countries; their refugee passengers remained much
longer. This experience raised issues of social jus-
tice for Kohlberg, above all, “Was using death and
violence right or just for a political end?”(Kohlberg,
cited in Kuhmerker, Gielen, and Hayes 1991, 13).

Kohlberg entered the University of Chicago
seeking ideas to address his questions; he received
the B.A. in one year and the Ph.D. in 1958 in Clini-
cal Psychology. Kohlberg felt challenged by the in-
tellectually exciting atmosphere of the University
of Chicago, studying with Anselm Strauss, sociolo-
gist; Jack Gewirtz, behavioral psychologist; Carl
Rogers and Bruno Bettelheim, clinical psycholo-
gists; Bernice Neugarten and Robert Havighurst,
adult developmentalists; and Charles Morris and
Alan Gewirth, philosophers. He credited the ex-
traordinary mentoring of his dissertation adviser,
Helen Koch, as the source of any gifts he later dis-
played as a mentor. Indeed, as Kohlberg pro-
gressed through his career, he became an extraor-
dinary mentor in the largest sense of this term.

Kohlberg had a brief stay at Yale and as a Fel-
low at the Stanford University Center for the Ad-
vancement of Thought in the Behavioral Sciences
before he was appointed professor of psychology
and education at Harvard University’s Graduate
School of Education, Department of Human De-
velopment, in 1968. From 1969 to 1974, he held a
career scientist award and afterward received
grants from the National Institute of Mental
Health. From 1974 to 1987, he also received sup-
port for programmatic moral education interven-
tions and research in schools and prisons from
private foundations, namely the Danforth Foun-
dation, Spencer Foundation, Joseph P. Kennedy,
Jr., Foundation, and the W. T. Grant Foundation.
Kohlberg was recognized for his lifetime contri-
butions to developmental psychology and to edu-
cation by the Society for Research in Child Devel-
opment (SRCD) and with honorary degrees from
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Loyola University in Chicago and Marquette Uni-
versity in Milwaukee, WI.

At Harvard, the extraordinary mentorship of
Larry Kohlberg came to the fore. He not only men-
tored graduate students and postdoctoral fellows,
but also high school students and prisoners, teach-
ers and prison guards, principals and prison war-
dens, colleagues (myself included), visitors, critics,
and even strangers met at conferences and in large
halls after delivering guest lectures throughout the
United States, Europe, South America, Japan, and
China. The energy and commitment of his men-
toring became the social and emotional founda-
tion of the new field of moral developmental psy-
chology that he was forging with his ideas and
research, and encouraging others, such as Elliot
Turiel, Robert Selman, James Rest, James Fowler,
Augusto Blasi, and Carol Gilligan, and others to
forge with theirs.

The effectiveness of his ideas, research, and
teaching was magnified by his preference for work-
ing with others. Early in his tenure at Harvard,
Kohlberg put together a strong group of postdoc-
toral and graduate student colleagues and critics,
the core of the Center for Moral Development and
Education, sponsored by a grant from the Joseph P.
Kennedy Foundation in 1972 and closed two years
after Kohlberg’s death in 1989. The center dissem-
inated research reports and articles written by
Kohlberg and other researchers in the field regard-
less of their academic home. From 1972 to 1985, it
sponsored workshops on scoring moral judgment
interviews that previewed earlier versions of the
now published scoring manual (Colby et al. 1987).
It sponsored moral education workshops from
1976 until 1986. It became an intellectual cross-
roads where international and local scholars gath-
ered every Friday afternoon for sherry and wine to
engage a guest speaker, to hear reports of new find-
ings, or at regular intervals to have open commu-
nity discussions of the center’s grant and work
commitments, interpersonal issues, and future
plans. Secretaries, students, and staff were all equal
members. Kohlberg extended the center’s hospital-
ity to include his homes in Cambridge and on Cape
Cod, creating what his lifetime friend, Jack
Gewirtz, characterized as the American version of
the nineteenth century Paris salon.

In 1974 Kohlberg joined with Lisa Kuhmerker
and others to create the Association for Moral Ed-
ucation, a society of psychologists, sociologists,

educators, researchers, and philosophers. It is now
in its twenty-eighth year with a strong interna-
tional membership and an affiliated journal, The
Journal of Moral Education.

Kohlberg, the advocate, created a moral educa-
tional movement. He, Anne Colby, and Betsy Spei-
cher validated the usefulness of moral dilemma
discussions as a teaching strategy that fosters stu-
dents’ moral cognitive development. Simultane-
ously, Kohlberg and Robert Selman developed a
filmstrip series, First Things Values, for training
teachers. These efforts grew into the moral educa-
tion business of the 1970s and 1980s, when
Kohlberg teamed with Ralph Mosher, professor of
education at Boston University and with Edwin
(Ted) Fenton, professor of education at Carnegie
Mellon University. The three summered in Cape
Cod. Fishing and cooking mixed easily with dis-
cussions, spawning education institutes and re-
search projects.

From 1976 to 1986, Kohlberg, Clark Power, my-
self, and various teachers, especially Elsa Wasser-
man, Judy Codding, and Tony Arenella, taught
summer institutes in the just community ap-
proach to moral education and school change. The
just community teachers were the backbone of
these heavily theoretical and always applied insti-
tutes. As a result of a review of the Scarsdale pro-
gram, in 1985 the New York State Education De-
partment sponsored four more just community
programs in two Bronx high schools, Theodore
Roosevelt and Bronx High School of Science. These
programs are strong examples of the usefulness of
traveling the two-way street between theory and
practice. The Harvard educational institutes cre-
ated a new ecological niche, a new human ecol-
ogy—the psychology and practice of moral and
citizenship education—and differentiated it from
the many programs that were imported into edu-
cation, such as values clarification programs.

Just community interventions and research
were done with Clark Power, Joseph Reimer, Mar-
vin Berkowitz, and myself (Power, Higgins, and
Kohlberg 1989). Evaluations showed that the inter-
ventions promoted the development of students’
and teachers’ moral reasoning and enhanced
school climate, that is, fostered the development of
civic communities with norms of justice, responsi-
bility, caring, and prosocial behavior.

This entry only highlights Kohlberg’s major
contributions to the development of the emerging
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field of human ecology. It should also be noted that
he wrote about issues of religion, spirituality, and
moral development in adulthood and aging, moral
perspectives in tragedy and the novel, the impact
of historical and social forces on the moral think-
ing of Mahatma Gandhi, Martin Luther King Jr.,
and Janusz Korczak, as well as directly about im-
portant social issues of our day, specifically liber-
alism and political ideologies, Watergate, and cap-
ital punishment.

The entry concludes with a brief description of
Kohlberg’s theory of moral reasoning develop-
ment. The theoretical assumptions underlying the
theory are (1) reasoning develops through stages;
(2) each stage is a coherent pattern of thinking; (3)
development through the stages is orderly, moving
from less to more complex reasoning with no
falling back to earlier stages of thinking; and (4)
the pattern of reasoning at each stage is integrated
into the next higher stage. Kohlberg used an inter-
view method of presenting a dilemma, followed by
probe questions to encourage a person’s best
thinking; thus, the theory describes stages of com-
petence and not stages of the usual reasons people
may give to justify their behaviors.

There are three levels: preconventional, conven-
tional, and post-conventional. In each level, there
are two stages. At Stage 1, right or moral is defined
as literal obedience to rules and authority and
avoiding punishment; the reasoning involved is
typical for young children. At Stage 2, right is de-
fined by making fair exchanges in concrete, imme-
diate terms. School-age children define justice as
each person getting the same amount or being
treated the same as every other. The move into the
conventional level denotes a shift to being able to
take the perspective of others, of groups, and soci-
ety. At Stage 3, adolescents and adults define right
from an interpersonal perspective. They are aware
of shared feelings, agreements, and expectations,
and they put themselves in the other person’s
shoes as a means of coming to a moral decision.At
Stage 4, adults take a normative perspective. Right
or morality is defined by the relationships of indi-
viduals to society and its institutions, such as the
law, marriage, and so on. There is a focus on obli-
gations, roles, and rules. At Stage 5, a person takes
a prior-to-society perspective; that is, he recog-
nizes that rights, such as the rights to life and lib-
erty, exist regardless of whether they are recog-
nized by society. More generalizable ideas, such as

tolerance, equity, due process, and impartiality are
used to make moral decisions. Stage 5 reasoning
makes clear distinctions between the legal and the
moral point of view, but finds it hard to integrate
them. At Stage 6, a person takes the perspective of
a moral point of view, a point of view that ideally
all human beings should take toward one another
as equal autonomous persons. This means she
makes moral decisions by considering the points
of view of all affected, even future generations,
using a procedure of prescriptive role-taking. The
unique aspect of Stage 6 is the deliberate use of
universal principles of justice, equity, equality of
human rights, and respect for the dignity of
human beings as individuals. “These characteris-
tics of Stage 6 reasoning require that Stage 6 raise
dialogue to a principle, a principle of procedure or
‘moral musical chairs.’” (Kohlberg 1984, 638).

Ann Higgins-D’Alessandro
See also: Moral Development
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Latino Leadership
Understanding and enhancing the development of
leadership in the Latino community is crucial,
given the emergent changes in the American popu-
lation sometimes described as the browning of
America. The United States is becoming more eth-
nically and culturally diverse, and specifically it is
becoming more Latino. The growing presence of
Latinos in the United States has profound implica-
tions for the future of leadership in our nation. By
the year 2025, there will be over 60 million Latinos
living in the United States. By 2050, 100 million
Latinos will be living in the United States, which
translates into one out of every four Americans.
Over the next half century, 68 percent of the nation’s
population increase will be fueled by Latino popu-
lation growth (U.S. Census Bureau 1990, 2000). The
Latino community will be one of the principal cru-
cibles out of which leadership emerges and to
which it is held accountable. As workers, managers,
voters, leaders, and followers, Latinos deeply influ-
ence both the quality and quantity of effective and
meaningful leadership across every sector of Amer-
ican life. As Latinos play an increasingly significant
role in determining the quality of leadership in the
United States, there is a corresponding imperative
to understand how leadership is experienced, un-
derstood, and developed.

The Latino cultural perspective on leadership
both creates and gives emphasis to new paradigms
for understanding the emergence and practice of
leadership. The communal, collectivist, people-
centered orientation of Latino leadership values,
coupled with empathetic and compassionate lead-

ership styles, points to a new way of thinking
about leadership, in many ways similar to para-
digms that are currently being discussed in leader-
ship circles. Stephen R. Covey (1996) writes that
the leader of the future is one who creates a culture
or value system based on the principles of service,
integrity, fairness, and equity. Similarly, Daniel
Coleman (1998) argues that the most effective
leaders are those who possess emotional intelli-
gence, of which empathy and cross-cultural sensi-
tivity are key components. In terms of credible and
caring management styles with an emphasis on
caring for one’s followers, qualities of this new par-
adigm of leadership profile coincide with qualities
that Latinos expect from their leaders.

For Latinos, regardless of specific country of
origin, leadership must be embedded within the
family and the community to be culturally rele-
vant. It must also contend with the dynamics that
other contexts and expectations bring to bear
(Bronfenbrenner 1977). Nonetheless, regardless of
cultural context, there are universal characteristics
of leadership, which in turn may impede or en-
hance the manifestation of leadership. Leadership
research has seen an evolution of its theoretical
base from rational, mechanistic, and simplistic
views that placed emphasis on leaders’ traits and
characteristics to more interactive and complex
theories, theories that have generated studies on
settings and situations and how such variables
could be attributed to successful leadership (John-
son 1993; Northouse 1997). Moreover, definitions
of leadership vary widely. The concept of leader-
ship has been variously defined from a personality
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perspective, as an act or behavior, as the focus of
group processes, or as an instrument of goal
achievement (Northouse 1997, 2–3). Northouse
has identified several common and essential fac-
tors in the concept of leadership that seem to be
universal regardless of context:

It is a process or continuous and interactive
dynamic that acts to effect change

It emerges out of a reciprocal relationship of
influence between leader and follower

It exists in a community or group context and
involves goal attainment around shared
visions, purposes, and values

It is intentional about making real or concrete
change

As a process, effective and transformative lead-
ership is a continuous and interactive dynamic
that serves to bring about change in the people or
environment within its influence. Over time, there
emerges a reciprocal and trusting relationship of
influence between leaders and followers.While the
context of influence tends to create a community
around a particular set of values and thought, the
sphere of influence is not limited by geographic
boundaries. Goals are established around a com-
mon vision and determination for change (Faiver,
Villarruel, and Ramirez 2001a).

Ecological Framework of Latino Families
These findings on leadership effectively describe
the dynamics that exist within the Latino family.
The family environment creates the most immedi-
ate ecological system, in which learning to deal
with influences and obstacles, supports and impli-
cations at each interface serves as the foundation
for navigating the larger mainstream community
context. The family is the primary and most pow-
erful source of influence within Latino culture,
where there is an ongoing interactive and recipro-
cal process of defined and respected roles and re-
lationships. The community, as an extension of
family, is the second most powerful source of in-
fluence for the Latino. For most Latinos, however,
“family” extends far beyond those persons living
within the immediate household or those within
their immediate family of origin.

Family, within the Latino culture, includes tíos
and tías (uncles and aunts) and primos and primas
(male and female cousins), as well as compadres

and comadres (godfathers and godmothers, liter-
ally co-fathers and co-mothers) at a level of inti-
macy comparable to the immediate family in other
cultures. This closeness holds true whether or not
these family members are living within the same
household, are within this country, or are living in
the countries of ethnic origin. The psychological
ties are strong and not to be discounted simply be-
cause of geographical distance. These roles and re-
lationships carry particular significance for the
Latino family. More than blood ties, these are
deeply regarded responsibilities. Personal re-
sources, for example, are often sent back to fami-
lies within the country of origin. At the same time,
however, acquisition of these financial resources
within this country often faces barriers and obsta-
cles. These realities of economic scarcity, subtly
created by the interaction of internal cultural
mandates with external sociopolitical limitations,
not only affect the immediate lifestyle of the
Latino family, but also create difficulties for educa-
tional advancement and subsequent leadership
development (Faiver, Villarruel, and Ramirez
2001c).

Challenges of Latino Diversity
According to the 2000 Census, almost 45 percent
of new immigrants coming into this country
within this past decade came from fifteen differ-
ent countries in Latin America, with Mexico and
the Dominican Republic supplying the largest
numbers (U.S. Census Bureau 2000). The practice
and process of leadership development among
Latinos is embedded within a multicontextual
and multicultural ecological framework that is
often assumed to be homogeneous (Ibarra 2001).
As observed by earlier researchers, given the visi-
bility of the similarities of language and religion
among Latinos, their historical and cultural diver-
sity is frequently overlooked (Skidmore and
Smith 1984). While Mexican Americans account
for at least 58 percent of the Latino population in
this country, the remaining third of Latinos have
come from fourteen other countries, each with
their own unique cultural characteristics. The
second largest of the Latino groups represented in
the United States are Puerto Ricans (who have
been citizens of the United States, not immi-
grants, since 1917), followed by Cubans. The 2000
Census counts Dominicans as the next largest
group of U.S. Latinos, followed by Salvadorans,
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Guatemalans, and then Hondurans and
Nicaraguans. Of the approximately one million
South American Latinos, Colombians, Ecuadori-
ans, and Peruvians were the largest groups
counted in the 2000 Census (Roy 1998; U.S. Cen-
sus Bureau 2000).

Each of these Latin countries, while sharing
commonalities of language and religion with the
others, is unique. The differences involved create
confusion and frustration, both among Latinos,
who wish for a singular form of leadership from
within the culture, and among those within the
mainstream who do not perceive the uniqueness
of each group and thereby hold unrealistic expec-
tations.

To further add to the complexities in under-
standing cultural variations among Latinos whose
countries of origin differ, there likewise exist sig-
nificant differences within cultural groups whose
ancestral origins are the same, but whose actual
context of origin may vary. Mainland Puerto Ri-
cans, for example, who are born and raised in New
York, experience their cultural heritage differently
from those born on the island of Puerto Rico itself.
While all are U.S. citizens, and all are Puerto Rican,
their sense of identity and cultural perspectives
may differ significantly, even though they still hold
to the basic underlying Latino values. This overar-
ching reality of Latino leadership reflects the rela-
tionships between culture and leadership, which in
turn contributes to the development of intracul-
tural leadership models useful for developing
leadership-training programs.

The most basic principle is that many issues
and challenges facing Latinos in all sectors of their
lives, as well as the strengths that bolster their ef-
forts, are not influenced only by access to financial
resources; really understanding them requires a
deep understanding of cultural influences that im-
pede or enhance progress from within (Gowan and
Trevino 1998). It is expedient to build upon the
emerging Latino identity and to recognize the po-
litical and social consciousness that informs the
desire and capacity for leadership. Among all Lati-
nos, no matter how diverse the contexts and cul-
tures from which they come, there exists an under-
lying cultural imperative that necessitates a sense
of community citizenship. This sense of commu-
nity citizenship creates an ecological framework
and perspective within which all activities are pur-
sued (Flores and Benmayor 1997).

Scope of the Human Ecosystem
For Latino leaders, the focal point of el pueblo

(meaning both people and community) resonates
throughout the Latino community and points to a
distinct cultural framework that shapes leadership
development. It is estimated that 13 million Lati-
nos, almost one-third of the expected number of
Latinos in the total population in 2004, will have
come to the United States within the last ten years
and will, therefore, most likely bring with them
current, active relationships with those who have
remained behind in their native countries. Any
Latino leader with influence among these recent
immigrants will have a far wider field of influence
than might exist for those within mainstream cul-
tural affiliations whose migration into this coun-
try goes back three or four generations or more.
The current and active contact with family and
friends still living in the countries of origin dis-
cussed above allows greater potential for influence
for the Latino leader.

Parental Context for Leadership Development
Given that family and community are the primary
contexts for leadership development, it is not sur-
prising that parents are a stabilizing force for most
Latinos. The general feeling is that parents who are
able to safeguard the immediate well-being of the
family are providing a crucial form of leadership.
Even though many Latino parents have not had ac-
cess to or have not pursued formal education, their
willingness and ability to continue to learn from
life is deeply regarded, often serving as motivation
to other family members and the younger genera-
tion to pursue more formal channels for educa-
tion. Although higher education at the university
level often seems financially inaccessible, most
Latinos desire some form of continuing formal ed-
ucation in an area of study that contributes to the
well-being of the community. Education, like lead-
ership development however, is felt to occur first
within oneself and then within the family context,
and finally to be nurtured within the community.
Only then does it emanate outward into the larger,
or mainstream, community.

Manifestation of Latino Leadership
Latino leadership embraces an ecological context
that far exceeds the typical boundaries and defini-
tions of leadership within this country. More than
just politically expedient, it is a personally and cul-
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turally essential context. For the Latino, the deter-
mination of successful leadership is one that is
manifested within the context of its ultimate ben-
efit to the family and community, regardless of
how geographically far that family and community
extends. It is also one that is carried out through
role models and mentors who lead by example
within the family and community. Latino leader-
ship is intergenerational and collaborative and is
identified and recognized at many levels of contri-
bution to the community. Latino leaders come
from among artists, entrepreneurs, civic activists,
religious clergy, immigrants, parents, and young
people. While it is also felt to be significant to have
leaders in positions of political power, their leader-
ship role is valued in direct proportion to the ben-
efit and impact on the Latino community from
which the particular individual has come. An un-
derstanding of Latino leadership must reflect the
breadth and depth of community and family.

Guided both by a commitment to community
and to the cultural values of the Latino heritage,
Latinos remain quietly grounded in their sense of
belonging to something larger and deeper than
themselves, even when they are not always able to
clearly articulate what that is. For many, being in-
volved is simply a way of life. The issues have al-
ways been a part of who they are, not something
that has to be sought out. The needs are present in
everyday life. It is often the personal realities and
experiences of participants that define the areas in
which they choose to assert leadership, and often
that leadership takes the form of carrying out
everyday roles with diligence and dedication and
without being afraid to risk being visible. It is im-
portant to Latinos to locate themselves in relation
to others and to the broader issues and to know
how to bring whatever they gain back into the
community. Latino leaders must have the ability to
embrace the complexities of the whole and still be
able take specific actions for change.

Intracultural Understanding
Effective leadership for Latinos who have more re-
cently immigrated to this country requires a
knowledge and understanding of the political and
historical circumstances that have surrounded in-
dividuals and families at the time of entry into this
country, and of the long-term implications for the
influence of these circumstances. Shaped and con-
stricted by the time in history and reasons behind

their immigration to this country, the Latino expe-
rience is not truly universal or generic, although
many of the underlying values are similar in na-
ture.

The relationship of Latinos to this country and
to the potential for leadership evolves as much
from their own personal situation as it does from
the larger relationship of the United States to their
countries of national origin. For many, the experi-
ence of immigration or the immigration process,
from the psychological point of departure from
their country of origin to the psychological, politi-
cal, and economic point of integration into this
country, has contributed significantly to the ways
in which leadership by Latinos is expressed or per-
ceived possible. Regardless of the length of time in
this country, the circumstance under which each
group has entered and remained here greatly con-
tributes to their attitudes toward their capacity for
leadership and political participation and to the
ways in which they are perceived by others, Latino
and otherwise. This circumstance of entry further
defines, shapes, and redefines ethnic and racial
identity within a new and often unfamiliar or hos-
tile context.

The juxtaposition of these very different histo-
ries at times creates tension, but at the same time
maintains an environment of continued renewal of
cultural values and the roles they define. This
serves to keep these values both as strengths as
well as challenges to the newly emerging para-
digms for leadership. The culturally defined roles
of women, for example, struggle to evolve in a con-
text that begs them to remain intact, even as each
new wave of immigration contributes to the
strengthening of the values that preserve those
roles intact.

Gender expectations for women go hand in
hand with gender expectations for men. How men
and women perceive their roles in relationship to
each other has a direct bearing on how they subse-
quently perceive their own power and potential for
leadership within the larger social and political
context. The effects of being considered a political
minority, along with issues of respect and status as
perceived within familial and cultural contexts for
Latina women and Latino men, brings to bear con-
siderable constrictions for Latina women leaders
in particular. Improving the external conditions of
the community by way of developing strong lead-
ership mandates that change take place in the in-
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ternal perceptions of what is possible for those
within the community by way of thoughtfully
guided critical reflection on the interactive dy-
namics of culturally held values and relationships.

Often the socialization process for women in
general and Latina women in particular serves to
mask organizational skills and overt leadership
strengths of women. Academic counseling at the
high school level for young Latina women is inad-
equate. Women are typically steered into career
choices with little potential for adequate income or
leadership roles. Latina women carry the added re-
strictive barrier of within-culture nonacceptance
of more assertive roles, thereby making mentor re-
lationships difficult to establish and positive aca-
demic or professional female leadership role mod-
els hard to find. Economic uncertainty as a result
of having been relegated to careers that do not pro-
vide an adequate income often instills a fear of the
risk-taking involved in pushing the boundaries of
cultural and political limitations. This situation re-
quires a considered reexamination of cultural val-
ues and the dynamics that occur within the total
ecological framework at the point of interface and
interaction with other Latino cultures and with
broader mainstream cultures. (Faiver, Villarruel,
and Ramirez 2001b)

Implications and Influences
The implications of the close family ties among
Latinos are familial and social as well as geo-
graphical and political. Unlike other European eth-
nic groups that have immigrated to the United
States, the proximity of the homeland for Latinos,
regardless of the specific cultural underpinnings
of each cultural group, creates an interactive im-
mediacy of international context and influences
and forms a vibrant part of the ecological frame-
work in which they carry out their daily lives.
While there does exist a correlation between the
level of current affiliation with and embeddedness
in the country of origin and the level of adherence
to the cultural values, there is an overall value of
family cohesiveness that affects the dynamics of
family interaction and leadership for Latinos. Al-
though it happens that the greater the psychologi-
cal distance from the cultural context of the coun-
try of origin, the more closed the family system
becomes, the essence of the values still commands
reverence, though the manifestation of these val-
ues may undergo surface change. This change may

in part be due to the need to interface with the
value systems of other non-Latino minority as well
as mainstream cultural groups that may not recog-
nize the responsibilities implied in these relation-
ships for Latinos (Faiver, Villarruel, and Ramirez
2001c).

Francisco A. Villarruel
Rosemary T. Faiver

Alfred Ramirez

See also: Acculturation; Colonias, Las; Hispanic
Immigrant Experience; Parent Education Programs
for Immigrant Families
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Lead Poisoning
Lead poisoning is a serious disease caused by ex-
posure to and absorption of lead, a toxic (poison-
ous) metal that is found in both natural and artifi-
cial environments. Lead affects virtually every
system in the body and is harmful to people of all
ages, but it is particularly dangerous to the devel-
oping nervous systems of children under the age of
6 years. Children are generally at greater risk of
lead poisoning than adults because they are more
sensitive to lead’s damaging effects and their bod-
ies absorb more lead than do adult bodies. More-
over, young children normally put objects in their
mouths: If these objects contain lead or have lead
dust on them, exposure is obviously greater.

A fetus may be exposed to lead, because lead
from a mother’s blood can pass to her unborn
child. In some cases, fetal lead exposure may pro-
duce stillbirth or miscarriage. In other cases, the
child may be born prematurely, have low birth
weight, suffer damage to its brain and nervous sys-
tem, and experience learning and behavioral diffi-
culties later in life. Lead exposure in infants and
young children can also damage the brain, nervous
system, kidneys, and liver; cause learning and be-
havior difficulties; reduce muscle and bone
growth; and damage hearing. In adults, lead expo-
sure can cause reproductive problems for both
men and women, high blood pressure, digestive
and nervous system problems, and difficulty with
memory and concentration.

While no amount of lead in the body is safe, the
higher the level of lead in the blood, the greater the
effects. In children, very high levels can cause deaf-
ness, blindness, coma, convulsions, and even

death. Moderate levels, too, can harm the brain
and nervous system, kidneys, and liver. Even very
low levels, which do not cause any obvious symp-
toms, are associated with decreased intelligence,
behavioral problems, decreased growth, impaired
hearing, and decreased ability to maintain a steady
posture.

Moreover, these problems remain long after
childhood, as the effects of lead on the brain may
be irreversible. In comparison with children who
have not been exposed to lead, children who have
been exposed are much more likely to have prob-
lems with reading, vocabulary, attention, and fine-
motor coordination, as well as greater school ab-
senteeism and lower class ranking. They are more
likely to drop out of high school.

Symptoms of Lead Poisoning
Children with lead poisoning may not look or act
sick. Even if children do show some signs of lead
poisoning, these symptoms can often be mistaken
for other illnesses, such as the flu, or other health
conditions or learning and behavior problems.

In general, early symptoms may include tired-
ness or restlessness, headache, stomachache, con-
stipation, irritability, and poor appetite. As more
lead accumulates, children may become clumsy
and weak, and they may lose skills that they have
already learned. More severe symptoms may in-
clude vomiting, loss of sight or hearing, and lapses
in consciousness (that is, going in and out of con-
sciousness).

Infants and toddlers who have been lead poi-
soned may cry or fuss excessively, have feeding or
sleeping problems, and seem very sensitive to
touch, tastes, noises, smells, or sounds. They may
seem irritable and hard to comfort or soothe. They
may be late in babbling and saying their first
words. These symptoms are not unique to lead
poisoning, however.

Preschoolers who have been lead poisoned may
seem excessively active, uncooperative, fidgety, im-
pulsive, and distractible. They may talk excessively
and not appear to listen to what is being said to
them. Many of these behaviors, of course, are nor-
mal for some preschoolers at least some of the
time, so these behaviors alone do not clearly point
to lead poisoning.

School-age children with lead poisoning may
show various problematic behaviors in school,
such as failing to finish class assignments, disrupt-
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ing their classes, performing poorly, showing in-
ability to tolerate frustration, having learning
problems, being easily distracted, needing a lot of
supervision, and having difficulty concentrating.
Adults with lead poisoning may experience fa-
tigue, irritability, anxiety, depression, headache,
sleeplessness, and tremors. They may have diges-
tive problems, such as constipation or diarrhea,
stomachache, cramps, and vomiting or nausea, or
have a metallic taste in their mouths. Their skin,
especially facial skin, may become paler than
usual. They may lose weight, have a diminished
sex drive, and experience muscle or joint pain or
weakness in their arms, legs, or wrists. People who
are not lead poisoned may show some of these
symptoms from time to time. However, if lead poi-
soning is suspected, the person should be tested by
a medical professional.

Testing
The only way to know for certain if someone has
lead poisoning is through a blood test, which may
be either a simple fingerstick or a venipuncture
(drawing blood from a vein). The U.S. Centers for
Disease Control and Prevention (CDC) recom-
mend universal screening for children ages 1 to 2
years if the children live in high-risk areas, and tar-
geted (limited) screening for children in low-risk
areas, depending on whether children have indi-
vidual risk factors, such as living in older housing.

Blood lead levels are measured in micrograms
per deciliter of whole blood (written as µg/dL, the
standard expression for measures of blood lead
levels). The CDC defines elevated blood lead levels,
or “levels of concern,”as those greater than or equal
to 10 µg/dL. The U.S. Department of Housing and
Urban Development (HUD) defines lead poisoning
as a blood lead level of 20 µg/dL on a single test or
15–19 µg/dL on two consecutive tests. State and
local health agencies may use somewhat different
definitions of lead poisoning. However, some re-
searchers now believe that even the threshold of 10
µg/dL is too high, as harmful health effects are
found at much lower blood lead levels.

Since the 1970s, childhood lead poisoning has
decreased in the United States because of limita-
tions imposed on lead in gasoline, paint, and food
cans. However, it remains a significant environ-
mental health problem, and CDC in 1997 esti-
mated that 890,000 U.S. children ages 1 through 5
years had blood lead levels of concern. Because

lead poisoning is often associated with deterio-
rated housing, the problem disproportionately af-
fects low-income, urban, and minority children.

Treatment
When children have elevated blood lead levels, the
first concern is to remove the source of lead expo-
sure. Physicians may also recommend dietary
changes, to ensure that the children eat frequently
(a full stomach slows the absorption of lead), and
have balanced meals that are low in fat and contain
sufficient iron, calcium, and zinc, which may help
to combat lead’s harmful effects. CDC recom-
mends that children with blood lead levels of 20
µg/dL or above have a complete medical evalua-
tion, and that children with blood lead levels of 45
µg/dL or above be given medical treatment called
chelation therapy. Chelation therapy can reduce
the level of lead in the body but cannot reverse the
damage that lead has done.

Maureen T. Mulroy
Joan Bothell

See also: Child and Family Poverty; Lead-Safe
Environment
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Lead-Safe Environment
A lead-safe environment is one that is free of lead
hazards that expose people to the risk of lead poi-
soning, treated in its own entry. Lead, a toxic (poi-
sonous) metal that has been mined for thousands
of years, has been used in common household
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items such as paint, gasoline, water pipes, food
cans, ceramics, cosmetics, and folk remedies. Al-
though U.S. laws and regulations since the 1970s
have greatly reduced the amount of lead emitted
into the environment, people today are still com-
monly exposed to this dangerous element. Main-
taining a lead-safe environment is the best way to
prevent lead poisoning.

In the United States, lead-based paint and lead
dust from that paint are now the major sources of
lead poisoning in children. Until 1950, lead was a
major ingredient in some interior and most exte-
rior house paints. Some paints contained as much
as 50 percent lead by dry weight. The older the
house, the more likely it is to contain lead-based
paint. Because it is durable and moisture resistant,
lead-based paint was often used on windows,
doors, and porches, and on walls in kitchens and
bathrooms. In 1978, the Consumer Product Safety
Commission banned lead-based paint for residen-
tial use, although it is still permitted for some
other uses, such as marine and bridge painting.
The U.S. Department of Housing and Urban Devel-
opment (HUD) estimates that more than 38 mil-
lion homes built before 1978 have paint that con-
tains lead; in 23 million of those homes, the
lead-based paint may represent a health hazard.

Intact lead-based paint—paint that is not flak-
ing, peeling, or chipping—may not represent a
hazard if it is not disturbed. But if the paint weath-
ers or deteriorates, or if it is disturbed during home
maintenance, repairs, or renovations, it can pro-
duce dust that may be inhaled or swallowed, which
is especially dangerous for young children. If the
paint is heated, it can produce dangerous fumes
that may be inhaled. Intact paint may also become
a hazard, if, for example, it is on accessible surfaces
(like windowsills) that young children might chew.
Children sometimes eat lead paint chips because
they taste sweet. In housing where lead-based
paint is present, adults should keep areas where
children play as dust-free and clean as possible.
Floors should be wet mopped and other surfaces
wiped with damp cloths frequently. Children’s
hands should always be washed before they eat.

Lead hazards are controlled by two types of
methods: interim methods (temporary controls)
and abatement (permanent controls). Interim
methods including removing dust and stabilizing
paint so that it does not deteriorate further. Abate-
ment,which must be performed by properly trained

and equipped professionals, includes removing or
permanently enclosing hazardous components.

Lead-safe work practices can safeguard against
creating lead hazards during home maintenance,
repairs, and renovation. These practices are based
on the principles of minimizing the creation of
lead dust, working wet to prevent dust from
spreading, and cleaning up carefully (U.S. Depart-
ment of Housing and Urban Development 1999).
Adults who work in lead-related industries (such
as radiator repair, battery manufacturing, smelt-
ing, welding, or bridge work) or crafts (such as
making bullets or fishing sinkers) may be exposed
to lead on the job, especially if there is inadequate
ventilation or other safety precautions. Adults may
accidentally bring home lead dust on their cloth-
ing, shoes, or hair, jeopardizing other family mem-
bers. Whenever possible, workers in such indus-
tries should change their clothing and wash before
coming home. Work clothing should be laundered
separately from family laundry.

Lead can enter drinking water by leaching from
old lead pipes, solder, and fixtures. In the 1980s,
the Safe Drinking Water Act restricted the use of
lead in pipes, solder, and other elements of public
water systems and plumbing, but many old pipes
are still in place. This water is especially dangerous
if it is used to make infant formula. Water that has
not been run for several hours may contain higher
lead levels, so allowing water to run until it is cold
reduces the risk. Water can be tested for lead.

From the 1920s until the 1970s, lead was added
to gasoline to prevent engine “knocking” or ping-
ing in automobiles. Lead from auto exhaust be-
came a major source of lead contamination in the
air and soil. In 1978, the U.S. Environmental Pro-
tection Agency (EPA) reduced the amount of lead
allowed in gasoline, but only after an estimated 5
million tons of lead particles had been deposited
in the soil near roads, especially around densely
populated urban areas. Since lead does not break
down or decay, old lead deposits in soil may still
represent a danger if food is grown in the contam-
inated soil, or if children playing in the soil inhale
or swallow lead dust. Soil can also be contami-
nated by airborne lead from lead-related indus-
tries, such as smelting, battery manufacturing, and
radiator repair, and the burning of lead-painted
items. Children should not be allowed to play in
bare soil, and they should wash their hands after
playing outside. Family members should remove
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shoes at the door to avoid tracking lead dust into
the house.

Folk remedies from various cultures that con-
tain lead include alkohl or kohl (used for skin in-
fections and as an eye cosmetic), bala goli and
kandu (for stomachache), ghasard (used as diges-
tive aid), pay-loo-ah (for rash or fever), and greta,
alarcon, azarcon, coral, liga, and rueda (for intes-
tinal illness).

Lead can also be found in old or imported lead-
glazed dinnerware and lead crystal. These items
should be reserved for decorative usage, not food
service or storage. Lead solder used to seal canned
food may get into the food. Although lead solder
was banned in the United States in 1995, imported
cans may still contain it. Food should never be
stored in cans. Lead may be present in some hair
dyes, miniblinds, candles, and printing inks. Lead
paint is sometimes found on old or imported toys
or furniture. Such items should not be used for
children. Eating a low-fat diet that includes iron
and calcium may help the body to absorb less lead.

Maureen T. Mulroy
Joan Bothell

See also: Lead Poisoning
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Leisure Activities 
among Young People
Adolescents’ leisure activities include playing
sports and games, socializing with friends, watch-
ing television, listening to music, and working on
hobbies—activities that are conducted in different

ecological contexts. By definition these activities
are chosen by the young, in contrast to obligatory
activities, and are typically not meant to serve any
practical purpose. They are therefore usually asso-
ciated with a better mood than activities at school
and work. Overall, leisure time in North America
and Europe amounts to about 40 percent of wak-
ing hours, more than school and work combined.
More concretely, adolescents spend from 6.5 to 8
hours per day on leisure activities in North Amer-
ica, 5.5 to 7.5 hours in Europe, and 4 to 5 hours in
East Asia (Larson and Verma 1999). Although
some activities may be wasted time from a devel-
opmental standpoint, the majority of spare time is
passed in contexts that are influential for psycho-
logical development.

Structure and Content of Leisure Activities
Leisure activities range from having virtually no
structure to being highly complex, from solitary
activities to collaborative engagement in groups,
and from receiving societal condemnation to re-
ceiving public and financial support by the com-
munity or other social agents. Highly structured
leisure activities, such as extracurricular activities,
are characterized by regular participation sched-
ules, rule-guided engagement, direction by adult
activity leaders, and emphasis on skill develop-
ment. By contrast, many adolescent leisure activi-
ties, such as hanging around with friends, are rela-
tively spontaneous, take place without formal rules
or direction from adult leaders, and feature few
goals related to skill development (Mahoney and
Stattin 2000).

In terms of more structured leisure, large dif-
ferences exist between North America, Europe,
and East Asia. Sports occupy at least one hour a
day in the United States, compared to about half
an hour per day or less in the other countries, with
a declining trend across adolescence. The data for
playing music and other structured activities
show that these activities take up more time
across adolescence.

As for media use, the most common activity is
watching TV (about two hours daily) followed by
reading (fifteen minutes in the US, forty minutes
in Europe) and listening to music (about half an
hour; Larson and Verma 1999). In recent years,
computer games and new interactive media are
challenging TV watching.

According to Leslie Raymore, Bonnie Barber,
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and Jacquelynne Eccles (2001), leisure activities
can be clustered into five groups, which for the
most part show only slight differences between
genders. The “positive-active” group is especially
engaged in socially valued activities, like volun-
teering for community projects.Adolescents in the
“risky” group are higher than average in doing
things for kicks (including substance use) and
hanging out with friends. The “diffused” group
spends little time in any activity, and thus exhibits
no clear preferences. The “home-based” group is
made up predominantly of females and engages
mostly in activities at home with family (including
TV watching), whereas the “jock” group has a
higher proportion of males and engages mostly in
sports-related activities. Across the transition to
early adulthood, most of these clusters showed re-
markable stability (about 40 percent of the indi-
viduals remained in the same cluster). Leisure ac-
tivities can, however, also change dramatically. For
example, entering a romantic relationship and be-
coming a parent predicted changes in leisure pat-
terns in female, but not male adolescents (Ray-
more, Barber, and Eccles 2001).

Contexts of Leisure Activities
The main categories of companionship are family
and peers. However, about 25 percent of an adoles-
cent’s waking hours is spent alone in her bedroom,
which is typically a private space decorated with
trophies signifying her emerging sense of self.
Here, favorite leisure activities are listening to
music, reading magazines, watching videos, and
daydreaming (Larson and Verma 1999). The time
spent with family declines from childhood
through adolescence, as the time spent in school
and school-related activites increases. Being to-
gether with peers is often associated with adoles-
cent leisure. During adolescence, time spent con-
versing with friends (particularly via the
telephone) increases rapidly. Indeed, the figures
for the United States and Europe show that adoles-
cents spend up to 30 percent of nonschool waking
hours going to parties, discotheques, and the
movies, as well as other away-from-home activi-
ties (compared to less than half this time for East
Asia; Larson and Verma 1999). On average, the
time in company of other-sex peers in the United
States and Europe represents about twice the time
adolescents spend with family. As peers select one
another on the basis of shared focal attributes

(school achievement, substance use, and the like)
and also have a mutual socialization influence, this
large amount of time is particularly interesting for
developmental consequences.

Consequences for Psychosocial Development
Leisure activities are central to several develop-
mental tasks during adolescence, such as identity
formation, the building of peer relations, the initial
exploration of intimate relationships, and socializ-
ing into adult roles.

The most developmentally relevant aspect of
active leisure is the fact that such activities require
initiative, planning, and organization of place,
time, and content. The individuals have to exercise
control over their actions and regulate their emo-
tions. Indeed, adolescents entertain clear, age-
graded conceptions of what they want to achieve,
so that they look for leisure locales suitable to pur-
sue such goals, and monitor how successful they
are in this regard. Rutger Engels and Ronald
Knibbe (2000) showed that adolescents who per-
ceive a discrepancy between their current and
hoped-for future state of romantic affairs seem to
select leisure settings, such as pubs or discothe-
ques, because they offer opportunities for contacts
with the opposite sex. Moreover, once the mis-
match between current state and future aspira-
tions is resolved, their preferences change again,
this time for more private encounters.

The development of individual and collective
agency seems particularly to profit from engaging
in structured leisure activities because of building
existing skills and interests, providing links to
competent adults and peers, and creating opportu-
nities for feeling competent and accepted (Mal-
oney and Stattin 2000). Shirley Heath (1999) re-
ported changes in adolescents’ conversations
about their activities once they had entered youth
organizations. Remarkably, they referred more
often to issues such as goal achievement or adjust-
ing their behavior. Experiences in leisure also have
a carry-over effect to other arenas, such as occupa-
tional preparation and socialization. Research on
entrepreneurs has shown that they took responsi-
bility for others in out-of-school contexts from
early on (Schmitt-Rodermund and Silbereisen
1999). In addition, positive effects on self-esteem
and school achievement were also reported as an
outcome of participation in civic activities
(Youniss, Yates, and Su 1997). However, some un-
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structured leisure activities may have negative
long-term implications, among others, because
opportunities to engage in antisocial behavior are
greater during unstructured leisure activities com-
pared to highly structured activities. Joseph Mal-
oney and Håkan Stattin (2000) showed that a com-
bination of involvement in less structured leisure
activities and the absence of any highly structured
activities was associated with high levels of antiso-
cial behavior (e.g., becoming drunk, vandalism),
especially in adolescent boys.

Media are a main forum for information and
participation in popular culture that serves impor-
tant roles in identity formation. Listening to music
helps to forge important elements of one’s identity:
Demonstrating shared preferences with others
through behavioral style and outfit accessories
helps location within an emerging social network.
Adults are often concerned about TV programs
and videos because of their portrayal of violence
and its possible role in the development of aggres-
sion. Although the causal nexus is difficult to as-
sess, studies do exist that indicate that exposure to
media violence is prospectively related to aggres-
sion (Wartella 1995).

Future research needs to address further the
particular psychological qualities of the activities
in context. Without such information, research on
the selection of leisure activities and the investiga-
tion of consequences for psychosocial develop-
ment cannot take into account the role of the me-
diating links involved. New leisure activities such
as interactive media, together with the role of soci-
etal change in general, are another focus of needed
research.

Rainer K. Silbereisen
Martin Pinquart

See also: Community Youth Development;
Extracurricular Activity Participation; Information
Technology Impacts on Children, Youth, and
Families; Political Participation by Young People;
Youth Development
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Lifelong Learning
As a field, human ecology holds as one of its main
goals the enhancement of the well-being of all life.
In pursuit of this goal, its activities in research and
community service have a strong educational
component. Education is viewed as key in promot-
ing well-being, with an emphasis on adult learning
as a primary means of shaping political, social,
and economic forces globally and locally. An inter-
section of higher adult learning with the philo-
sophical activities of human ecology began with
Marjorie Brown’s work (1993) on the historical
analysis of home economics and the need for pro-
fessional direction that promotes lifelong learning
in adults.

The ability of an adult to recognize a need for
learning is foundational to continued development
of emotional, social, and intellectual maturity.
Lifelong learning implies that as an adult, an indi-
vidual actively pursues educational opportunities
beyond the requirement of prescribed or voca-
tional education. Not always formal, lifelong edu-
cation includes not only organized educational
opportunities in professional education, skills
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training, human resource development, and con-
tinuing higher education, but enrichment activi-
ties and the pursuit of hobbies or specialized in-
terests. Lifelong learning as adult education is
often referred to as andragogy.

The use of the term andragogy, (education of
adults) first coined by Eduard Lindeman (1926)
and later made popular by Malcolm Knowles
(1980), distinguishes the unique needs of adults as
learners from those of children in traditional
classrooms. Pedagogy, the education of children,
differs from adult education in that adult learners
are viewed as being self-directed, experienced,
problem oriented, and mature.

Adults typically enter into a learning situation
with an identified need or problem. The informa-
tion that is provided is judged on the basis of its
usefulness or practical application to a specific sit-
uation. Though some lifelong learning is pursued
for personal enrichment, most adults seek out ed-
ucational information only on a need-to-know
basis.

As mature learners, adults have accumulated
stores of knowledge. When approaching a learning
situation, adults tap into this knowledge for its

usefulness. What is known is measured against
what needs to be learned, helping the adult student
to avoid duplicating knowledge or losing valuable
time.

Lifelong learning encourages critical reflection
on experiences and accumulated knowledge. It en-
courages adults to question assimilated beliefs and
values that shape behavior. The process of criti-
cally reflecting on one’s beliefs and values involves
the lifelong learner in a higher order of thinking
skills, and the process can reshape one’s overall
perception of life. It is through critical reflection
that the individual comes to recognize distorted
beliefs and social injustices and to be free to act in
an authentic manner. The experience of learning
in small groups is considered necessary, so that the
adult student can test out thinking in dialogue
with others. Ultimately, the experience of learning
is viewed as the highest resource in life, with life-
long learning enhancing both one’s experience and
one’s sense of the meaning of life.

Deborah C. Bailey

See also: Intergenerational Programs in Communities
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Living Arrangements for Elders
Our physical environment is with us from the time
of conception to the time of death. It surrounds us
twenty-four hours a day, every day of our lives. We
know that when our physical surroundings meet
our personal needs and preferences we are likely to
live healthy, happy lives. This situation is referred
to as environment-behavior fit. When that fit is
studied in relation to late life, the area of study is
called environmental gerontology.

The purpose of this entry is to understand what
constitutes environment-behavior fit among eld-
ers and the implications of it for developing living
arrangements suitable to the later years. To achieve
this goal, it becomes necessary to recognize the
progressive nature of the aging process, become
familiar with various types of settings available to
elders who range in function from independent to
dependent states, and become familiar with cur-
rent trends and design innovations used to meet
the developing needs of elders.

Progressive Nature of the Aging Process
Although the aging process is universal, the rate at
which it occurs varies from person to person.
Some people steadily decline in function along a
downward slope. Others plateau at intervals along
this continuum. Functional competence (biologi-
cal health, sensorimotor functioning, cognitive
skill, and ego strength) and ability to care for one-
self determine the level of tolerance for living in a
certain type of setting. It is safe to assume that an
independent elder who successfully lives alone in a
single-family home is highly functional. Being able
to tolerate the physical stress required to master
this environment means that the individual feels
comfortable functioning in it.

As functional competence declines and toler-
ance for stress diminishes, it becomes necessary to
modify the environment so that the individual re-

mains capable of mastering it with comfort. For
example, in a two-story home where bathing and
sleeping accommodations are on the second floor,
individuals are required to be sufficiently mobile
to use steps. When mobility becomes limited and
tolerance for using steps declines, it becomes nec-
essary to alter the environment by making avail-
able toileting and bathing facilities and accommo-
dations for sleeping on the first floor. As a result of
this change, total living space diminishes, and
mastery of the physical environment is regained.

When functional competence declines to a
point where the individual becomes unsafe in the
living arrangement and is no longer able to toler-
ate the environmental stress that it requires for
survival, relocation becomes necessary. This situa-
tion may evolve, to take one example, from a series
of chronic illnesses compounded by a hip fracture.
At this juncture, diminished functional states are
matched with a more accommodating environ-
ment to achieve person-environment fit and opti-
mize well-being.

Changes in late life that disrupt person-envi-
ronment fit are associated with one’s ability to
carry out the activities of daily living (ADLs).
These activities focus on self-care and include
bathing, dressing, using the toilet, getting into or
out of a bed or chair, getting outside the house or
apartment, and being able to feed oneself. Re-
search shows that ADLs are ordered along a pro-
gressive level in the way they indicate functional
decline. For example, inability to bathe oneself
represents the least restrictive functional limita-
tion, while inability to feed oneself is the most re-
strictive and severe. The latter is highly associated
with the presence of other problems (Kart 1997).

Each of the ADLs interfaces personal ability with
physical environmental qualities. Changes in one
require readjustments to others in order to maxi-
mize fit. When bathing becomes unsafe to elders, it
may become necessary to use a shower that is de-
signed in a way that is sensitive to functional short-
comings. Limited flexibility may require a sloped
floor rather than a curb in the shower floor to guard
against tripping.A fold-up shower seat,accessible to
those who need to sit, responds to lessened strength
and endurance for standing.A sensor might be used
to automatically start the shower upon entering and
to regulate the temperature to prevent burns. Fur-
thermore, an adjustable handheld shower fixture
may ease limited range of motion.
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Good environmental design requires that the
physical setting should adapt to variation in levels
of function. If an older person’s limited abilities are
restored to a higher level of functioning, it be-
comes necessary for the physical environment to
provide options that heighten the challenge in
achieving a sense of mastery. These types of recip-
rocal interchange are instrumental in achieving
levels of maximum performance potential and
reestablishing balance in the environment-behav-
ior relationship.

A Continuum of Care Framework
Settings that accommodate elders who range in
function from independent to dependent states are
represented in a continuum of care (COC) frame-
work (Morton 1981). This framework combines
services with environmental design features to
meet the needs of individuals who range in func-
tion from independent to dependent. As frailties
develop and progress, the need for assistance with
ADLs in the form of services and environmental
interventions develops and gradually increases.

An independent living arrangement, such as liv-
ing in one’s own home, is a suitable choice for eld-
ers who master all ADLs independently. The first

step in the COC framework is apartment living,
with age and income prerequisites and possible
governmental subsidies. Elders who do well in this
type of residence are those who do not require
services to assist with ADLs.

Residents in congregate care facilities require a
very low level of assistance. Services pertain to one
or two ADLs, the most common being meal prepa-
ration. In congregate care facilities, meals are
available or accessible. Emergency systems or co-
ordinating staff, or both, are present, and the phys-
ical design of apartment residences focus on ar-
chitectural accessibility.

Although most elders will not require each type
of housing within the continuum of care frame-
work, it is expected that most will need the serv-
ices and environmental features provided by as-
sisted living. The functional status of elders who
need assisted living arrangements, as measured by
the ability to achieve ADLs, is characterized as
being semi-independent; residents commonly
need assistance with at least three ADLs. This type
of housing provides a cadre of services that range
in quantity from moderately low to moderate. Ser-
vices commonly include meals, housekeeping, per-
sonal care, and some degree of medical assistance.
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The physical designs of assisted living facilities
emphasize a residential as opposed to an institu-
tional (i.e., hospital-like) appearance. Spaces in
private units or apartments are organized as they
would be in a conventional home for the purpose
of sleeping, eating, leisure, and hygiene. The design
of the entire facility aims to reinforce human scale
and create homelike qualities. Assisted living is
considered key to preventing premature institu-
tionalization (Kalymun 1990).

Residents in long-term care (LTC) facilities,
sometimes called nursing homes, require services
that range in intensity from moderate to moder-
ately high. Some residents are mobile, while others
are bedridden. Most are wheelchair bound. Resi-
dents may require assistance with most or all
ADLs. A distinguishable characteristic of nursing
homes is the availability of medical care provided
by licensed nursing staff. All meals, housekeeping,
and assistance with all activities are included in an
LTC service program.

Since residents of LTC arrangements are high
consumers of medical services, there has been a
tendency to design these facilities like hospitals as
opposed to homes. Emphasis is placed on the de-
livery of medical services and the needs of care
providers, as opposed to the need of residents and
family members for a homelike setting. Institu-
tional settings typically consist of double-loaded
corridors (resident rooms on each side of the hall-
way) with private or semiprivate rooms. Some res-
idents are located next to a window, others are not.
Florescent lighting is placed overhead and con-
trolled by staff. Privacy is established by curtains
that surround the bed. Bathroom facilities are
shared. Control of entry into the room is in the
hands of staff as opposed to residents.

The most intensive accommodations for elders
are provided by acute care hospitals or rehabilita-
tion centers. These facilities provide diagnoses,
medical supervision, surgery, and therapy. The
level of services made available to achieve ADLs is
high. The architectural qualities of these facilities
are largely oriented to providing medical service.
Emphasis is placed on a design that accommo-
dates medical staff as they provide care, as op-
posed to what might be environmentally appropri-
ate for residents. For example, patient need for
space to display greeting cards, family photo-
graphs, and calendars competes with the need of
care providers for space to store dressings, treat-

ments, and other medical accessories. The night
table and windowsill are equally coveted by med-
ical care providers and family members. Seating
accommodations for guests are limited. Often the
scale of furnishings is inappropriate for the space
available (Kalymun 1997).

What often happens at this point within the
COC sequence are periodic shifts in residence
from LTC facility to acute care hospital. This back
and forth occurs when elders are in need of more
intensive medical service not provided by LTC fa-
cilities, or when elders recover from the condition
that made them need a hospital and take up
dwelling in a LTC facility.

A short-term care component that sometimes
intervenes within the COC sequence is hospice
care. It provides support to terminally ill patients
who reside somewhere within the COC frame-
work. In some instances, elders live at a hospice
care facility, while in others, hospice care comes to
the home. An environmental philosophy of hos-
pice care is to create a homelike setting for the re-
cipient of care and family members.

Current Trends and Design Innovations:
Settings for Alzheimer’s Patients
Obviously some of the current components of the
COC sequence leave something to be desired, but
new approaches offer the possibility of real im-
provement. For example, those who design long-
term care facilities could learn from design inno-
vations being suggested for Alzheimer’s patients.

What do we know about Alzheimer’s disease
that would guide the design decisions for special-
ized settings? Problematic areas for people with
this disease involve a decline in brain function.
For example, short-term memory loss is demon-
strated when individuals are unable to recall what
they ate for breakfast minutes after having eaten.
With the loss of communication skills, it becomes
difficult to complete a thought or find the right
word to articulate an idea. People become disori-
ented in time, not knowing the time of day, day of
the week, or season of the year. Disorientation in
place is characterized by not remembering how to
get from one location to another. A person may be
able to navigate from the bedroom to the bath-
room but not be able to find the way back. Eventu-
ally, disorientation in regard to people occurs
when close relatives are not recognized or are mis-
taken for others.
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Gradual and consistent decline in ability to
achieve ADLs is compounded by incontinence and
disturbances in the sleep and wake cycle. Night
walking and wandering are common. Psychologi-
cal and emotional disturbances are demonstrated
by inappropriate social behavior; being agitated
and restless; and being suspicious, angry, hostile,
and fearful. Paranoia, hallucinations, and cata-
strophic reactions may result from misinterpreting
environmental cues.Watching a televised report of
a fire may be interpreted as a fire in the special
care facility.

Researchers (Cohen and Weisman 1991) have
suggested that these problematic behaviors be ad-
dressed by formulating therapeutic goals that
would guide the physical design of special care
units. John Zeisel and his associates (1992) have
identified critical areas of concern when designing
special care units for Alzheimer’s day care. They
include the following:

Residential scale
Exit control
Common spaces

Individual private spaces
Wandering paths
Autonomy support
Noise comprehension
Outdoor freedom

Residential scale is achieved through the size of
spaces and ways in which size conveys a sense of
familiarity to clients. Rooms that accommodate six
to eight people are similar in size to those in a tra-
ditional home. When residential furnishings and
accessories are added, clients experience the home
setting as a familiar place, one that they recognize
as a place to relax. In this type of setting, staff
members are inclined to relate to clients person-
ally. Large spaces cause overstimulation, confu-
sion, and disorientation. In institutionally fur-
nished surroundings, clients are likely to become
restless, disoriented, depressed, and apathetic.

Exit control is extremely important to ensure
the safety of clients and to minimize heightened
anxiety and management problems. Unobtrusive
exits avoid visual cues that encourage clients to
leave the facility. When doors and handles are
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painted the same color as the surrounding walls,
they fade into the background and become unrec-
ognizable. Viewing the parking lot cues clients
with a desire to leave the facility; therefore, fabric
shades are used to avoid such cuing. Other meas-
ures used to control exits rely on signals and de-
vices, like keypad controls and delayed action
panic bars. Controlled access to areas within a fa-
cility is also achieved through the use of gates,
Dutch doors, and a receptionist.

Some areas are intended to function as common
spaces wherein clients come together for social in-
teraction. These areas provide cues for appropriate
behavior. In the kitchen, a client is cued to cook,
bake, do the dishes, or help herself to snacks as ap-
propriate. The living room cues sitting, looking
through magazines, talking, observing the out-
doors, or perhaps listening to music. Each of these
spaces provides residents with opportunities for
therapeutic social interaction by providing cues
and supporting appropriate behaviors.

Individual private spaces are located out of the
mainstream. They are useful in calming clients
when highly restless, anxious, and agitated, or ill.
When clients become overly stimulated, these
areas function as places to retreat and regain sta-

bility. Remote areas often support small-group ac-
tivities that involve quiet mental exercises or dis-
cussion groups. In residential, as opposed to day-
care facilities, this is the space that serves as a
person’s bedroom, with personal belongings that
reinforce a sense of identity.

Wandering paths help to reduce anxiety and
restlessness in clients. When continuous, as in a
loop, they spare individuals being confronted with
a dead end without any place to go. Wandering
loops provide the opportunity to walk endlessly.
Interesting things to taste, smell, or touch along
the way stimulate the senses. Therapeutic walking
is enhanced by providing individuals with oppor-
tunities for engaging activities that divert them
from the path. Views into an activity area like a
dinette, kitchen (for occupational therapy), living,
dining, or family room, den, or patio provide op-
portunities for involvement in recognizable and
meaningful activities. These involvements rein-
force a sense of competence.

When facilities encourage clients to use their
remaining abilities for self-care without the dan-
ger of hurting themselves or others, clients are
being given effective autonomy support. For exam-
ple, as a way of enabling clients to dress them-
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selves, staff members might suggest a choice be-
tween two outfits, as opposed to several. As this
ability diminishes, items of clothing might be laid
out on the bed in the order of dressing to achieve
the same goal. Similarly, the ability to feed oneself
may be prolonged by introducing a slightly modi-
fied use of dinnerware and flatware. Good sight
lines for constant staff surveillance are essential
for autonomy support.

The need for easy noise comprehension requires
making it easy for clients to understand and inter-
pret the sounds they hear. People become confused
when sensory signals are complex and coming at
them too fast to interpret. Hearing music, which is
then overridden by intercom announcements, and
hearing outside noise from trucks and pedestrian
traffic at the same time contributes to confusion.A
therapeutic environment for sensory stimulation
provides moderate amounts of sounds, sights,
smells, tastes, and tactile experiences with content
that is understandable and meaningful to the
client.

In order for clients to enjoy outdoor freedom,
they must have immediate access to the outside,
requiring the outdoor area to be on the same level
as the special care unit. Direct access facilitates
maximum use of the outdoors by clients and easy
surveillance by staff. With secure outdoor spaces,
clients are able to move about freely. Therapeutic
benefits are derived from exposure to daylight and
direct sunlight, and from the experience of sea-
sonal temperatures and various weather condi-
tions. Planters of standing height allow clients to

have contact with the earth while attending to an
herbal or flower garden. Accordingly, nonpoiso-
nous plants are selected to guard against clients
ingesting vegetation that could be harmful. Doors
to the inside of the facility must remain visible to
clients so that they can independently return when
they wish. Each of these measures is helpful to
support optimal functioning among clients.

Prolonging Residency in a Single-Family Home
Attempts are continually being made to develop
houses that would be suitable to elders as they de-
cline in function. As ability to travel distances and
use stairs diminishes, elders tend to cluster their
activities into a central area. Two-story homes are
often modified by making available areas for
sleeping, bathing, and toileting on the first floor.

In a single-story home, the living and sleeping
areas (zones) gradually come together as one, no
longer divided and physically distant. The living
area, consisting of living, dining and family rooms,
often adjacent to a half-bath and laundry room,
becomes an independent unit when one of the
rooms from the living area is converted into a bed-
room. The new way in which these spaces are used
eliminates distances and reduces the area used for
daily living.

A third model accommodates more than one
family. It consists of a single-family home with an
annex that provides exclusive living accommoda-
tions for elders. This arrangement may consist of a
self-contained unit that is attached or unattached
to the main house; or it may represent converted
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space within the main house that functions inde-
pendently. Current models are being developed as
a new long-term care alternative and a flexible life
span option.

Home Care Suites: A New Long-Term Care Option
Home care suites are being studied as a new long-
term care option for families who wish to care for
their elder members at home. This arrangement
represents a private fully accessible modular unit,
temporarily installed in an attached garage.

Installation and removal of the suite can be ac-
complished within forty-eight hours, and all utili-
ties are connected to the main house. Safety and
accessibility features include nonskid flooring,
pull-out shelves, slide-in bathtub, grab bars, inter-
com for communication between the apartment
and the main house, and fire sprinklers. The front
of the apartment takes the place of garage doors
and is equipped with a ramp or wheelchair lift that
leads to the interior of the apartment (Altus and
Matthews 1999).

The interior space consists of a combined living
and sleeping area, a full bathroom, and a doorway
leading to the adjoining house. When accommo-
dations in a home care suite are compared in cost
to institutional living, the former is estimated as
half, without the added expense of food, care, and
utilities.

For home care suites to succeed as LTC, they
must be recommended by professionals and en-
dorsed by caregivers. Recent studies have shown
that caregivers are more likely to consider this
model when elders live in the community and re-
quire added care. This model is used to replace in-
stitutional care. The advantages of a home care
suite include privacy for elders and proximity to
caregivers. Disadvantages have to do with the dan-
ger of caregiver burnout (Altus, Matthews, and
Kosloski 1997).

A current model providing a flexible life span
option is being driven by the real estate market to
enhance investment potential by using what is
called universal design, appropriate to meet vari-
ous situations during the life span. This concept is
based on creating a user-friendly physical envi-
ronment without visual evidence of catering to any
specific population with special needs.A floor plan
that originates with this design concept is charac-
terized by its flexibility in meeting the needs of
various circumstances throughout the life course.

Spatial configurations can be readily modified
(twist and bend) as need demands.

This highly flexible plan takes into account the
needs of elders to prolong their independence. An
apartment with a private front entry consists of
spaces that are consolidated, useful, and efficient.
(See Figure 6, Floor Plan.) Spaces are configured in
a circle, with the kitchen being central. The living
room, bedroom, dining area, and bathroom sur-
round the kitchen. This plan diminishes distances,
and structurally it provides physical supports to
lean on and rest as individuals travel around the
loop. In the bathroom, the vanity is extended to
provide a leaning surface that helps propel a per-
son from a seated to a standing position. The floor
surface is level throughout, without the obstruc-
tion of thresholds or doors. This feature accommo-
dates easier maneuverability if a walker or wheel-
chair becomes useful. Generous amounts of
natural light are present at every point in the unit,
with numerous outdoor views.

A particular challenge for designers is to create
spaces that can be modified or manipulated as
needs develop. In this plan, an entry closet has di-
mensions to accommodate a stackable washer and
dryer. Expandable screens may be used to add pri-
vacy between areas, especially between the bed-
room and living room. A study area with built-in
shelves and desk may be useful as a hobby area; or,
with a dresser, as a display area for meaningful ob-
jects.Ample display areas are available throughout
the apartment, with the availability of picture
frame moldings and surfaces above the kitchen
cabinets.As Mary Kalymun observed (1986a), eld-
ers value display areas for meaningful objects that
remind them of who they are. Transition space be-
tween the main house and the apartment consists
of a solarium that affords protected exposure to
the outdoors.

This plan lends itself to meeting the changing
needs of elders prior to and during the continuum
of care spectrum. For example, it may function as
a rental unit during the earlier years, and as the
need for space diminishes, owners may decide to
live in the apartment and rent the main house.
This plan provides flexibility for travel options
during the retirement years. Furthermore, it ac-
commodates multigenerational living, wherein
middle-aged families are accessible to elderly par-
ents. Mary Kalymun observed (1986b) that multi-
generational households are most desirable when
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they afford privacy, suitable spatial arrangements,
and a sense of territoriality for elders.

Mary Kalymun

See also: Aging and Technology; Death: A Family
Perspective; End-of-Life Decision Making; Housing
and Older Adults; Mental Illness in Old Age; Older
Adults: Preparation for Future Care; Outdoor Mobility
in Old Age; Place Attachment
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Low Birth Weight Infants
Low birth weight is second only to congenital birth
anomalies as a leading cause of infant mortality in
the United States (National Center for Health Sta-
tistics 1998). The most common contributor to low
birth weight in the United States is preterm birth,
an event whose etiology is largely unknown
(Widerstrom, Mouder, and Sandall 1997, 12). An
infant born weighing less than 2,500 grams, or 5.5
pounds is classified as a low birth weight infant
(LBW). An infant born weighing less than 1,500
grams, or 3.5 pounds, at birth is classified as a very
low birth weight infant (VLBW). Those weighing
less than 1,000 grams, or 2 pounds, are described
as extremely low birth weight infants, and those
weighing less than 800 grams, or 1 pound, 12
ounces, are considered micropremies (Bernbaum
and Batshaw 1997, 115; Snow 1998, 64).“A small for
gestational age (SGA) infant refers to a newborn
whose weight is below the 10th percentile for gesta-
tional age” (Bernbaum and Batshaw 1997, 115). In-
fants who are born low birth weight or small for
gestational age may be premature or born at term.

Multiple systems influence the developmental
as well as the physiological outcomes for infants
born low birth weight. Many factors contribute to
an infant’s survival in the outside world, birth
weight and gestational age being two of the most
important contributing factors (Snow 1998, 64).
Infants born low birth weight have higher rates of
neonatal complications, neurodevelopmental im-
pairment, and death than full-term appropriate for
gestational age (AGA) infants (Bernbaum and Bat-
shaw 1997, 116; Kohlhauser et al. 2000, 445).
Neonatal complications, related to low birth
weight, can lead to cerebral palsy, learning disabil-
ities, and multiple developmental delays. Unfortu-
nately, we do not understand all the factors that
contribute to low birth weight in infants. More is
known about the outcomes of low birth weight
than the causes. However, with infants born at
term, intrauterine growth retardation has been
identified as causing low birth weight. Some
known causes of intrauterine growth retardation
are genetic conditions, congenital infections, ma-
ternal malnutrition, placental abnormalities, and
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maternal ingestion of adverse substances (Snow
1998, 69).

In an attempt to improve the outcomes of in-
fants born with low birth weight, neonatal inten-
sive care units (NICUs) were established to provide
specialized care to the infant and family. The NICU
becomes the infants’ microsystem. Infants born
early and with low birth weight are at high risk for
developing chronic lung disease, intraventricular
hemorrhage, retinopathy of prematurity, and
necrotizing enterocolotis, thus requiring intensive
medical care (Als and McAnulty 1996, 21). Ad-
vances made by neonatal intensive care units have
greatly decreased the mortality rate and occur-
rence of disability for low birth weight preterm in-
fants (Als and McAnulty 1996, 21).

In addition to the necessary medical care, an in-
fant in the NICU must receive specific individual-
ized developmental care.“Neurodevelopmental care
recognizes the infant as an active participant in
their own development and supports the family in
their role as the infants’ most important nurturers”
(Als and McAnulty 1996, 21). For parents of low
birth weight infants there are many uncertainties,

including how to parent a child who is medically
fragile. Parents often do not know what kind of ex-
pectations to have if their infant is born low birth
weight and/or preterm. Infants born too small are
at risk for a number of complications during the
newborn period and early infancy; these complica-
tions can place low birth weight infants at increased
risk for developmental disabilities (Bernbaum and
Batshaw 1997, 115; Kohlhauser 2000, 442). Devel-
opmental delays in language, perception, and mo-
toric and cognitive skills, along with behavioral is-
sues, are also associated with low birth weight. As
birth weight decreases, developmental problems
often increase (Hack, Klein, and Taylor 1995, 1).
Low birth weight infants also experience more
health-related problems leading to limitations af-
fecting normal daily living (Hack, Klein, and Taylor
1995, 1), attachment issues, and social competence.
The manner in which the family and the health care
professionals bridge the multiple systems of care
has influence on the infant’s developmental and
physical outcomes.

Early developmental care along with early in-
tervention or enrichment programs are important
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in the process of monitoring development and re-
mediating delays associated with low birth weight.
Enrichment programs help families connect with
their infant by focusing on all aspects of the in-
fant’s development and encouraging them in their
role as primary caregivers. Such programs provide
parents with opportunities to share their experi-
ences with other families and increase their inter-
action techniques. Research indicates that pro-
grams that are designed with a strong family
support system along with educational curriculum
and medical follow up demonstrate improvements
in IQ scores and social skills for low birth weight
infants (Hack, Klein, and Taylor 1995, 12).

Julie C. Parker
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Macy, Icie G.
Icie G. Macy was a pioneer women scientist. She
contributed notable information on the nutritional
needs of mothers during pregnancy and lactation
and on the growth and development of children;
her work included determining the composition of
human milk. It would be of interest to know how it
came about that Icie Macy’s field of specialization
was a physiological chemistry, and more espe-
cially, what prompted her to use that training in
research for the well-being of children and their
mothers.

She was born in 1892 on a farm near Gallatin,
Missouri. Her parents wanted all of their children
to be educated, their two daughters as well as their
two sons. Icie and her sister attended Central Col-
lege for Women, where Icie majored in music.
When she learned that giving a piano recital was a
requirement for graduation in the music major,
she was distressed and shifted to an English major.
At the college, there was one course that genuinely
interested her. That course was biology, which gave
her a glimpse into science. On her graduation from
Central College for Women with a B.A. degree, she
made it known to her parents that she wished to
continue her studies and to do so in science. She
then became a student at Randolph Macon College
for Women during 1914–1915. There she had her
first course in chemistry. Her favorite teacher was
a part-time graduate student in chemistry at the
University of Chicago. This teacher encouraged
Icie to study more chemistry and to do so at the
University of Chicago. Her adviser there was the
eminent chemist, Alfred Stieglitz. After graduation

from the University of Chicago in 1916 with a B.S.
degree, she had a position at the University of Col-
orado as a teaching assistant in freshman chem-
istry. She was the first woman to teach chemistry
there. In addition to teaching, she studied for her
master of science degree in chemistry.

In her second year, something significant in Icie
Macy’s career happened. She was assigned to be an
assistant in the physiological chemistry course
under the direction of Robert C. Lewis, who had
just earned his Ph.D. degree at Yale University. He
told her that physiological chemistry and nutrition
were ideal fields for women. He encouraged her to
go to Yale to study for her doctorate, which she did.
Her adviser was Lafayette B. Mendel, whom she
called her friend and “revered” counselor. She
graduated from Yale with the Ph.D. degree in 1920.
Now that her education was complete, she ex-
pressed herself concerning the kind of work she
would like to do: to apply chemistry to the health
problems and the lives of humans.

Her career began with a yearlong service as a
biochemist in a hospital laboratory in the city of
Pittsburgh, Pennsylvania. Her chief was a man,
who treated her less well than the rest of his staff
because she was a woman. When a dinner was
given for all, she was not invited. Her next position
was at the University of California at Berkeley, in
the Department of Household Science, where she
taught food chemistry.

Then came the opportunity for the position
Macy had dreamed of having: She was invited to
develop a Nutrition Research Project at the Mer-
rill-Palmer School of Motherhood and Child De-
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velopment in Detroit, Michigan. She accepted the
offer and established the Nutrition Research Labo-
ratory of the Merrill-Palmer School. It was in full
operation at the Children’s Hospital of Michigan
when that Detroit institution was looted during
the 1924 race riots. In 1931, the program was
transferred to the Children’s Fund of Michigan, a
charitable organization promoting the well-being
of children.

The object of Macy’s research was to improve
the health and nutrition of children, beginning
with the gestation and lactation periods of moth-
erhood. At that time, the nutritional requirements
of women during reproduction had not been stud-
ied. Macy initiated a series of metabolism studies
of women during pregnancy and lactation, meas-
uring the chemical intake of nutrients in food and
the outgo in excretion. The amount retained indi-
cated the need. The findings showed that well-
nourished mothers provided for the needs of preg-
nancy and lactation and remained well.

The chemical composition of mother’s milk, the
ideal food for infants, was yet to be studied. Macy
seized upon the opportunity to study it in cooper-
ation with the Mother’s Milk Bureau of Women’s
Hospital in Detroit. Mothers who produced more
milk than their own infants needed would express
the remainder for use by the hospital, thus provid-
ing milk for Macy’s studies. Her findings provided
the information needed to create infant formula
and other foods for infants.

Another contribution of note was the study of
the need for minerals (calcium, iron, and others)
in school age children. The intake was determined
by chemical analysis of food eaten and of the ex-
cretion. Children who were undernourished re-
tained more of the nutrients in their bodies be-
cause their need was greater.

Something happened in Macy’s life aside from
her work. It was her marriage. She described the
years when she was the wife of Raymond Hoobler
as her happiest ones. She was 46 and he was 66
years old when they were married in June 1938. He
was a well-known pediatrician who had been as-
sociated with Macy in some of her research. Their
happy life together ended in June 1943 with
Hoobler’s death.

Soon after Macy had taken the position at the
Merrill-Palmer School, her nieces Christine and
Helen came to live with her. It was their mother’s
request at her death that they be cared for and ed-

ucated by Icie Macy. They were 7 and 8 years old
when they came to live with their Aunt Icie. A kind
and responsible housekeeper helped Macy make a
home for the girls. Things worked out well, and
they were happy living together.

Dr. Macy completed her professional career in
1954. She found her retirement years interesting.
Arts, music, some travel, and association with ed-
ucational and philanthropic groups were all a part
of her interest. Her life ended in January 1964.

Eva D. Wilson
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Management
In a world filled with complexity and communica-
tion overload, it can be very challenging to focus
upon the necessary information in order to set and
meet objectives. The management process tries to
make sense of information and assemble it so that
objectives can be achieved. Although management
is often identified with business, good manage-
ment can also be applied in a much wider array of
applications. There are four areas that have long
been considered the foundation of effective man-
agement. These areas are planning, organizing,
leading, and controlling. Many forms of manage-
ment will focus upon one area in particular; it is
not necessary for all four areas to be applied with
the same intensity in order for the process in-
volved to be considered management.

Planning involves setting goals and considering
the best approach to achieving them. When we set
goals, we are thinking about what it is that we
would like to achieve over time, such as a high av-
erage in a physics class in school. If we are more
specific in setting our goal, such as achieving an A
average in physics, it becomes easier to identify
when we have reached our objective. Planning also
considers the path we may have to take in order to
achieve our objective. For instance, if we know we
want to attain an A average in science, we may plan
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to finish all of the homework before each class, do
assignments on time, and study for tests.

Organizing requires us to think about how we
will manage our resources, such as time and
money, in order to attain the goals we set in plan-
ning. As part of organizing to reach our goal of
achieving an A in physics, we may establish when
and how long we will study. We may also deter-
mine whether we need more books from the li-
brary or whether we should buy some from a
bookstore. Organizing intends to establish and
quantify the actions necessary to carry out our
goals.

Leading is an essential component in manage-
ment when undertaking activities with teams or
large groups. Leading involves communicating
with and influencing other members of the group
so that everyone shares the same goal and is able
to work cooperatively toward achieving the goal. In
a team assignment, we may take a leadership role
so that we are able to have others share our goal of
attaining an A in physics. By our efforts, we may be
able to motivate our team to produce a quality
project that moves us closer to our own goal, while
satisfying the shared goals of the team.

The controlling activity in management in-
volves monitoring progress toward our goals and
checking to see if we are on track or will be able to
attain them as planned. For example, with our goal
of an A in physics, we may need to check how other
students are doing in the class to see if we are on
our way to a high mark. If most people are doing
better in their assignments and tests than we are it
may be necessary to make some changes in how
we are working toward our goal. Maybe it is neces-
sary to increase the time spent studying, or intro-
ducing some extra time reviewing the material
with a friend or tutor. The intent of the control ac-
tivity is to ensure we meet our goals.

Andrew J. Gaudes
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Maternal Deprivation
The term “maternal deprivation” describes the sit-
uation of a young child suffering prolonged physi-
cal and emotional neglect resulting from the ab-
sence of positive interpersonal relationships with
caregivers. Maternal deprivation may have long-
lasting effects on a child’s psychological and phys-
ical development. John Bowlby was the first to use
the term “maternal deprivation” in his 1951 World
Health Organization (WHO) monograph, Mater-
nal Care and Mental Health. This work led to the
development of attachment theory, which has il-
lustrated the developmental importance of parents
forming an ongoing, consistent, and healthy rela-
tionship with their children.

The term “attachment” is used to describe the
process that takes place between infants and
mothers during the first few years of life. When an
infant experiences discomfort or is in need of
something, the mother responds by soothing and
attending to the infant’s needs. In response, the in-
fant is comforted, and as this cycle is repeated dur-
ing the first few years of an infant’s life, an attach-
ment relationship develops. However, children who
have experienced severe early neglect or disrupted
relationships with their mothers may form an at-
tachment disorder or no attachment at all. These
children may have a difficult or impossible time
establishing relationships with others in the fu-
ture, including their own children.

A variety of risk factors, or experiences, are as-
sociated with maternal deprivation. However, the
consequences associated with these experiences
are not inevitable. Certain consequences of mater-
nal deprivation may apply only to children who are
unusually vulnerable, due to their genetic predis-
position or prior experiences. In addition, the
length and severity of privation may also have an
impact on whether or not a child will experience
any behavioral difficulties or have difficulties in
forming attachments with people in the future.

Reasons for Separation from Mother

Nonparental Caregiving
Previous research has shown that children receiv-
ing nonparental care, including institutional rear-
ing, family foster care, and low-quality child care,
tend to show higher rates of emotional and behav-
ioral difficulties. In nonparental care, there can be
fewer opportunities for children to form attach-
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ments with their caregivers because caregiving
may be inconsistent. Children cope well with hav-
ing numerous adults looking after them, provided
they are adequately and consistently cared for. Ad-
ditionally, it is difficult to know whether the emo-
tional and behavioral difficulties some children
develop derive from the actual nonparental care
experiences, or from genetic risk, or adverse expe-
riences prior to receiving nonparental care.

Severely Stressful Separations
The effects of parental disharmony, separation, di-
vorce, or death can be devastating for a child.
There is significant empirical evidence that pro-
longed separations, particularly when preceded or
followed by discordant and disrupted relation-
ships, may cause the child to develop emotional
and behavioral problems later in life. Parental
death and separation from the parent, as in the
case of extended hospitalization or parental sepa-
ration, should be distinguished, however, because
they involve substantially different experiences.
The immediate loss a child feels after the death of
a parent is immense. Nonetheless, if a child is able
to maintain or develop an attachment with the
surviving caregiver, long-term psychopathological
effects can be avoided. On the other hand, parental
divorce and subsequent emotional and behavioral
problems in children are not uncommon. This may
be related to the disrupted parental care some chil-
dren receive after the separation, but it is more
likely due to maternal stress, preseparation con-
flict, or general discord between parents after a
separation. The general feeling of loss a child feels
after the death or separation from a parent can be
very similar. However, it is the range of other ad-
verse experiences, more than simply the loss itself,
which causes subsequent problems in children.

Single Parenthood
Parents who rear their children without the assis-
tance and support of a coparent have an increased
risk of children with behavior problems. Single
parenthood per se may not be responsible for neg-
ative child outcomes as much as the situational
factors associated with single-parent families. Sin-
gle parents, when compared to similar married
counterparts, tend to work longer hours, face more
frequent life stressors, and receive less emotional
support. Children reared by single parents tend to
manifest more behavior problems, lower social

competence, and poorer academic performance in
their preadolescence than children whose parents
are married. Although single parents tend to expe-
rience more stress on a daily basis and receive less
emotional support, these factors tend not to im-
pact their child-rearing practices and interactions
with their child. However, the combination of fre-
quent maternal stress and emotional and parental
isolation in many single parents may directly af-
fect the child above and beyond the direct effects
of parenting behaviors.

Emily E. Beatty
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Maternal Education
Education is usually based on the number of years
of school achievement, although education also re-
flects life experience. Education is the most com-
monly used indicator of social class; the level of
education of a child’s mother correlates with the
child’s overall socioeconomic status (SES); and
maternal and paternal education are highly corre-
lated. Education is associated with many lifestyle
traits, connotes level of acquired knowledge and
cultural tastes (Liberatos, Link, and Kelsy 1988),
and is normally stable in adulthood.

Parental (particularly maternal) education has
been associated with similar parenting behaviors,
even across ethnic groups and cultures (Kelly,
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Sanchez-Hucles, and Walker 1993; Kohn 1963). For
example, maternal education is associated with
the quantity and quality of speech to children and
the nature of discipline practices used (Hoff,
Laursen, and Tardif 2002). Through this relation,
maternal education has an impact on child health
and development across a wide range of child ages
and across ethnic groups (Ramey and Ramey
1999; Sandqvist 1995; Sonnander and Classon
1999; Terrisse et al. 1998).

Maternal education is a common stand-in
measure of SES. Mothers are children’s primary
caregivers, and alternative SES measures of mater-
nal occupation or income (especially during early
childhood) are normally more variable and less
valid. Psychometrically, education is quick and easy
information to obtain, it is accurately reported, it
has established short-term reliability, and it is more
stable than occupation or income (Liberatos, Link,
and Kelsy 1988; Susser, Watson, and Hopper 1985).

Level of education has real meaning for moth-
ers and for the “human capital” (Coleman 1988)
mothers provide their children. Increases in edu-
cation improve parents’ perspectives on their lives,

enhance their own cognitive and literacy skills,
and spill over to increased feelings of mastery and
competence, in the sense that education helps par-
ents organize their lives and mobilize their re-
sources efficaciously with respect to their goals.
Education is associated with greater knowledge
about child rearing and child development, and
more years of schooling are associated with ac-
quiring skills valued in the labor market. Educa-
tion is associated with a more verbal style, and ed-
ucation places parents in a position to provide
their children with a cognitively enriched environ-
ment. It is heartening in this connection that con-
sistent increases have occurred in mothers’ educa-
tional attainments: Between 1950 and 2000, for
example, the proportion of U.S. adult women com-
pleting high school increased from 36 percent to
84 percent (National Research Council 2000).

Marc H. Bornstein

See also: Early Childhood Education; Intelligence and
Parenting; National Association for the Education of
Young Children (NAEYC); Parent Education
Programs for Immigrant Families; Parent-Child
Synchrony
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Mead, Margaret
Margaret Mead (1901–1978), the best-known an-
thropologist of the twentieth century, was famous
for her statement,“Never doubt that a small group
of thoughtful, committed citizens can change the
world.” She was a pioneer of cultural anthropology
and an influential public figure. Her early career
was devoted to exploring how cultures differen-
tially affect human development—especially
among children and adolescents—and how inter-

generational relations differ from one culture to
the next. She sought answers by conducting field-
work in a variety of cultures in the South Pacific.
She was thus the first anthropologist to study
human development in a cross-cultural perspec-
tive, prefiguring the human ecology paradigm.

Mead’s fieldwork was largely carried out during
the 1920s and 1930s. As an anthropologist she
worked with a sense of urgency to study cultures
that she felt were soon to be transformed by West-
ern influence (Mead 1972). For her, anthropology
was a calling to learn how human cultures bear on
our future. Indeed, World War II was pivotal in
terms of Western influence in the South Pacific.
Her later career was devoted in part to under-
standing those influences, and drawing lessons
from them that might better guide our way into the
future (Howard 1984).

Mead had a penchant for taking her anthropo-
logical insights to the general public, beginning
with her first book, Coming of Age in Samoa, pub-
lished in 1928. This book became a best-seller—in
fact, the best-selling anthropology book ever—
and was translated into a number of languages. Its
appeal to the public was the idea that adolescence
is shaped by cultural demands and social expecta-
tions; therefore it can be relatively stress-free if
cultural conditions are right. It also addressed ed-
ucational issues, suggesting ways the “civilized”
world might learn something from the “primitive”
one, especially on the issue of how young people
are affected when they are given greater control
over their own lives.

While the world was still reading her first
book, Mead returned to the field, to Manus Island
in New Guinea. There she studied how play and
the imaginations of younger children were shaped
by adult society. This research, published as Grow-
ing Up in New Guinea, refuted the then common
notion that “primitive” peoples are childlike. Sub-
sequently, between 1931 and 1933, Mead studied
three tribes on mainland New Guinea, finding ev-
idence that gender roles can differ dramatically
from one society to another, further evidence that
culture can be at least as important as biology in
human development. Then, in Bali from 1936
through 1939, she explored new ways of docu-
menting the connection between childbearing
and adult culture, and the way in which these are
symbolically interwoven (Intercultural Studies
Institute 2001).
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Mead’s legacy is to have taught the world about
anthropology and its appreciation of the richness
and variety of cultural forms that the human
species can create. She showed how anthropolo-
gists can interconnect various aspects of human
culture: Human development can be altered by the
latitude of choice a culture gives adolescents, food
production can be related to ritual, and politics can
be affected by art. Mead took these insights fur-
ther, speaking out on a wide range of social and
political issues: race relations, gender roles, envi-
ronmental justice, education, child rearing, and
community empowerment. By applying the knowl-
edge she brought back from the field to issues of
modern life, she showed Westerners how to learn
from those societies, by thinking differently about
themselves and the possibilities for social reform
and justice (Intercultural Studies Institute 2001).

When cut off from field research during World
War II, Mead founded the Institute for Intercul-
tural Studies, dedicated to applying anthropologi-
cal techniques to the study of contemporary cul-
tures. Mead returned to Manus in 1953 to
document the changes brought on by the World
War. New Lives for Old reported this research, of-
fering new evidence of the human capacity to di-
rect our cultural futures toward less racist, violent,
and exploitative outcomes.Her belief in that capac-
ity lay behind her famous expression: “Never
doubt that a small group of thoughtful, committed
citizens can change the world” (Intercultural Stud-
ies Institute 2001).

Over her career, Mead authored or coauthored
some forty books and numerous journal articles.
She was also a regular contributor to Redbook
magazine, offering child-rearing advice to the
public. In addition to earning her own doctorate in
the 1920s, she received twenty-eight honorary
doctorates. As a leader in her field she served as
president of the American Anthropological Associ-
ation and the American Association for the Ad-
vancement of Science. Following her death she was
awarded the Presidential Medal of Freedom. The
Institute for Intercultural Studies is still in exis-
tence, carrying on her visions of social reform
based on scientific insights (Howard 1984).

James E. Côté
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Memory
Human memory does not resemble a highly
veridical mechanical storage and retrieval device,
such as a computer hard-drive or a video camera.
Memories that seem vivid, and about whose accu-
racy in recalling an occurrence we are confident,
are in fact not necessarily accurate. Numerous
studies have shown that even emotionally intense
events may be misremembered. Consider the fol-
lowing: After the space shuttle Challenger ex-
ploded, Ulric Neisser and Neena Harsch (1992)
asked students to record the activities they were
engaged in when they heard the news. Several
years later the same students were asked again to
recall what they had been doing when they first
heard the news. They were surprisingly inaccurate.
And the same is true of witnesses to crimes, natu-
ral disasters, and the assassination of former Pres-
ident Kennedy. Such results indicate that remem-
bering is more than mechanically accessing a
stored scene in the brain and “playing it back.”
Rather, the mind actively constructs a memory,
adding information that may not have been part of
the stored experience, deleting other information
that actually was stored. Recollections may change
over time, and for this reason memory is referred
to as constructive.

Memory construction is an active process of in-
tegrating information from multiple sources.
Sources of information include perceptions (vi-
sion, hearing, etc.), internal thoughts, and interac-
tions with others. Over time, a memory can be re-
constructed as people make use of new
information, often unconsciously, to modify, con-
dense, embellish, and omit originally stored infor-
mation. Consequently, what is remembered may
contain information that differs from what was
originally encoded and stored. For example, peo-
ple’s current knowledge of the world and their ex-
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pectations can influence how they interpret a prior
experience. Further, people may fill in gaps in their
memory for a previous event using information
remembered from a recent discussion with
friends. Thus, because memory is constructive, it
is vulnerable to bias and error.

The classic demonstration of memory’s con-
structive nature was provided by the English re-
searcher Sir Frederick Bartlett in 1932. He asked
people to recall a folk story called “War of the
Ghosts” about two seal hunters who encounter a
war party in canoes and an ensuing war on a
neighboring village. For twentieth-century Eng-
lishmen the story was hard to comprehend be-
cause of its use of surreal imagery and American
Indian folk beliefs. When asked to recall the story
after varying delays, Bartlett’s participants showed
clear alterations in their memories of the story,
and the distortions grew over time. He found that
his subjects omitted details that were ambiguous
or that did not fit with their expectations, im-
ported new information to help explain incongru-
ous passages, and changed details to fit their own
general knowledge. For example, for many of the
participants, “something black came out of his
mouth” in the original story was remembered as
“he vomited” or “he frothed at the mouth,” “seal
hunting” was reported as “fishing,” and “canoe”
was changed to “boat.” Bartlett concluded that par-
ticipants unknowingly used their past experiences
to construct a coherent story, but at the cost of ac-
curacy. The inaccuracies, however, were not acci-
dental; they were guided by existing knowledge
and stereotypes.

Schema and Remembering
The term “schema” refers to a mental representa-
tion of knowledge that consists of expectations
about familiar objects, scenes, and events that we
construct through experience. For example, a
schema for “going to a restaurant” might include
expectations about the appropriate sequence of
events, such as waiting to be seated, receiving a
menu, ordering, eating, and paying the bill.
Schemata provide a processing advantage by effi-
ciently accessing past experience for present use to
allow us to anticipate and predict events in our
world. Schemata are constantly updated from in-
coming information.

When an experience occurs, our schema can
direct our attention to expected aspects of it so

that our minds are not overloaded by attending to
everything that bombards our senses. If we did not
filter out some stimuli, a trip to a restaurant would
be an overwhelming nightmare of sensory experi-
ences. But typical restaurant behavior is relatively
automatic; we do not have to work hard to remem-
ber to study the menu, to eat our entree before or-
dering dessert, or to pay the bill before leaving.
This is made easy because the appropriate se-
quence of events is schematically constructed in
our memories. For the most part, we behave rela-
tively automatically, due to the influence of
schemata. Under most conditions, schemata facili-
tate memory because they provide individuals a
context for interpreting and remembering the per-
sons, actions, objects, and relations within an ex-
perience.

Sources of Inaccuracy
Although schemata foster memory efficiency, they
can also produce inaccuracies by biasing our at-
tention, recall, and recognition. The potential neg-
ative effects of schemata on the accuracy of recall
become increasingly apparent over time, as the de-
tails of a specific experience fade and we uncon-
sciously fill in the gaps in our memory with our
current knowledge. Schematic biases are based on
stereotypes, expectations, goals, source misattri-
butions, misinformation effects, and the context of
recall, both physical and historical. The para-
graphs that follow provide a glimpse into each of
these potential sources of error.

Stereotypes
Stereotypes (or social schemata) can lead to bi-
ased memory reconstructions because they direct
us to include expected aspects of an experience in
our recollections of a particular experience, even if
those aspects were not present. For example, sup-
pose your stereotype of someone is that he is in-
credibly selfish, never sharing things, taking things
that are needed more by others. Given this stereo-
type, there is a risk that we will recollect him be-
having selfishly on a particular occasion even
though he acted uncharacteristically unselfishly. A
large body of research demonstrates that this kind
of misremembering can happen.

Expectations
The example above from Bartlett’s use of the folk
tale “War of the Ghosts” shows that during encod-
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ing and recall, expectations cause us to focus our
attention on particular details while ignoring oth-
ers. Expectations can be based on our implicit the-
ories and attitudes about the world. For example,
we consult our beliefs about how consistent our
traits are over time. Ross (1989) has shown that
people overestimate the positive effects of a learn-
ing skills program, because they believe the pro-
gram causes improvement. They therefore under-
estimate how good their study skills were before
they began the program. Similarly, we tend to
claim we voted for whichever political party we
currently belong to, even if we once voted oppo-
sitely. As a final example, Ross (1989) showed that
women’s recall of their moods during their men-
strual cycle can be biased by their expectancies
about their symptoms. In one study, women kept
daily records of their physical and emotional
symptoms over several weeks. Women who be-
lieved their periods were painful overestimated
the negative symptoms during recall.

Goals
During encoding we also filter out information de-
pending on our goal at the time. Studies show that
people attend to different details depending on
what their goal is. For example, when asked to
draw a diagram of your neighborhood for a visitor,
you might remember landmarks surrounding
your house and the location of schools and parks.
However, when drawing a diagram of your neigh-
borhood for the city planning commission, you
might suddenly remember the location of stop-
lights, mailboxes, and fire hydrants, which you pre-
viously did not recall. Finally, if your goal was to
draw a diagram for a burglar, you would no doubt
remember all sorts of other details (whether there
was a first-floor bathroom window, neighbors with
unimpeded visibility, and the like). It is quite sur-
prising how much information we have stored in
memory; when our goals demand it, much of this
information can be retrieved.

Personal goals can also influence people’s recol-
lections of events they have experienced. For in-
stance, Thomas Gilovich (1983) showed that many
gamblers persist in gambling because they recon-
struct memories of their earlier losses as occur-
rences for which they were not responsible.

Source Misattributions
Source misattribution is another mechanism un-

derlying erroneous memory reconstruction.
Source misattribution, or source monitoring error,
refers to the inability to distinguish a memory’s
true origins as a result of blending information
from multiple sources, such as information ac-
quired from witnessed events, imagined experi-
ences, and family stories. For example, a chestnut
horse swishing its tail in a pasture may be familiar
to us because we saw it on television, but we may
misattribute its familiarity to having seen it on a
walk in the country. Likewise, we may misattribute
something we heard to something we saw, or vice
versa. Debra Poole and Stephen Lindsay (2001)
have demonstrated that subtle interventions, such
as parents’ reading of a book to their child, can
lead some children to report nonexperienced but
heard-about activities as having been actually ex-
perienced. It is common to retain memories long
after we lose their source.

Misinformation
In a classic study of memory reconstruction, Eliz-
abeth Loftus, Dale Miller, and Henry Burns (1978)
showed that verbal information can later be inte-
grated into a visual memory. They presented a se-
ries of slides that depicted a red car passing
through an intersection and striking a pedestrian.
A stop sign appeared at the intersection for half of
the participants, and a yield sign appeared at the
intersection for the other half. Afterward, the ex-
perimenters gave half of the participants accurate
verbal information concerning which sign they
had seen and gave the other half inaccurate infor-
mation. During the recognition test that followed,
participants who received inaccurate information
were less accurate in recognizing which slide they
had seen than were students who received accu-
rate information. This study provided evidence
that adults can absorb misleading postevent infor-
mation and use it to recall false details about a
staged event they have witnessed. More recent
studies have shown that people also integrate mis-
leading information into events they have experi-
enced themselves. Young children, particularly
preschoolers, have been shown to incorporate sug-
gestions from others into memory (see Ceci and
Bruck 1993 for a review).

In addition, memory constructions can mingle
information from our own thoughts and imagina-
tions with reality. Remembering our third birthday
party potentially involves a construction of accu-
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rate memory traces, imagined features, details
from photographs, and stories repeated by parents
and siblings. Once these sources are integrated
into a coherent memory of the event, distinguish-
ing reality from fantasy becomes nearly impossi-
ble without corroboration.

Contexts of Recall
Inaccuracies in memory may be due to the physi-
cal, social, and historical contexts of recall. For ex-
ample, Stephen Ceci and Maggie Bruck (1993) re-
viewed evidence that children’s memory can be
altered by an interviewer’s behavior, a form of so-
cial context. To illustrate, interviewers who hold
strong beliefs about the occurrence of certain
events can influence children to provide memory
reports that are consistent with these beliefs, re-
gardless of whether or not the beliefs reflect what
was actually experienced by the child.

In a well-known example of a physical contex-
tual effect, Alan Baddeley (1990) reported that
words memorized while learners were submerged
under water were better recalled when the learners
were placed back under water than if they tried to
recall them on dry land. This suggests that context
gets encoded along with the content of a memory
trace, and therefore reinstating the original context
facilitates the retrieval of the memory.

Conclusion
Although inaccuracies based on biased encoding
and retrieval offer evidence for the constructive
nature of memory, constructive processes do not
inevitably lead to false memories. Recognizing a
sample of speech as one’s native language, recog-
nizing entities in the world as familiar, recalling
autobiographical memories, and many other daily
functions entail integrating incoming perceptual
information with knowledge already stored in the
brain, and the constructed results are typically ac-
curate enough to allow us to survive and thrive.

Communities and cultures rely on long-term
memories to glue together a coherent history and
identity. These can be constructed with the aid of
schemata, goals, expectancies, and stereotypes in
such a manner that the results are less than accu-
rate, and one social group remembers an event dif-
ferently from another.

Although the constructive nature of memory
poses risks for assessing the accuracy of a memory
report, it provides critical flexibility to human cog-

nition. This type of memory balances low-effort
automatic processes with high-effort conscious re-
call in a way that economizes our limited cognitive
resources to allow humans to experience the pres-
ent in coherence with the past.

Stephen J. Ceci
Gabrielle F. Principe

Paul B. Papierno

See also: Ceci, Stephen J.; Investigative Interviews with
Children; Real World Memory
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Menarche
Menarche is the onset of the menstrual cycle, the
biological cycle that begins with ovulation and
ends with the shedding of the inner lining of the
uterus. Menarche occurs in later puberty, typically
after the peak growth spurt and emergence of sec-
ondary sex characteristics, including start of
breast development, growth of axillary and pubic
hair, weight gain and increase in body fat, and fem-
inizing changes in body contours. Menarche sig-
nals a girl’s ability to become pregnant and is
marked by her first period, or time of menstrual
bleeding.Average age of menarche in North Amer-
ica is about 12.3 years, but it ranges from 9 years to
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17 years. The age of menarche reflects substantial
individual and cultural variation, influenced by bi-
ological and psychosocial factors (Eveleth and
Tanner 1990; Tanner 1991). Biological factors in-
clude heredity and health history (i.e., nutrition,
skeletal maturation, physical activity, weight, and
weight for height, or body mass index, BMI). Psy-
chosocial factors include family composition, so-
cioeconomic status (SES), urban versus rural envi-
ronment, and stress. Emotionally and
socioculturally, menarche constitutes a distinct
point in time for reevaluation of body image and
sexual identification. A girl’s reaction to menarche
depends on her prior knowledge or preparation for
menstruation, her perception of her timing of
menarche (whether she sees herself as early, on
time, or late), and familial and cultural attitudes
toward menstruation. In response to a girl’s new
developmental and reproductive status, family in-
teractions may also change in terms of limit set-
ting, personal responsibility, closeness, and
amount of conflict.

Western industrialized countries have observed
a secular, or generational, trend favoring early
menarche. Average age of menarche decreased ap-
proximately three months per decade and then
stabilized at about 12.3 years from the 1940s on-
ward. This secular trend was observed across eth-
nic groups (African Americans, European Ameri-
cans, Mexican Americans, and Puerto Ricans), as
well as in developing countries (e.g., China and
Japan), and was attributed to a response to im-
proved conditions of life, particularly better nutri-
tion and increased standards of living, resulting in
better health.

With an earlier age of reproductive maturity
comes a greater number of adolescent females ca-
pable of becoming pregnant, despite the transient
period of adolescent infertility (about twelve to
eighteen months beyond menarche). Teenage
pregnancy and motherhood are issues in terms of
biological and psychological consequences for the
teenage mother and her offspring in addition to
society at-large (i.e., medical care, social services,
and welfare).

Individual variation of menarcheal age is influ-
enced by a number of biological and psychosocial
factors. Biological factors include heredity and
health history. The menarcheal ages of mothers
and daughters and between sisters have been
found to be similar. Paternal genes may also influ-

ence menarcheal age. Shared environmental fac-
tors may explain or compound similarities within
families. Health history (i.e., critical bone mass,
adequate nutrition, amount of physical activity,
body weight, and BMI) also plays a pivotal role in
pubertal timing, in that heavier or larger or better-
nourished girls attain menarche earlier than
lower-weight, leaner, or poorly nourished girls.

Psychosocial factors of menarcheal timing in-
clude family composition, socioeconomic status
(SES), and stress. In families in which related
males (i.e., father, brothers, and uncles) are pres-
ent, girls tend to have later menarche. In families in
which unrelated males (e.g, stepfather) are present
or the biological father is absent, girls experience
earlier menarche. Socioeconomic status (parental
education, occupation, and income) is also
thought to influence age of menarche; however ev-
idence is inconsistent as to its exact effects (i.e.,
whether higher SES leads to accelerated or delayed
menarche), if any. Urban populations also show a
more accelerated growth rate than rural popula-
tions. Finally, stress (caused by family conflict, life
events, and psychological problems) has been
found to have additive and accelerating effects on
menarcheal age. The greater and more frequent the
family conflict (i.e., discord between parents and
between parent and child) was throughout child-
hood, the earlier the age of menarche. Stress
caused by life events (e.g., starting a new school,
death of a parent, marital separation, divorce,
change in parents’ financial status) and psycholog-
ical adjustment problems (e.g., depressive affect
and acting out) were also associated with earlier
menarche.

These same biological and psychosocial factors
may accelerate or delay menarche to an abnormal
degree. Delay is more common in highly trained
athletes (e.g., ballet dancers, cross-country skiers,
gymnasts, and runners), who engage in intense
physical exercise and diet restriction, which can
inhibit normal skeletal development and weight
gain. Other more serious and less frequent causes
of delay relate to inadequate hormone secretion or
anatomical or genetic defect.

Menarche before age 8 is referred to as preco-
cious, or early puberty. One possible cause of pre-
cocious puberty is early release and overabun-
dance of hormone secretion brought on by
abnormal functioning of endocrine gland(s), ex-
ternal sources of estrogen or estrogen-like sub-
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stances, or other medical problems (i.e., ovarian
cysts, for menarcheal age under age 6). Early pu-
berty is more common in overweight children. Se-
vere trauma, such as sexual abuse or sexual as-
sault, may also cause very early menarche.
However, in most cases of precocious puberty, no
specific cause is found.

Emotionally and socioculturally, menarche
constitutes a distinct point in time for reevaluation
of body image and sexual identity. Menarche pro-
vides stark “proof ” of physical maturity and wom-
anhood and signifies new expectations and rights
associated with the girl’s new reproductive status.
Thus, the postmenarcheal girl views herself and is
viewed by others as more sexually mature. In re-
sponse to a girl’s new developmental and repro-
ductive status, family interactions may change in
terms of limit setting, personal responsibility,
closeness, and amount of conflict. Parents may
have more mature expectations for the postmenar-
cheal girl, while she continues to assert her auton-
omy and biological sexual maturity.

In terms of initial reactions to menarche, girls’
reactions tend to be mixed and quite diverse. Pos-
itive reactions associate menarche with maturity,
womanhood, the ability to have children, and sim-
ilarity to friends. Negative reactions associate
menarche with inconvenience, physical discom-
fort, behavioral limitations, and emotional
changes. Worries relate to uncertainty and embar-
rassment. Concerns with secrecy are usually short-
lived, and symptoms (i.e., discomfort, pain, and
moodiness) are moderate.

A girl responds to menarche according to her
prior knowledge or preparation for menstruation,
age of menarche (i.e., early, on-time, or late), and
surrounding attitudes (i.e., those of her family,
school, peers, and culture) toward menstruation.
In about half of the world’s cultures, menarche is a
major religious, community, or even economic
event, marked by elaborate rituals and ceremonies.
Such cultural rituals may serve to enhance the
menarcheal experience, whereas the lack of prepa-
ration for first period may cause the menarche to
be perceived as a terrifying, negative life trauma.
Girls who feel unprepared for their first menstrua-
tion experience more negative reactions, and girls
who feel prepared experience more positive reac-
tions to menarche. In Western culture, most infor-
mation about menstruation comes from mothers
and sisters and school, and then media and peers.

Optimal preparation has been described as includ-
ing not only basic, practical knowledge about
menstrual physiology and hygiene, but also infor-
mation about not only the positive but the negative
aspects (e.g., embarrassment, messiness, and in-
convenience) to help a girl form a balanced but re-
alistic view.

Menarcheal age, whether a girl is early, on time,
or late in comparison to her peers, also affects ini-
tial reactions to menarche. Early maturers often
have less time emotionally and practically to pre-
pare, and they feel set apart from their peer group.
During a time when peer conformity reaches its
maximum, such distinction from peers may bring
about feelings of insecurity, especially since the
early maturers will stand out physically (in terms
of their height, weight, and body contours) in the
eyes of the peer group. Therefore, early maturers
tend to report more negative and less positive re-
actions to menarche than those girls who are on
time or late. Early menarche may also be linked to
several possible negative psychological effects,
such as negative attitudes toward menstruation,
more reporting of symptoms, lower self-esteem,
poor body image, and—particularly for those who
begin very early—greater experience of depres-
sive mood. The possible stress of early maturation
may also exacerbate the risk of existent problem
behavior, such as delinquency, drug and alcohol
abuse, and promiscuity. Late maturers also may
feel set apart from their peer group; however, late
maturers are more likely to be prepared, and inse-
curities diminish after menarche. However, late
maturers do ultimately reach menarche, and al-
though they may suffer from being set apart from
the group for a time, they have had time to prepare
and have attitudes and adjustment similar to those
girls who are on time.

Surrounding attitudes by family, school, peers,
and culture toward menstruation influence reac-
tions to menarche as well. Positive attitudes toward
menstruation lead to more positive evaluations of
menarche. In the West, however, menstruation
bears pervasive negative stereotypes and myths,
and it is often portrayed by school materials and
the media in Western culture as more of a hygienic
issue and less of a maturational issue. Cultural be-
liefs that menstruation is associated with need for
secrecy, physical discomfort, increased emotional-
ity, and disruption of activities and social interac-
tions are well embedded within individual percep-

484 Menarche



tions of menstruation even before menarche.
Thus, premenarcheal girls tend to hold more neg-
ative attitudes toward menstruation until they ex-
perience menarche for themselves.

Overall, there is no evidence of a broad impact
of menarche on self-concept or self-esteem. With
longer experience with menstruation, embarrass-
ment and worry decrease. Whether reactions to
menarche are positive and negative, the concur-
rent and prevailing belief is that menstruation is a
normal and natural event.

Wai-Ying Chow

See also: Adolescence in a Cultural Context; Pubertal
Development
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Mental Illness
Mental illness in the family is said to occur when
at least one member in the family is afflicted with
a mental illness, defined as an illness for which
there is no known cure and episodic but chronic in
nature. Such an illness may be covered by any one
of a number of different diagnoses. The most ob-
servable characteristic of mental illness consists in
the way an individual behaves, especially in inter-
action with others, which is usually bizarre or un-
usual. Some of the major mental illnesses include
(a) schizophrenia—disordered or fragmented
thoughts, (b) bipolar disorder—extreme highs
and lows in moods, (c) major depression—ex-
treme low mood, and (d) anxiety disorder—un-
usual preoccupation with others’ perceptions lead-
ing to phobias or compulsive behaviors.

Most mental health professionals (psychia-
trists, psychologists, social workers, psychiatric
nurses) use the same source in arriving at a diag-
nosis, the Diagnostic and Statistical Manual, DSM
IV (American Psychiatric Association 1994). Ac-
cording to this manual, mental illnesses are differ-
ent from mental retardation in that most people
with mental illnesses have average to above aver-
age intelligence and would be able to manage daily
tasks such as working, owning or renting a home,
cooking, cleaning, and raising a family except that
their illnesses keep them from being able to focus
on these activities for much of the time. On the
other hand, people with mental retardation usually
need assistance in daily tasks, mainly due to their
lower intellectual capabilities. With treatment
(medication, counseling or therapy, and for some,
group home placement). people with mental ill-
nesses can lead productive lives. For detailed in-
formation about mental illnesses, treatment ap-
proaches, and support groups, the following Web
site from the National Alliance for the Mentally Ill
(2002) is an excellent resource: http://www.nami.
org/illness/index.html.

It is estimated that 20 percent of people in the
United States experience mental illness in a given
year (U.S. Department of Health and Human Ser-
vices 1999) at a cost of more than $78.6 billion
(Rice and Miller 1996). These data do not include
people who visit a doctor for other reasons than a
mental illness and then receive medication that is
primarily prescribed for a mental illness (i.e., de-
pression or anxiety disorder). For example, a pa-
tient visits a doctor because of sleeplessness, irri-
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tability, and feelings of exhaustion. The doctor may
prescribe sleeping medication along with an anti-
depressant medication. However, the patient does
not seek mental health services to understand the
issues behind the symptoms. Why is this so? For
some, the reason lies in the negative perception
they have about mental health services and more
generally the idea of having a mental illness.

Negative stereotypes about mental illness still
exist. They range from believing that people with a
mental illness are possessed by demons all the way
to thinking that depression is just something a
person needs to snap out of. This negative percep-
tion then gets transferred to the person with the
mental illness, and the person is lead to feel guilty
about having a mental illness. To put it another
way, a stigma is attached to mental illness. In a
video entitled Conversation at the Carter Center:
Coping with the Stigma of Mental Illness (Carter
and Woodward 1996), former first lady Rosalyn
Carter defines a stigma as “a feeling of shame, em-
barrassment, and/or social isolation.” When the
stigma attached to a condition leads to being
locked out of a job, a place to live, or even a place to
receive medical treatment, it then becomes dis-
crimination. The experience of discrimination is
very real among people with a mental illness
(Goffman 1963). People have learned to fear the ill-
ness and the people suffering from it, and they dis-
criminate against them.

How did this stigma come about? The answer
lies partly in our ignorance about this kind of ill-
ness (exacerbated by the negative portrayal of
mental illness in the media) and partly in the
structure of our current health system. For exam-
ple, when one examines the medical insurance
provided by most employers, one notices a cap on
the amount paid for mental health services. How-
ever, this same boundary does not exist to the
same extent for other chronic illnesses, such as di-
abetes or heart disease. In fact, a recent Surgeon
General’s Report states, “Even for people with
health insurance, whether public or private insur-
ance, there are greater restrictions on coverage for
mental disorders than for other illnesses” (U.S. De-
partment of Health and Human Services 2001).
Because of stigma and poor mental health treat-
ment, many people are not well informed about
how to manage mental illness and are reluctant to
seek mental health treatment. It is estimated that
two-thirds of the 44 million people in the United

States with a diagnosable mental illness do not
seek treatment (U.S. Department of Health and
Human Services 1999). So what happens to the
people who are not receiving adequate mental
health treatment? For the most part, the burden of
care rests on family members and other social
service agencies (nursing homes, jails, and hospi-
tals) to assume this responsibility. Many of the
people providing care are not adequately trained
or educated about mental illness, though they try
their best to get help.

A Brief History
Prior to the late 1950s, families with mentally ill
members had easy access to care, including psychi-
atric hospitalization if deemed necessary. The per-
son with a mental illness was taken to a hospital,
evaluated by a mental health professional, and ad-
mitted for a lengthy stay, either voluntarily or invol-
untarily. Family members were discouraged from
visiting their ill relatives in the hospital (Bernheim
1989). Thus, people with a mental illness were seg-
regated from the rest of society. Profound changes
occurred in the mid-1950s that have had dramatic
effects on our society. Psychiatric hospitals began
closing as a result of three main factors: (1) im-
proved psychiatric medication—hope for a cure,(2)
changed perceptions about civil liberties for people
with a mental illness—these individuals had rights,
including a right to as much freedom as possible;
and (3) increased economic costs of running the fa-
cilities (Bachrach 1992; Sullivan 1992). The effect of
the closing of many psychiatric facilities on those
with mental illness is commonly referred to as dein-
stitutionalization. After release from the hospitals,
patients had to find places to live. Community men-
tal health centers were created to facilitate this tran-
sition. However, the planning for these centers was
often insufficient, and the demand for care far ex-
ceeded the capabilities of many of the programs of-
fered through the centers (Marsh 1992). As a result,
many people with mental illness live on our streets,
in nursing homes, in jails, and with family mem-
bers. Many individuals are not receiving the mental
health services they desperately need. Some profes-
sionals have argued that the United States needs to
seriously consider the current mental health crisis
and think of alternatives to the present living condi-
tions of many of its citizens (U.S. Department of
Health and Human Services 2001; Onaga,McKinney
and Pfaff 2000; Torrey 1997).

Mental Illness 487



Successful Community Programs
There are successful programs serving people

with mental illnesses, but they often do not receive
enough financial and political support to meet the
needs of all their constituents. E. Fuller Torrey has
written extensively about this dilemma. In his 1997
book, Out of the Shadows: Confronting America’s
Mental Illness Crisis, he describes three successful
programs that have served as models for others
and that deserve serious consideration as models
for components of any plan to restructure the cur-
rent mental health system: (1) Program in As-
sertive Community Treatment (PACT), (2) Foun-
tain House clubhouse, and (3) Fairweather Lodge
(see pages 116–119 in the book for detailed de-
scriptions of the programs). All of these programs
serve to empower people with a mental illness;
programs that follow the Fairweather Lodge model
assist individuals in finding and maintaining se-
cure employment. The following Web site provides
a description of one of the most successful lodge
programs: http://www.tasksunlimited.org.

Common Myths of Mental Illness
Not everyone will find it necessary to advocate

for changing the environmental conditions of peo-
ple with a mental illness, but there are certain mis-
conceptions about mental illness everyone can try
to correct. The following statements are a list of
myths associated with mental illness (in italics)
and then a description of how our current under-
standing dispels these myths.

1. Once a person has been diagnosed with a
mental illness, she will have the symptoms for the
rest of her life. Many people diagnosed with schiz-
ophrenia in their early adult years are finding that
later in life the symptoms of the illness, most no-
tably hallucinations, dissipate. John Nash’s story
from the movie A Beautiful Mind is one example of
this phenomenon.

2. Being diagnosed with a particular mental dis-
order/illness means that one shares all the same
symptoms with other people diagnosed with the dis-
order and that the prognosis is the same. This myth
can be harmful because it assumes that every ill-
ness has the same symptoms and prognosis in
every individual, when in fact some cases of ill-
nesses are more severe than others, just as in other
medical illnesses.

3. Rehabilitation can only be provided after sta-
bilization has occurred. Many people diagnosed

with mental illnesses benefit from treatment while
they are still in the hospital.As a matter of fact, the
best form of treatment starts soon after the initial
symptoms are displayed.

4. People with mental illnesses are only able to
work at menial jobs. There have been several fa-
mous, productive people with mental illness: Al-
bert Einstein, Vincent Van Gogh, Winston
Churchill, and Kay Redfield Jamison—professor of
psychiatry at Johns Hopkins University—are just
a few examples. Jamison (1995) has written a book
detailing her experiences with bipolar disorder.

5. Families cause mental illnesses. Families’ roles
in causing mental illness are no more profound
than for any other disease, such as cancer, heart
disease, or alcoholism. It is believed that, for many
forms of mental illness, individuals may inherit a
predisposition, but the environment may then
serve either as a buffer against the illness or as a
facilitator of those risk factors that promote the
disease (see Brown, Birley, and Wing 1972; Marsh
1992).

6. People with a mental illness are more violent
than people without a mental illness. Although
there is a slight risk in the case of people with se-
vere and persistent mental illnesses who do not
comply with taking their medication, the overall
risk is low (Swanson 1994).

Kathleen McKinney

See also: Homelessness
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Interesting Websites for more information on Mental
Illness:

U.S. Surgeon General, http://www.surgeongeneral.gov
National Institute of Mental Health Home Page,

http://www.nimh.nih.gov
Center for Mental Health Services Substance Abuse and

Mental Health Services Administration Knowledge
Exchange Network (KEN), http://www.mentalhealth.
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Mental Illness in Old Age
As the percentage of the population that is older
increases, mental health in the elderly will play an
increasingly important role in determining the
overall quality of life of our society. Among older
individuals, the two most prevalent mental health
disorders are dementia and depression (Qualls
1999). Those with depression experience an ab-
normally depressed mood, characterized by symp-
toms such as sleep disturbance, loss of energy, and
abnormal preoccupation with death. Those with
dementia experience a gradual loss of cognitive
function, such as memory and the ability to per-
form general daily tasks. This entry will outline
how a human ecological perspective can shed light
on how to prevent, treat, manage and perhaps even
reverse depression and dementia in the elderly.

Depression in Older Individuals
Although estimates of the rate of depression
among older adults vary considerably, primarily
due to differences in how studies define depres-
sion, most studies have found lower rates in the
elderly than in younger adults. These lower rates
have been attributed to several causes, including
environmental. For example, it has been speculated
that older individuals who have lived through chal-
lenging events, such as World War II and the De-
pression, are less vulnerable to psychological de-
pression. However, very few studies have examined
how the symptoms of depression in older adults
may differ from symptoms in younger adults, so it
is possible that some cases of depression in the eld-
erly are overlooked. Depression may be the most
reversible mental illness, but “without treatment,
depression in old age becomes a chronic disorder
that produces high levels of morbidity and mortal-
ity” (Anderson 2001, 13). Common treatments for
depression in older adults are electroconvulsive
therapy and antidepressant medications. The ideal
treatment, however, would involve an interdiscipli-
nary process and would include psychotherapy,
help with ameliorating the common risk factors for
depression in old age (social isolation, loneliness,
and disability), and possibly family therapy, in ad-
dition to medication (Anderson 2001).

Dementia in Older Individuals
Dementia is found in approximately 6–8 percent
of people aged 65,“with the risk doubling approx-
imately every 5 years such that about 30 percent of
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persons over age 85 are diagnosable with demen-
tia” (Qualls 1999, 309). Alzheimer’s disease (AD)
and vascular dementias, which share similar
symptoms, account for about 90 percent of the de-
mentias in the elderly. At present, the most precise
way to distinguish the two illnesses is through ex-
amining individuals’ brains: An AD brain is cov-
ered with plaques and tangles, whereas the vascu-
lar dementia brain includes tissue damaged by
strokes or bleeding (Qualls 1999). Previous ap-
proaches to managing dementia have relied solely
on medications; however, the complex nature of
dementia may require an interdisciplinary team
that includes occupational, physical, music, and
family therapists, as well as psychologists, speech
pathologists, and psychiatrists (Keough and Hueb-
ner 2000).

Preventable Risk Factors 
for Depression and Dementia
One of the risk factors for depression and demen-
tia that older individuals are particularly at risk for
is isolation, or lack of social support. Older people
are more likely to suffer from disabilities that
make it difficult for them to get out of their home.

In addition, older individuals frequently experi-
ence loss of social contacts after retirement and
the deaths of friends and family. Therefore, it is not
uncommon for older people to report that they feel
relatively isolated. Studies have shown that elderly
individuals who have smaller social networks are
more likely to be depressed or otherwise cogni-
tively impaired (Palinkas, Wingard, and Barrett-
Connor 1990; George et al. 1989). Other preventa-
ble risk factors for dementia include head injury,
low intellectual stimulation, and poor diet (Snow-
don 2001). For example, a recent study found that
eating curry is associated with lower rates of
Alzheimer’s disease, perhaps explaining the lower
rates in India compared to the United States
(Chandra et al. 2001).

What a Community Can Do
It may be possible to prevent and even reverse
these illnesses by changing the way in which com-
munities involve their elders. In a large-scale, long-
term study of nuns, the investigators found that
even though all the sisters showed age-related de-
cline in mental function, those who had been
teachers showed more moderate declines than
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those who had spent most of their lives in service-
based tasks, supporting the theory that intellectual
stimulation may guard against dementia (Snow-
don 2001). Communities can make use of such
findings by establishing intergenerational cultural
and educational centers. Encouraging older indi-
viduals to teach and take classes and engage in in-
tergenerational performing arts groups not only
facilitates mental activity, but also provides a so-
cial network to guard against isolation. Ideally the
centers would be in walking distance, close to pub-
lic transportation, or integrated into a shuttle serv-
ice to involve those who would otherwise be
housebound.

Jessica A. Brommelhoff
Becca R. Levy

See also: Friendship across the Life Span; Housing and
Older Adults; Intergenerational Programs in
Communities; Living Arrangements for Elders;
Mental Illness in the Family; Old Age, Social
Relationships in; Older Adults: Preparation for Future
Care; Suicide in Older Adults
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Mental Retardation
Mental retardation is a disorder affecting a per-
son’s ability to learn in a variety of contexts. Three
essential criteria are necessary for a diagnosis of
mental retardation (American Association on
Mental Retardation 1992; American Psychiatric
Association 2000). First, an individual must have
significant limitations in intellectual functioning,
defined by an intelligence test score of 70–75 or
below. Second, intellectual limitations must coex-
ist with deficits in adaptive behavior in two or
more of the following areas: communication, self-
care, home living, social and interpersonal skills,
community use, self-direction, health and safety,
functional academics, leisure, and work. Finally,
limitations in intellectual functioning and adap-
tive behavior must appear prior to an individual’s
eighteenth birthday.

Classification
People with mental retardation can be classified into
four overlapping levels of severity based upon their
intelligence test scores: Mild (IQ of 50–70), Moder-
ate (IQ of 35–55), Severe (IQ of 20–40) and Pro-
found (IQ below 20–25) (American Psychiatric As-
sociation 2000). They can also be classified from
higher to lower functioning by the type and inten-
sity of supports needed to function in society
(American Association on Mental Retardation
1992): (1) Intermittent (episodic, as-needed sup-
ports of high or low intensity); (2) Limited (con-
stant, but time-limited supports); (3) Extensive
(chronic long-term supports in some environments,
e.g., home or work); and (4) Pervasive (constant,
high-intensity supports across environments).

Etiology
Biological causes of mental retardation may be
hereditary (e.g., Fragile X, Down syndrome), pre-
natal (e.g., maternal drug and alcohol abuse), or
perinatal (e.g., fetal malnutrition, prematurity, hy-
poxia, trauma); or they may involve disease or in-
jury (e.g., encephalitis, meningitis, head trauma).
Psychosocial causes include malnutrition and lack
of nurturance, stimulation, or proper medical care.
The cause of mental retardation is unknown in 30
percent–40 percent of the population.

Development
The developmental course of the disorder will vary
with the level of mental retardation. People with
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mild mental retardation are often indistinguishable
from children without mental retardation during
the preschool years, and deficits in learning are
often not diagnosed until school age. During the
school years, expressive speaking skills and the
ability for spontaneous play with peers develop.
Adolescents with mild mental retardation can
achieve normal language ability and academic
functioning up to a sixth-grade level, have the same
kind of social interests as their typically developing
peers, and show similar self-directed behavior.
Adults functioning at the mild level are capable of
social and vocational skills, and though they may
need assistance when under stress, many can live
and work independently in the community.

People classified with moderate mental retar-
dation are more likely to be identified during the
preschool years because of delays in achieving de-
velopmental milestones (e.g., standing, walking).
By school age, many acquire communication skills
and can attend to personal care with some super-
vision. Individuals with moderate mental retarda-
tion typically do not progress beyond second-
grade level in academic subjects, but generally
benefit from social and occupational skills train-
ing. As adolescents, their poor socialization skills
may interfere with peer relations. Adults function-
ing at the moderate level do not commonly achieve
independent social status, but with training, many
adapt well to living in supervised community set-
tings with supports.

People classified with severe mental retardation
are most often identified in infancy or the first two
years of life, due to substantially delayed develop-
mental milestones or the presence of congenital
anomalies, or both. In early childhood, these indi-
viduals acquire little speech, often using a single
word or gesture to communicate. During the
school years, basic self-care skills such as feeding
and dressing can be achieved with training, and
some may develop language.When they reach ado-
lescence, the academic and adaptive skills of peo-
ple with severe mental retardation are similar to
those of typical 4-to-6-year-olds. As adults, they
may be capable of performing self-care skills and
simple work tasks in highly supervised settings
and adapting to community living with families or
in small group residences.

People with profound mental retardation are
usually diagnosed as infants because of evident
developmental delays and congenital anomalies.

In early childhood, there is often significant im-
pairment in sensory and motor functioning. They
typically have lifelong limited motor, self-care, and
communication skills, which may continue to im-
prove through training. Optimal development at
all stages for people functioning at this level can
only be achieved with consistent assistance in
highly structured supervised contexts.

Social-Ecological Influences
The development of people with mental retarda-
tion is largely dependent upon environmental fac-
tors such as education, appropriate supports, and
opportunities for growth. Historically, it was be-
lieved that people with mental retardation could
not learn or contribute to society, and little was
done to enhance their development. Labeled fee-
bleminded and mentally defective, they were seg-
regated from society and subjected to custodial
care in large overcrowded institutions. Their prog-
nosis was poor. Over the past thirty years, changes
in public policies and societal expectations have
lead to great strides in the treatment and educa-
tion of people with mental retardation. Deinstitu-
tionalization from congregate care facilities in the
early 1970s and recognition of the positive influ-
ence of parenting led to community living with the
family or in small-group home residences and the
strengthening of parent and teacher advocacy. In
1975, the Education of All Handicapped Children
Act (PL-94–142; retitled the Individuals with Dis-
abilities Education Act in 1990) and subsequent
amendments ensured free and appropriate educa-
tional services in the least restricted environment
for all children with mental retardation from 3
through 21 years.

Today, advanced assessment techniques facili-
tate early identification of developmental disabili-
ties, enabling infants who are days old to receive an
array of support services intended to enhance their
development to typical levels. In public schools,
many students with disabilities attend regular
classrooms, learning with peers their own age. A
willingness of the business community to employ
people with mental retardation has enabled many
adults to work and live in the community. Some are
married, raising children, and experiencing full
citizenship. With ongoing environmental opportu-
nities and supports and the evolving expectations
of those around them, the functioning of people
with mental retardation will continue to improve,
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enabling many more individuals to become more
independent and productive members of the soci-
ety in which they live.

Christine D. Cea
Celia B. Fisher

See also: Early Intervention and the Individuals with
Disabilities Education Act (IDEA)
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Merchandise Management
The American economy is noted for a wide array of
goods and services. Arguably, the American con-
sumer is more advantaged that are counterparts in
other parts of the industrialized world in having
available a range of items to purchase that vary in
price and quality. How such choices provided to
American consumers? The retail buyer is often
identified as a key position in the retail organiza-
tion because retail buyers are responsible for ensur-
ing that a retailer has the merchandise to meet the
needs of the consumers. Retail buying may be de-
fined as purchasing merchandise (also referred to
as goods, products, stock, or inventory) from man-
ufacturers to be resold to the ultimate consumer.

Buyers are responsible for purchasing one or
more categories of merchandise in a retail organi-
zation. For example, in a department store opera-
tion, categories might include men’s suits, hand-
bags, dresses, linens, infants and toddlers, shoes,
furniture, and sporting goods. Categories are
grouped together in retail organizations, and the
groupings are typically called divisions, such as
men’s wear, ladies’ accessories, home furnishings,
or children’s wear. A divisional merchandise man-
ager, who reports to the company’s general mer-
chandise manager, usually a vice president, over-
sees each division. In addition to department,
specialty, or discount stores, other concerns, such
as Internet retailers, catalog companies, television
shopping networks, fast-food restaurants, and gro-
cery stores, also need buyers.

Retail buying involves planning, inventory
management, and control. Buyers must be able to
plan merchandise budgets, as well as merchandise
assortments, and know what and how much mer-
chandise to buy. It is also essential that buyers un-
derstand their target customer. They must be
aware of evolving fashion trends, economic trends,
and consumer purchasing patterns. Several factors
affect the buyer’s job responsibilities, including
economic conditions, technological advance-
ments, governmental regulations, and competi-
tion. Retail buyers need to monitor these factors
and examine how they affect the retail environ-
ment (Bohlinger 2001).

Retail buyers generally purchase merchandise
from manufacturers referred to as vendors. There
are several ways buyers can make their purchases.
They may travel to wholesale markets such as New
York, Dallas, Chicago, Atlanta, Paris, or Hong Kong
where vendors show their merchandise in show-
rooms. Also, vendor sales representatives may
come to their office or store and show them mer-
chandise, or they may purchase from catalogs,
videos, or DVDs sent to them from vendors (Dia-
mond and Pintel 2001).

When planning their purchases, buyers must
consider the company’s merchandising policies,
such as what quality of goods are carried in the
stores, at what prices, and how much variety and
what kind of assortment the store wants to offer
the customer (Diamond and Pintel 2001). Mer-
chandise assortments are often described as deep,
narrow, broad, or shallow. Deep assortments offer
the customer many styles; narrow assortments
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offer the customer a limited number of categories.
For example, long-sleeve, crewneck, and turtle-
neck sweaters would be a deep and narrow assort-
ment of sweaters. Broad assortments offer several
categories of merchandise, and shallow assort-
ments offer a limited number of styles. For exam-
ple, a ladies’ specialty store might carry shirts,
pants, skirts, sweaters, and jackets, but they may
only offer two or three styles in each category, thus
carrying a broad and shallow assortment
(Bohlinger 2001).

Mathematical and analytical skills are also nec-
essary for retail buyers, because they have to know
how much money they have to spend on goods.
This amount is called their open-to-buy. Buyers
must also know how to calculate prices, markup
percentages, markdown percentages, stock-to-
sales ratios and stock turnover figures. Merchan-
dising mathematics consists of adding, subtract-
ing, multiplying, and dividing procedures
following various formulas. Analysis of various
numerical data is a large and critical aspect of a
buyer’s job.

Merchandise planning and buying can be an
exciting career. It is hard work, but provides re-
warding benefits like travel, directing product
trends, and providing customers with merchan-
dise to meet their needs. An educational back-
ground in merchandising, good analytical skills,
knowledge of computer applications, enthusiasm,
product knowledge, and excellent written and oral
communication skills are considered necessary for
a successful career in merchandise buying.

Leigh Southward

See also: Management
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Methods and Criteria in 
the Study of Human Ecology
Results reported from research in human ecology
and in the empirical sciences in general must meet
a number of criteria to be usable for interventions
of any sort, including preventive and curative in-
terventions. These criteria include the basic prin-
ciple that proper methods must be used when sci-
entific research is conducted. This entry discusses

both the criteria for usable research and the meth-
ods of research in the field of human ecology.

Four criteria must be met for research results to
be applicable, that is, useful in real-life applica-
tions. These criteria are that research must be (1)
reliable, (2), valid, (3) objective (Anastasi 1968),
and (4) causally firm (von Eye and Brandtstädter
1998; von Eye and Schuster 1999).

Reliability
One major reason why so much effort and so many
resources are invested in scientific research is that
statements that result from scientific research are
typically more precise than statements from
everyday observation or speculation. The degree of
precision that comes with scientific statements is
termed reliability.

There are a number of ways in which the degree
of reliability can be determined. The most fre-
quently used way is to repeat the scientific re-
search and to try to come to the same result a sec-
ond time, or even more often. If the results are
repeatedly the same, the degree of reliability is
high. If there are discrepancies, the degree of relia-
bility is low.

Although this way of determining reliability
can be useful, the method of replicating research
or assessments is of limited use in two areas of
human ecology. The first area is that of states that
naturally change relatively frequently. Examples of
such states are emotions. Emotions are known to
change from one situation to the next, in particu-
lar in children and adolescents. Therefore, if re-
peated observation of emotions does not result in
the same description or assessment, that does not
necessarily mean that the observation is unreli-
able. It can as well be a reflection of changing emo-
tions. The second area in which repeat observation
is of limited use is that of development. By defini-
tion, development changes individuals, environ-
ments, and the responses of individuals to envi-
ronments. Again, when change is the norm, repeat
observation is not the method of choice to deter-
mine reliability.

Two methods to determine the reliability of
statements are the comparison of parallel state-
ments and the method of split-half reliability. The
latter is popular as a way of assessing the reliabil-
ity of psychological tests. Tests typically consist of
a number of items each of which measures the
same behavior domain. If these items and thus the
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entire test are perfectly reliable, a respondent will
give consistent answers.As a result, the result from
one random half of the items will be the same as
the result from the other half of the items. When
that is the case, the two random halves are said to
correlate. If this correlation is high, the reliability is
also high.

The concept of parallel statements involves
using two or more parallel observations. Consider
a traffic accident. If this accident is observed by a
number of bystanders, each of the bystanders can
give her description of the accident. If the descrip-
tions correlate highly, we have a reliable rendering
of the course of events.

It should be noted that this rendering is reli-
able only in the sense that the observers agree. It

is possible that they all fell for an illusion or they
all were blinded by the sun. In these cases, one
would not challenge the reliability of the descrip-
tions. One would wonder, however, whether the
description is valid, an issue that is taken up in
the next section.

Validity
A scientific statement is valid if it indeed covers
the topic it is intended to cover. Consider a situa-
tion in which researchers are interested in verbal
performance in a group of adolescents in semi-
rural Michigan. A random sample of boys and
girls, equal in age and a number of other related
variables, such as family income, number of sib-
lings, and physical pubertal status, is assessed.
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Then, the students perform a series of verbal tasks
involving word definitions, verbal memory, alliter-
ations, and synonyms. When can we say that this
experiment validly assesses the verbal perform-
ance of the students? In order to answer the ques-
tion, we must look at both internal and external
validity.

An experiment is internally valid if its results
reflect results known from earlier studies, if they
were expected from theory, and if they are plausi-
ble. In the above study, the researchers know
about the vocabulary of the students in the ado-
lescent age bracket, they also know that the aver-
age student can remember about seven items
after a single presentation, they know that alliter-
ations first come rapidly and then very slowly,
and they also know that the ability of finding syn-
onyms correlates to an average degree with vo-
cabulary. In addition, the researchers know that
during adolescence, girls begin to outperform
boys in verbal tasks. If all this and additional
knowledge and theory available to the researchers
is confirmed in this study, the study can be
deemed internally valid.

An empirical study is externally valid or ecolog-
ically valid if its results conform to external crite-
ria one can employ to check results against. The
study on verbal performance of adolescents is ex-
ternally valid if the students with good results also
have good grades in English, perhaps also in for-
eign languages, and if the students with the good
results are also member of the literature circle and
the journalism club.

Objectivity
If the results of an experiment can be found by
only one researcher and all other researchers per-
forming the same experiment fail to reach the
same results, one wonders whether this one re-
searcher presented correct data. If, in contrast, all
researchers who use the same methods come to
the same conclusions, doubts are hard to justify.
Thus we call results objective if they are based on
observations, surveys, or experiments that are in-
dependent of such external variables as the tester,
the situation, and other possibly disturbing mar-
ginal effects. Only if results are objective, can they
also be valid and reliable. Objectivity is thus a log-
ical precondition of validity and reliability. The fol-
lowing are the three most frequently discussed
components of objectivity:

Objectivity in Regard to Administration
If the person of the experimenter or tester has no
effect on the results of a study, the study is deemed
objective in regard to administration.

Objectivity in Regard to Coding
Here, the results of coding of responses must be in-
dependent of the person who performs the coding.
This criterion is most important in what are called
field studies. These are studies in which it is impos-
sible to set experimental and well-controlled condi-
tions, and observations are therefore performed
without manipulation of events. While field studies
are often considered ecologically more valid than
controlled experiments, researchers must make
sure that they are also reliable. Objective coding is
an important way of ensuring the quality of obser-
vational, non-experimental studies.

Objectivity in Regard to Data 
Analysis and Interpretation
One would assume that data analysis is as objec-
tive as can be. When provided with the same data,
computers, and data analysis software, data ana-
lysts should always create identical results. This,
however, is not the case. Data analysts and statisti-
cians often need to make assumptions concerning
probabilities of events. If these assumptions differ,
outcomes and conclusions can differ widely.

Consider the following example (Isaac 1996). A
man is accused of having fathered a child. He dis-
putes this accusation. Now, this man has a genetic
marker that (1) occurs in the population only in 1
out of 100 cases and (2) is transmitted only by
males. The child also has this marker. In court, the
prosecution’s statisticians discuss the probability
that this man fathered the child, noting that one
does not know a priori whether the man is the fa-
ther. Therefore, one has to assume that the two a
priori possibilities father and not-father have, in
general, equal probabilities, which in this case
means pfather = pnot-father = 0.5. Based on this
assumption, the probability of this particular man
being the father of this particular child is 0.99. The
prosecution thus concludes that it is close to cer-
tain that this man has fathered the child and pro-
poses that the man pay child alimony. The defen-
dant’s statistician disputes this conclusion with the
following argument: The assumption of equal
probabilities is arbitrary. Many other men could
theoretically be the father of the child. If one as-
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sumes that, in general, the a priori probabilities of
pfather = 0.001 and pnot-father = 0.999, then the
probability that this particular man is the father of
this particular child is only 0.09, a value too low to
come to the verdict of guilty. Obviously, these two
conclusions are widely discrepant. Therefore, nei-
ther is objective.

The Causal Foundation of Research
The first three criteria have also been discussed in
other contexts than research, for instance diagnos-
tics (Anastasi 1968). The concept of causality is
uniquely a criterion of research. In particular, it is
of fundamental importance in intervention re-
search of all kinds. Therapists as well as educators,
politicians, parents, doctors, and applied re-
searchers in prevention, all need to have some
basis for believing that their interventions will
cause development and change. Without this be-
lief, their acts would would probably seem to them
futile. Because of this fundamental importance,
there exists a large body of literature on causality
in all areas of the sciences. We find philosophical
tractates, mathematical theorems, and statistical
concepts. As can be expected, the authors largely
disagree on the basic nature and definition of
causality. However, there exist three criteria that
seem generally accepted for good empirical re-
search that is based on the idea that causal
processes are at work (Bollen 1989; von Eye and
Schuster 1999).

The first of these criteria is isolation. Consider
an outcome variable, Y, that is isolated from all
possible influences that other variables might have
on it, except for the influence that variable X has on
it. Then, variable X can be called a cause of Y if a
change in X goes hand in hand with a change in Y.
In ecological research, it is virtually impossible to
completely isolate variables from all influences but
one. Experimental research in the laboratory is
one attempt at accomplishing isolation. Therefore,
researchers try to attempt to achieve reasonably
high degrees isolation in ecological research using
statistical means and repeated observations.

The second criterion is association. Variables
are typically associated or correlated if they are
causally related to each other. It is, however, well
established that association is only a necessary but
not a sufficient condition. Two variables can be as-
sociated because they both depend on a third vari-
able. Such a relationship is called spurious.

The third criterion is the direction of the causal
influence. It must be clear that one variable is the
cause of the change in the other and not the other
way around. In empirical research, the criterion of
direction has been proven elusive. Consider the fol-
lowing example. In some districts of the California
school system, teachers try to instill self-confi-
dence in students because high levels of academic
performance and high degrees of self-confidence
are known to come together. The idea is, that by in-
creasing self-confidence one would also increase
academic performance. This attempt has been
criticized, however, because the direction of the
causal effect is not clear. It might as well be that
students are self-confident in particular when and
because their performance is high.

Alexander von Eye
Eun-Young Mun

See also: Hermeneutics and Human Ecology;
Participatory Action Research; Philosophy of Human
Ecology; Qualitative Research; Quantitative Research
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Moen, Phyllis
Phyllis Moen received her B.S. in 1971 and her
M.A. (in sociology) in 1973 from the University of
North Dakota, while commuting there from a
small farm in Crookston, Minnesota, where she
and her husband Arnie raised Arabian horses and
two young daughters. Arnie’s unexpected death in
1974 meant a new life and new goals, as well as
loss. In 1978, following the completion of her Ph.D.
in sociology (with mentors Reuben Hill, Bob Leik,
and Jeylan Mortimer) at the University of Min-
nesota, Phyllis joined Cornell University as an as-
sistant professor in human development and fam-
ily studies. At Cornell, she acquired new mentors:
life course sociologist Glen Elder Jr. and develop-
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mental psychologist Urie Bronfenbrenner. Years
later (in 1992) she founded the Bronfenbrenner
Life Course Center (BLCC), testimony to the im-
portance of understanding the interplay of con-
texts with the development of lives over time. In
that same year, Moen was awarded an endowed
chair, the Ferris Family Professor of Life Course
Studies. Currently the BLCC serves as an umbrella
organization, housing the Cornell Employment
and Family Careers Institute, the Cornell Gerontol-
ogy Research Institute, and the Pathways to Life
Quality Project. The BLCC remains a vital force in
a life course, ecological framing of issues for inter-
disciplinary research, education, and outreach.

In an ambitious and far-reaching program of
research, Moen documents the diverse pathways
followed by men and women. She examines transi-
tions and trajectories extending from early stages
(young adults anticipating forming meaningful
work and family relationships) all the way to re-
tirement and life after retirement. Her ecological,
life course approach shows how individual experi-
ences occur within the confluence of structural
and cultural constraints and opportunities. Her
analyses also highlight the agentic role of individ-
uals, the ways that people plan and shape their life
courses in the face of ongoing constraints.

Within the life course perspective, Phyllis
Moen’s research highlights the importance of lives
lived in context. One such context is historical lo-
cation. For instance Moen and her colleagues, in
the late 1980s studied women’s roles and well-
being by relocating and reinterviewing women
who were first interviewed thirty years earlier (in
1956). This study highlights the importance of
civic involvement (volunteering and belonging to
clubs and organizations in the 1950s) for both
longevity and health in later adulthood (Moen,
Dempster-McClain, and Williams 1989, 1992). An-
other set of contexts involves geographic and cul-
tural location. In this case, Moen and her coau-
thors (Moen, Sweet, Townsend, and others 2001)
illustrate the power of these forces, showing that
most upstate New Yorkers define their communi-
ties and workplaces as family-friendly but see
areas for improvement.

Perhaps Phyllis Moen’s greatest contribution to
human ecology will emerge as others follow her
mandate to study the context of linked lives. Few
currently study how dual-earner couples’ careers
operate in a tandem fashion, at times operating in

synchronicity, and at other times, out of step. The
consequences of these sequential patterns can be
profound for both men’s and women’s lives.

Phyllis Moen’s research has also identified
many structural lags, obsolete templates for work
and family life, developed during the industrial
economy of the twentieth century. In an effort to
reshape policies for creating healthy work and
family lives, Moen formed the first Sloan Center
for the Study of Working Families in 1997. This
highly visible institute works as an active agent in
identifying structural leads, innovative practices
of employers, communities, and working families
that employ effective strategies of accommodating
dual-career families.

Phyllis Moen is a respected life course scholar.
She has generated substantial funding from gov-
ernment (e.g., grants from National Institutes of
Health [NIH], National Institute on Aging [NIA],
National Science Foundation [NSF], United States
Department of Agriculture [USDA], Department
of Labor [DL]) and foundations (e.g., grants from
the Alfred P. Sloan Foundation and Atlantic Philan-
thropic Services) to support ambitious research
projects studying the ecology of human develop-
ment. She is author or coauthor of six books, most
recently Social Integration in the Second Half of Life
and A Nation Divided: Diversity, Inequality, and
Community in American Society. Other books in-
clude: The State of Americans: This Generation and
Next; Examining Lives in Context: Perspectives on
the Ecology of Human Development; Women’s Two
Roles: A Contemporary Dilemma; and Working Par-
ents: Transformations in Gender Roles and Public
Policies in Sweden.

Phyllis Moen’s collective body of research also
includes numerous book chapters and scores of
peer-reviewed journal articles, all of which are in
the most coveted of journals, including The Amer-
ican Sociological Review, American Journal of Soci-
ology, The Gerontologist, Social Problems, Journal
of Marriage and the Family, Social Forces, Sociolog-
ical Quarterly, and Journal of Health and Social Be-
havior, to name but a few examples. Phyllis Moen
is also the recipient of numerous awards, includ-
ing, in 2001, the American Sociological Associa-
tion Award for Distinguished Scholarship in Aging
and the Life Course, and the Constance E. Cook
and Alice H. Cook Mentoring Award, Cornell Uni-
versity in 2000.

At present, Phyllis Moen is the Ferris Family
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Professor of Life Course Studies at Cornell Univer-
sity and professor of human development and so-
ciology. She also directs the Bronfenbrenner Life
Course Center and the Cornell Employment and
Family Careers Institute, and is co-director of the
Cornell Gerontological Research Institute. When
not writing, she relaxes and travels with her hus-
band and compadre, Richard Shore.

Stephen Sweet
Donna Dempster-McClain
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Mold and Health
Mold and mildew are common terms for micro-
scopic fungi that grow on organic materials; some
of these fungi produce spores, toxins, and other
products that can cause health problems. There are
many tens of thousands of species of fungus, and
they are ubiquitous. All that these organisms need
for growth is moisture, oxygen, and an organic
food source. In effect, fungi will grow almost any-
where as long as there is sufficient moisture. In the

larger scheme of things, fungi play a critically im-
portant role in the environment, as they break
down and recycle dead organic matter. However,
the growth of fungal molds in buildings can cause
a problem. Besides damaging building compo-
nents and contents, molds can cause health prob-
lems for occupants.

Mold spores pervade our environment. Any
surface composed of or covered with organic ma-
terial can provide a substrate for mold coloniza-
tion and growth, as long as there is sufficient mois-
ture and air. In most instances, moisture is the
limiting factor, since air and organic materials
(even in the form of thin films) are ubiquitous. The
most common indoor molds are Cladosporidium,
Penicillium, Aspergillus, and Alternaria (National
Center For Environmental Health 2001).

Several materials produced by some mold
species can cause health problems. Mold spores
are an irritant to many individuals. Those with al-
lergies may be especially affected. Fragments of
mold cells can also cause health problems; the
problems are attributed in part to poisonous
metabolites (called mycotoxins) produced by the
fungus to prevent encroachment of other compet-
ing fungi on colonized areas. (Some of these are
valuable as antibiotics; others are potent carcino-
gens.) The toxicity of these chemicals varies not
only from species to species, but may also depend
on the specific characteristics of growing condi-
tions. Besides spores and toxic cellular compo-
nents, molds also produce microbial volatile or-
ganic compounds (MVOCs). These include
xylenes, toluene, benzene, and other compounds.
These are metabolic waste products that pollute
the indoor air and account for mold’s characteris-
tic smell. In addition, some molds can cause infec-
tious diseases in humans.

The most common health effects of mold expo-
sure include irritation of the eyes, nose and throat,
breathing difficulties, skin rashes, headache, and
coughing. These symptoms are common to many
indoor pollutants. Molds can also trigger asthma
attacks in some asthmatics. More severe problems,
usually seen only in heavy occupational exposures,
may include fever and shortness of breath. Heavy
occupational exposure to mold (seen, for example,
in farmers working with moldy hay) can cause se-
vere illnesses such as organic dust toxic syndrome
(ODTS), humidifier fever, or hypersensitivity
pneumonitis. (This latter disease resembles bacte-
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rial pneumonia and is uncommon.) The elderly,
the very young, and those with compromised im-
mune systems (AIDS patients, transplant patients,
and others) are especially susceptible to the harm-
ful effects of mold exposure. This group may be at
risk of fungal infections of the lung.

Skin contact or ingestion of moldy foods can
also cause health problems. Aflatoxin is a carcino-
gen that can grow on peanuts infected with As-
pergillus flavus. Ergot alkaloids are compound
produced when rye or other grasses become in-
fected with fungi of the genus Claviceps. When
consumed in large doses, these alkaloids can cause
cramping and a form of gangrene.

One particular mold, Stachybotrys atra (also
known as S. chartarum) has gained notoriety after
a 1994 report linking its presence to pulmonary
hemorrhagic disease and death in infants. Subse-
quent investigation failed to establish a convincing
causal relationship to mold exposure (Center For
Disease Control 2000, 2–3). Nevertheless, media
reports of these events, combined with several
highly publicized incidents in which occupants of
Stachybotrys-infested homes developed neurologi-
cal impairments and other symptoms attributed
to this mold, have caused great concern among the
public about “killer mold.”

Stachybotrys chartarum is a greenish-black
slimy mold that can grow on cellulose-based ma-
terials (wood, paper, drywall, ceiling tiles, and the
like) if they remain wet for periods of days or
weeks. The mold produces a mycotoxin, tri-
cothecene, which can be extremely toxic. While
agents such as bleach can kill mold cells, the toxins
are not inactivated by bleach. Hence, cleanup of
large areas must be done with caution.

Though public concerns about this mold con-
tinue, it is the consensus of some health officials
(New York City Department of Health 2001) that
health risks are more importantly related to the
magnitude of mold exposure; the particular type
of mold involved is said to be of lesser importance.

There are a variety of ways that exposure to
mold can occur. Spores and MVOC’s are spon-
tanously released into the air. Cells and cell debris
can be released into the air during cleaning or
other mechanical disturbance. Mold growing in
ductwork or condensate trays can be distributed
by air flow. Mold and other microorganisms grow-
ing in standing water can also be dispersed into
the environment wh en the water is disturbed or

aerated. For example, mold growing in some types
of humidifiers can become airborne during opera-
tion of this equipment. Besides inhalation, skin
contact or ingestion of mold can cause adverse
health effects.

There are several analytic methods for the de-
tection of mold. Samples of the comtaminated
material (called bulk samples) may be sent to the
laboratory for analysis. Samples of the mold can
be collected, using transparent tape, and analyzed
in the laboratory. It is also possible to sample the
air for spores; using a calibrated pump, a known
volume of air is drawn through a filter, which is
analyzed in the laboratory. The first two methods
can provide information on the species of mold in
the samples. Air testing also yields quantitative
information on the number of culture-forming
units in the air sample. This is typically reported
as CFUs per cubic meter of air. It is not currently
possible to specify a concentration level that is
safe or harmful in respect to human health. How-
ever, comparison to a simultaneous outdoor air
sample can reveal the extent of mold growth
within the building.

The practicality of such tests is limited, and
primarily of value in research and legal applica-
tions or in conjunction with a medical evaluation.
It is generally believed that mold problems exten-
sive enough to cause health problems will be evi-
denced by visible mold growth or odors, and that
resources should be directed to moisture mitiga-
tion and mold cleanup. (New York City Depart-
ment of Health 2001, 7 and National Center For
Environmental Health 2001, 2).

Prevention of mold growth is a matter of con-
trolling moisture problems. Indoor humidity
should be no higher than about 40 percent to 55
percent relative humidity (National Center For En-
vironmental Health 2001) In warm weather, some
control measures include proper disposition of
rainwater, use of air conditioning or dehumidi-
fiers, exclusion of moist outdoor air, and control of
indoor moisture sources. Many of these same
measures are appropriate during the heating sea-
son as well. Insufficient building ventilation can be
another cause of high humidity levels during cool
weather. Mold growth in cooler climates is often
seen as condensation forming on cooler building
surfaces.

To solve a mold problem, one must identify and
correct the source of excess moisture, and one
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must clean up the mold. Some additional sources
of moisture problems include plumbing leaks,
rainwater intrusion, flooding, and improper con-
struction detailing. (The latter problem can result
in trapped moisture within building components.)
If there has been substantial wetting of building
materials or contents, these must be dried out as
quickly as possible. Generally, porous materials
such as wallboard and ceiling tiles that become
saturated will need to be discarded. Carpets can be
salvaged if they can be dried with in a day or so
after wetting. Hard or semiporous materials such
as wood can be salvaged., although if damage is
extensive, remediation may not be economically
practical. Prompt drying will minimize the
amount of cleaning needed.

Cleanup of small mold problems (i.e., covering
small areas, such as mold in a shower stall, or in-
volving items in storage, for example) can be ac-
complished using dilute laundry bleach (never
mix bleach and ammonia; toxic gases will result)
or commercial products made specifically for this
purpose. For materials that may be harmed by
bleach, some alternatives include rubbing alcohol
or hydrogen peroxide.

When larger mold infestations (i.e., more than
a couple of square feet) are cleaned, the potential
for serious health consequences arises for workers
as well as for occupants as the mold is disturbed.
The New York City Health Department has devel-
oped a set of guidelines concerning mold cleanup
in buildings (New York City Department of Health
2001). The guidelines emphasize the need for
worker training and personal protection, outlining
protocols for five levels of contamination. These
range from areas of 10 square feet or less, to exces-
sive contamination (100 square feet or more). The
latter cleanup should be done only by trained pro-
fessionals with extensive personal protection and
isolation of the work area from the rest of the
building. The goal of cleaning is thorough removal
of mold using detergents and dust supression
measures, followed by drying and correction of the
moisture problem. Use of bleach is not empha-
sized; while this kills spores, it does not inactivate
toxins. (Note that flooding that involves sewage or
other contaminants presents health hazards be-
yond those discussed here.)

Joseph T. Ponessa
See also: Asthma; Healthy Indoor Air; Indoor Air

Pollution
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Moral Development
Morality is a critical aspect of the social fabric of
society, regardless of historical period, nation, or
group. A fundamental controversy in moral psy-
chology is whether moral ideas are universal,
shared by all cultures and historical periods, or
whether they are relative, so that different cultures
and historical periods hold different moral values.

Moral theories seek to understand actions in
particular situations, people’s interpretations of
them, and how such actions, situations, and inter-
pretations are influenced by the larger spheres in
which they are embedded–the essence of the
human ecological approach to psychology. Al-
though different topics make use of disparate
methods of inquiry, the main lines of research in
moral psychology have remained relatively stable
over the last seventy-five years. The major topics
covered in this chapter are moral reasoning, per-
spective taking, empathy, social learning of moral
conventions, moral agency, moral self and identity,
and cross-cultural comparison.
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Historical Overview
Morality did not become an appropriate area for
scientific thinking until psychology split off from
philosophy some hundred years ago. Freud’s the-
ory (1959) that morality (the superego) arises as a
check on human impulses and aggressiveness (the
id) embodied the idea that morality is another
name for internalized societal values.

The first scientific research on morality in the
United States rested on the same assumption. Sev-
enty years ago, Hugh Hartshorne and Mark May
(1928–1930) sought to identify differences between
children with good character (internalized moral-
ity) and those with poor character. They put chil-
dren in situations where they could act honestly or
cheat, show self-control or act impulsively, and per-
form a good service or do nothing. Results revealed
that character is variable: Some of the children were
moral some of the time, but none of them were
moral in all situations. Because these results were
interpreted as meaning that there really is no such
thing as character, this series of studies deterred
American psychologists from research in the field
of moral psychology for the next thirty years.

Late in his career, B. F. Skinner (1971), the
American behaviorist, presented a theory that
morality arises from positively and negatively re-
inforcing specific behaviors that lead to adherence
to social norms and values. Rather than looking
broadly for good character as Hartshorne and May
(1929–30) did, he proposed looking for specific
contingencies.

In Switzerland, a different conception of moral-
ity was being investigated by Jean Piaget (1932). Pi-
aget studied how situations, such as playing the
game of marbles together, affected the develop-
ment of children’s judgments about rules, author-
ity, and social relationships. He argued that chil-
dren constructed their own moral ideas from
experiences rather than either internalizing them
as Freud theorized or having the moral norms of
their parents and society contingently reinforced as
Skinner proposed. Piaget’s ideas were later im-
ported to America by Lawrence Kohlberg (1964) as
the basis for his seminal research on development
of moral reasoning. Whereas Piaget’s theory de-
fined moral development as complete with the
move from heteronomous to autonomous thinking
in middle childhood; Kohlberg’s longitudinal and
cross-cultural research (Colby and Kohlberg 1987)
showed moral reasoning developing through six

stages over the life course, thus continuing to de-
velop well into adulthood.

Moral Reasoning and Moral Cognition
The study of the reasons people give to support
their views of what is right or wrong, good or bad,
and how these reasons change and become more
adequate from childhood to adulthood is the
focus of Kohlberg’s stage theory of moral reason-
ing development (1984). The entry on Lawrence
Kohlberg in this encyclopedia discusses his
grounding in moral philosophy, particularly that
of Plato, Kant, and Rawls, and lays out the as-
sumptions and definitions of the three levels and
six stages of his theory. Kohlberg sought empirical
support for one philosophical viewpoint, that
morality is universal; this theory remains the
most controversial aspect of his work. Thus, his
aims were twofold: (1) to show that individual
moral reasoning develops in the same way, al-
though the pace may differ, from childhood
through adulthood in all cultures and historical
periods; and (2) to show that the stages represent
structural features of developing perspective-tak-
ing and logics used to understand social interac-
tions (e.g., equality, equity, reciprocity).

Although Kohlberg argued that moral reason-
ing is not relative to the culture in which a human
being lives, he recognized that situations and
therefore the moral issues involved, or the content
on which moral reasoning operates, may differ.
Even on one issue such as abortion, arguments for
and against rest on different opinions or accepted
facts. However, the reasoning used by both sides to
substantiate their views, Kohlberg held, can be an-
alyzed according to the structural features of the
six stages. The method of Kohlbergian research is
individual interviewing, with a semistructured
measure eliciting responses to three or more moral
dilemmas, such as the well-known Heinz Dilemma
(Colby and Kohlberg 1987).

Kohlberg’s strong continuing influence on
moral psychology lies in (1) relating psychological
research to philosophical ideas; (2) seeing children
as actively engaged in understanding social rela-
tionships; (3) emphasizing that morality is not
primarily imposed upon children by adults; and
(4) bringing out the way the positive emotions of
empathy, sympathy, and altruism are part of the
process of perspective-taking that is key to moral
reasoning development (Turiel 1997).
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Over a thousand studies using Kohlberg’s the-
ory and his Moral Judgment Interview (MJI)
method have been conducted on moral reasoning
over the life span, cross-culturally, with regard to
sex differences, and in relation to perspective tak-
ing, personality variables, coping and defense
mechanisms, parenting practices, taking responsi-
bility, and prosocial behavior. This research was re-
viewed by James Rest (1983) and more recently by
Elliot Turiel (1997).

An important second area of Kohlberg’s work
was in moral education, which allowed examina-
tion of the ecology of moral growth. Using what
are called just community programs, established
by Kohlberg, as labs, Clark Power, Ann Higgins,
and Kohlberg (1989) examined the ecology of
moral growth. Evaluation of these and comparison
schools using the MJI and measures of school cul-
ture and individual students’ sense of responsibil-
ity showed the interplay of individual growth in
moral reasoning and behavior with positive
changes in program culture. Other colleagues,
Rest, Turiel, and Robert Selman, moved moral cog-
nition in diverse, fruitful directions.

Rest developed a paper and pencil measure of
preferences for different stage arguments related
to moral dilemmas, the Defining Issues Test (DIT),
(Rest et al. 2000). The DIT and MJI correlate simi-
larly across age groups. Analysis of the data col-
lected by Rest and his colleagues and data from
several hundred other studies over twenty-five
years shows that development on the DIT is related
to education, especially college, to kinds of careers,
and to work experience (Rest 1983). In addition,
Rest and his colleagues emphasized the roles of
perception, sensitivity, ego strength, and motiva-
tion as well as judgment in predicting moral ac-
tion, and argued that moral content and stages
should be tracked together, especially in cross-cul-
tural research (Rest et al. 2000).

Turiel (1983) focused foremost on content. He
proposed that children’s understanding of author-
ity relations and power are differentially deter-
mined by content; thus, he distinguished between
a moral domain and a social-conventional do-
main. His colleagues (see Nucci 2001) added a
third domain, personal jurisdiction. In the last
twenty years, many studies assessing the authority
of parents and other adults (e.g., teachers) and
peer authority have shown that by the ages of 9 or
10, children use distinguish between the three do-

mains when discussing social issues, that younger
children first distinguish between the moral and
conventional domains, that even fairly young chil-
dren know it is wrong to commit a moral trans-
gression (e.g., stealing or lying) even if told to do
so by a parent or adult, and that these three do-
mains are cross-culturally valid. Research is con-
ducted using structured interviews and systematic
observations. Recent work has assessed the do-
mains using an adapted paper and pencil measure
(Kuther and Higgins-D’Alessandro 2000).

Selman’s theory (1980) of the development of
interpersonal understanding explicitly lays out a
sequence in the development of perspective-tak-
ing ability, the ability that underlies moral reason-
ing. The methods used are semistructured inter-
views and analysis of transcripts of peer and
adult-child interactions. Selman and Lynn Schultz
(Selman and Schultz 1990) bootstrapped research
with clinical practice; the outcomes have been
school intervention programs on friendships and
bullying and the development of “pair therapy,” in
which a therapist helps a child who tends to attrib-
ute all problems to some deficiency in himself,
known in the field as an internalizing, or self-
changing, child and a child who tends to blame
others for problems, known as an externalizing, or
other-changing, child relate with each other, mod-
erate their extreme styles, achieve better interper-
sonal understanding, and ameliorate their emo-
tional problems.

Empathy, Perspective Taking,
and Prosocial Behavior
Martin Hoffman (1991) and Nancy Eisenberg
(2000) have argued that the development of empa-
thy is primary and underlies perspective taking
and moral judgment. Empathetic arousal may be a
hardwired tendency in infants. Newborns show
evidence of emotional sensitivity to the distress of
other infants. Infants often initiate exchange of
emotional cues with adults. In young children, em-
pathy may be developed through social referenc-
ing, or use of parents and other adults as guides for
how to react. The tacit understanding that the
emotional displays of others convey information
important to the child underlies social referencing
(Bretherton et al. 1986).

According to Hoffman (1991), three mecha-
nisms support the development of empathy. First,
for infants, the distress of others is not separate
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from self-distress. Second, young children often
mimic the expressive cues of another. Third, con-
ditioning causes the child to feel empathy through
association with her own past experiences of pain
or discomfort. Hoffman suggested that empathy is
an evolutionarily favored capability, and that well-
developed empathic responses motivate moral
behavior.

Prosocial inclinations (e.g., sharing toys, ex-
pressing sympathy, and the like) are displayed
from early childhood (Lapsley 1996). Prosocial be-
havior may be motivated either by self-oriented
egoistic desires (especially in children) or by
other-oriented moral values or principles (Eisen-
berg 2000). Prosocial behavior increases with age,
with the greatest change occurring between child-
hood and early adolescence (Pubertal changes
may increase prosocial behavior, as well as the
more researched adolescent characteristics of ag-
gressiveness, irritability, and mood swings (Fabes
et al. 1999).

Emotions of Moral Evaluation
Some psychologists have argued that the negative
emotions are the core of morality and essential for
moral learning, the development of conscience,
and the maintenance of societal values. This re-
search has focused mostly on the emotions of guilt
and shame.

Guilt and shame are regarded as “self-con-
scious” emotions, because a self-evaluative compo-
nent is fundamental. Tamara Ferguson and Hedde
Stegge (1998) defined the primary difference be-
tween guilt and shame as the degree of focus on the
self, with guilt generally focused on specific aspects
of one’s behavior and shame generating a condem-
nation of one’s entire self. Tangney (1998) found
that guilt and shame were differentially related to
empathy. Guilt had a positive association with
adults’ self-reported empathic responsiveness,
while shame was associated with personal distress,
similar to a young child’s crying in mimicry of an-
other’s distress. Kochanska (1991) used guilt as one
measure of the extent to which children have devel-
oped a sense of conscience. She found that mater-
nal child-rearing and socialization behaviors used
with toddlers predicted the toddlers’ internaliza-
tion or sense of conscience when measured six
years later, as 8–10-year-olds.

Paul Rozin, Jonathan Haidt, and Clark Mc-
Cauley (2000) have described disgust as an emo-

tion that influences moral evaluations. In their
view, disgust has undergone an evolution driven
by changes in culture over the course of human
history from a reaction that originally protected
the body from poison through oral rejection of
food to a protective force against violations of the
body, soul, and social order. Moral disgust, the
most evolved stage, is hypothesized to motivate so-
cial behavior and opinions through the same phys-
iological rejection mechanism.

Social Learning of Morality
Social learning occurs by watching and imitating
other people. This form of modeling has been
shown to promote altruistic behavior, generosity,
and resistance to temptation to violate moral
codes. The effects of modeling are robust and
durable over time, and are enhanced when the
model is powerful in the eyes of the child and
when the modeled action is practiced (Lapsley
1996).

Behavioral modeling can take place through di-
rect contact with others or through more indirect
routes, such as television viewing. Paik (1995) con-
ducted a meta-analysis of studies linking prosocial
television messages to altruistic behavior as meas-
ured in lab experiments, field experiments, and
survey studies. There was a strong link between
modeled altruistic behaviors in all TV program
formats and children’s observed altruistic behav-
iors. The final report of an American Psychological
Association task force concluded that prosocial
values in television programming can be under-
stood and applied by viewers; however, the rela-
tionship between television content and either
prosocial or antisocial behavior seems to also de-
pend upon cognitive and personality characteris-
tics of the viewer (Huston et al. 1992).

Social Learning and Self-Regulation;
Social Cognition and Moral Identity
Recent social learning theory posits that self-regu-
latory processes such as self-censure, self-con-
demnation, self-respect, and self-satisfaction gov-
ern transgressive and prosocial conduct. Albert
Bandura and his colleagues (2001) found that an
individual’s perceived academic efficacy, social ef-
ficacy, and self-regulatory efficacy influenced
prosocial behavior and also efforts not to harm by
fostering adherence to moral self-sanctions and by
dismissing social pressures.
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The social cognition approach focuses on how
people develop a moral identity through investiga-
tion of their social experiences and personal
dilemmas. Examples of this growing area include
studies in aging (e.g., Pratt et al. 1991), and in
youth (e.g.,Walker et al. 1995). Daniel Hart, Robert
Atkins, and Debra Ford (1998) defined moral
identity, developing during adolescence, as a self-
aware processing of one’s social experiences and
choices, especially prosocial voluntary behaviors.
Anne Colby and William Damon’s study of adult
moral exemplars (1992) showed their moral activ-
ities were grounded in empathy and perspective
taking in relation to specific less fortunate groups
and in seeing themselves as capable of helping,
and thus responsible to help. Highlighting the role
of specific environments, Ann Higgins-D’Alessan-
dro (in press) has analyzed how responsibilities of
teaching related to teachers’ moral reasoning and
to their positive attitudes and behaviors toward
their students.

Both social learning and social cognition theo-
ries emphasize that the self, acting in specific situ-
ations, is the bridge to understanding the relation-
ship between moral reasoning and moral
behavior. Focusing on situational influences on
morality raises the issues of moral relativism and
moral universalism, Kohlberg’s (1984) starting
point, and that brings us to the next topic.

Cross-Cultural Research
Moral relativism argues that within any culture,
during any time period, there is some consensus
about which activities are morally acceptable and
which activities transgress against moral statutes,
but that these moral attitudes change over time
and are different in different societies. The
processes that govern both stability and change in
cultural morality have been the purview of sociol-
ogists and political scientists as well as psycholo-
gists. For example, sociologist Robert Bellah and
his colleagues (1985) and psychologist Elliot Turiel
(2002) examined American culture and found
consistency in commitment to community and to
shared values over our history, rather than the
moral decline the commonly accepted stereotype
suggests.

Based on cross-cultural research, Richard
Shweder and his colleagues (1997) suggested that
three important codes of ethics underlie the
morality of most cultures: The ethics of commu-

nity (duty, hierarchy, role), the ethics of autonomy
(individual rights and justice), and the ethics of
divinity (the self as a spiritual entity and the need
to protect the sanctity of body and soul).

Many psychologists now argue that emotions
help people to distinguish the moral features of
specific contexts, thus universalizing their role in
morality (Eisenberg 2000). Moreover, Turiel’s
summary of research (1997) concluded that both
across and within cultures, as within individuals,
there exists a limited range of moral values, specif-
ically justice, rights, community, and welfare, sup-
porting the universality of morality; however,
many studies have also supported individual,
situational, and cultural differences in prioritiz-
ing and utilizing these moral values, norms, and
principles.

Ann Higgins-D’Alessandro
Christine Pafford

See also: Bandura, Albert; Empathy; Kohlberg,
Lawrence; Self-Efficacy
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Morris, Earl
Earl W. Morris is a leader in the development of a
theoretical model of housing adjustment by
households. This model has been used by housing
researchers to analyze household decision making
around housing issues. He is coauthor, with Mary
Winter, of the book Housing, Family, and Society
(1978), which has had a major influence on hous-
ing research in home economics.

The model proposed by Morris and Winter
brings a sociological perspective to the study of
household decisions. In short, the theory of house-
hold housing adjustment proposes that housing
satisfaction is dependent on the attainment of
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housing conditions congruent with cultural and
family norms. Households that are dissatisfied
with their housing conditions and are not con-
strained by such things as lack of resources or
poor management skills will adjust their housing
conditions based on norms. The norms proposed
and tested by Morris and others include tenure,
bedroom need, structure type, quality, expendi-
ture, space, and neighborhood. The norm for bed-
room need, developed by Morris and Peter Glad-
hart, is defined in terms of the age, sex, and
marital status of individuals living in a dwelling
unit. The bedroom need norm has the greatest de-
gree of delineation among the norms described. A
household with fewer than the normative number
of bedrooms is theorized to have a deficit and will
make a housing adjustment, such as moving or
adapting the current residence, unless constrained
by resources both internal and external to the
household.

Morris,Winter, and many of their graduate stu-
dents, as well as other researchers have used path
analysis to assess the relationship between hous-
ing norms, household constraints, housing satis-
faction, and housing adjustment. Much of the ini-
tial testing of the model was done during the
1970s and 1980s. During the 1980s, the model was
expanded to include environmental conditions
such as water usage, energy usage, and indoor air
quality.

Morris was born in 1922 in Michigan. He re-
ceived the B.A. degree from Western Michigan
University in 1960, with a major in social science;
the M.A. degree from Western Michigan University
in 1963, with a major in sociology; and the Ph.D.
from Cornell University in 1969, with a major in
demography-ecology. His professional academic
career after receiving the Ph.D. included teaching
and research at Cornell University (1968–1972),
Kansas State University (1972–1973), Iowa State
University (1973–1988), and the University of
Minnesota until his retirement in 1996. From 1991
to 1995, he was professor and department head in
the Department of Design, Housing, and Apparel
at the University of Minnesota. He is currently pro-
fessor emeritus at the University of Minnesota and
affiliate professor at Iowa State University.

Morris was principal investigator or coinvesti-
gator of numerous research projects, many with
Mary Winter. These projects included interna-
tional work in Honduras, Guatemala, Puerto Rico,

Bolivia, Peru, Poland, Korea, and Mexico, as well as
investigations of household housing decisions on
many issues in the United States. Funders included
the United States Agency for International Devel-
opment (USAID), the National Science Founda-
tion, AARP, the Andrus Foundation, various state
agencies, and the Iowa Agricultural and Home
Economics Experiment Station.

He has been editor of Housing and Society, the
research journal of the American Association of
Housing Educators, copy editor of the Journal of
Interior Design Education and Research, and coed-
itor of Social Science Research on Housing. Dr. Mor-
ris has also served as a sworn deputy data analyst
for the U.S. Census Bureau and an external asses-
sor for Universiti Pertanian in Malaysia. He was a
member of the board of directors for the American
Association of Housing Educators for several
years.

Dr. Morris is a prolific writer, with thirty-three
books, monographs or book chapters; fifty refer-
eed publications; and seventy-eight papers pre-
sented at conferences. He supervised sixteen Ph.D.
dissertations and thirty-one M.S. theses. The book
Housing, Family, and Society, was the most often
cited publication in articles published in Housing
and Society during the 1980s.

His awards and honors include the Interna-
tional Honorary for Leadership in University
Apartment Communities (1998), the Educational
Leadership Award in the College of Human Ecol-
ogy at the University of Minnesota (1995), the Dis-
tinguished Service Award from the American As-
sociation of Housing Educators (1990), the Award
for Outstanding Contribution to Research from the
Association of College and University Housing Of-
ficers (1990), the Distinguished Lecturer at Baylor
University (1987), and the Research Excellence
Award from the College of Home Economics at
Iowa State University (1986).

Marilyn Bode
See also: Housing
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Music
Music has been a valued part of life throughout
human history. Nevertheless, much about it re-
mains poorly understood. Today music is receiv-
ing an intense scientific examination that is both
relevant to and capable of profiting from the devel-
oping study of human ecology.

First, ecology studies the interrelationships be-
tween organisms and their environment. Music
helps us to see that in their ecology humans inter-
act with environment dynamically, not only adapt-
ing to the world, but also adapting the world to
themselves. That humans have consistently devel-
oped a world to live in that contains music thus
must imply important human values. But what
values? For the very reason that these values are
still not fully understood, music can point us to
things about ourselves, our needs, and our ecology
that we do not appreciate sufficiently. What it can
show includes the importance to our ecology of
sound, individual and social emotions, develop-
ment of structure and form, the need to make
sense of the world, creative activity, and assess-
ment of beauty.

Second, music is often discussed, still, as if it
were something outside ourselves that humans
construct and then observe. But music is developed
in our minds from sounds that pass by and then
are gone. Ecological models consider experience,
including musical experience, as arising through
interaction between the environment and the indi-
vidual. The need and value for this perspective may
be especially well illustrated and developed for
thinking about music. Brain research technology is
reaching a point where conscious human subjects
listening to or making music can be studied exper-
imentally to test and further develop the ways of
thinking about music discussed here.

Third, current research is beginning to examine
new opportunities for music within human ecol-
ogy. Because of their love for music, many children
and adults will, for example, work hard to develop
the broad array of mental capabilities called upon
by musical skill. There is now initial evidence for
cross-connections that allow learning and devel-
opment of musical skill to affect other areas of
cognitive and social/emotional skill as well. Thus

the broad human love for music may increasingly
be linked to new methods affecting broader learn-
ing and development.

The human love of music and its ecology de-
serve continuing investigation. More than 2000
years ago, Plato, in his Republic, warned that music
had effects too important to ignore. Whether seri-
ous or ironic, his specific suggestions for music il-
lustrate great respect. Music has been used to em-
phasize similarities, but also differences, build
emotions of peace, but also of war, both to limit and
sometimes to greatly stretch the mind and spirit.
Music has the potential to be a rich contributor to
our developing ecology, but it will continue to be
what we, in our developing humanity, make of it.

Music as Experience
We may talk of “making music” or “listening to
music” as if music were a “thing” outside of our-
selves to construct or observe. But the great Amer-
ican philosopher John Dewey (Dewey 1932) intro-
duced the very important idea that music is not a
type of thing, but rather a type of experience.
Sound is integral to music (at least, music without
sound is beyond the present discussion), but it is
we, as listeners, performers, or composers, who
have musical experiences. Human ecology can
help us to further develop the idea of music as ex-
perience by illuminating how musical experience
arises as an interaction between sound and activ-
ity in the mind of the individual having the expe-
rience. If this seems strange, consider a person
who does not understand Chinese listening to
someone possibly speaking Chinese. The listener
will hear sound, but cannot think of it as being the
Chinese language unless she has a thought frame-
work for treating it as Chinese language. Thus the
difference between hearing the sound as sound
and hearing it as Chinese language arises both
from the sound itself (which might be spoken Chi-
nese) and in the listener (who might be able to un-
derstand it as Chinese), and through the interac-
tion between sound and mind. The claim here for
music is analogous: Sound develops into an expe-
rience of music as the mind treats it as music.

Sound
Music, Dewey (1932) reminds us, illustrates how
important sound is to our human ecology. Sound
signaling change warns of foe or prepares for
friend. We communicate richly emotionally and
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verbally through sound. We often analyze what we
hear for meaning that is not immediately appar-
ent. Depending so much on thinking, processing of
sound can have valued intimacy, richness, and pri-
vacy. The freedom of telephone conversations, the
power of radio dramas, the richness of our inter-
actions with music all illustrate our intimate
human relationships with sound.

Emotion
The strong connections between musical experi-
ence and emotions are very obvious but still very
poorly understood. Music can amplify joy at a
wedding, reduce grief and add comfort at a fu-
neral, reduce the tedium of monotonous work, re-
fresh and entertain after the hard day. Without
words, or sometimes through collaboration with
words, music can provide deep, rich emotional ex-
periences that we treasure.What we may now even
take for granted must have seemed almost magi-
cal, or indeed magical, throughout much of
music’s history.

Music helps us to appreciate the importance of
emotion to our ecology. To disparage emotional

thinking ignores the critical importance of emo-
tion (Fischer and Bidell 1998) to the texture and
regulation of our lives. Emotions help us to deal
with difficulty but also guard and celebrate our
need for rest. They influence us toward benefit,
and away from harm. They are central to our com-
plex social behaviors and interactions.

Music’s interactions with emotion thus address
an area of enormous importance. And music can
inform us, can illuminate how richly, subtly, dra-
matically emotions can shift, how they can balance
and integrate pushes and pulls in many directions.

Structure and Form
A characteristic feature of most musical experi-
ences is their complex involvement with structure
and form (for detail, see Sadie 1980). Musical
sounds of a particular composition, for example,
are usually limited in very specific ways. Most
compositions are built upon musical scales that
define discrete acceptable musical pitches through
their interrelationships with one another. The
arrangement of musical sounds in time (Gardiner
2002) typically involves rhythmic structures that
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influence when specific sounds may or may not
occur, and how long they last. Melody concerns the
arrangement of musical pitches in time, harmony
the interrelationships of sounds occurring to-
gether or overlapping in time, counterpoint the in-
terrelationships among melodies overlapping in
time. Larger structural forms are then built from
such elements (Rattner 1977; Einstein 1954; Sadie
1980). A musical experience can involve an in-
stant, a few moments, or many hours of time.

Music reminds us that what mankind adds to
its ecology is very often based upon highly devel-
oped structures and forms. Mathematics, verbal
and written languages, architecture, organization
of cities and of countries—all these are other fa-
miliar examples. We will further consider why this
may be shortly.

God and Man
Throughout human history music has been used
within religious worship. Why? Music through its
connections to emotion can address religious ex-
perience in ways that go beyond words alone. And
we have noted the sense of magical power that
music must often have created. Another important
connection to religion may be related to an idea
developed in some detail by the Greek Pythagoras
and his followers more than two thousand years
ago, and often considered since then. The essential
point is that the qualities within music to which we
respond are not distinct from, but rather are re-
flections of more general characteristics of the
world in which we live. Music, then, can help us to
experience our connection to the world, and to
how it is organized. Erich Fromm (e.g., 1964),
among others, emphasizes the human need to un-
derstand connection to and reduce isolation from
the world as an important foundation for the de-
velopment of religion.

A further, though related, connection concerns
creation. However the world in which mankind
finds itself may have been created, human beings
must from the beginning have noticed their own
creative capabilities, and honored them. Music is a
persistent example of a product of human creation
that, once it was discovered and further developed,
improved the lives and world in which people
lived. That people could create music must have
been and should still be considered marvelous. It
does not seem implausible that many may have re-
flected that some of the deeper mysteries of the

world’s creation might become clearer by looking
at the mystery of creation that music embodies.

Creative Activities and Musical Experience
The ecological theory of musical experience intro-
duced here implies that creative activity is criti-
cally important to all types of musical experience.
Ecological modeling helps us to face this directly.
Much remains poorly understood about how we
carry out creative activity. Music offers excellent
opportunities to study creative activity in use, and
in so doing, to advance not only the understanding
of musical experience, but also the more general
understanding of human creativity.

We would all agree that a composer who creates
a musical composition is creating something. But
what of performer, and listener? Consider first a
performer. Whatever the help from memory of
previous learning and prior rehearsals of the
music, and, if available, from notation of written
music being read that presents central aspects of
the composer’s intentions, the activity and experi-
ence of performing music is uniquely developed
each time it occurs. A good performer must pre-
pare, but also go beyond what is rehearsed: A
teacher told me that French conductors are trained
to never let an orchestra fully achieve performance
in rehearsal, because the players will give their best
performance only once. Musically meaningful per-
formance has a special quality familiar to most
performers and often reported, of not feeling fully
in charge, but, rather, of both influencing and
being influenced within a dialogue with musical
experience being created and developing. Jazz mu-
sicians are often especially aware of this quality.

Next, consider the listener. Since musical expe-
riences take place over time, mental methods of
dealing with time are part of every musical experi-
ence (Gardiner 2002). The listener, as an example,
must typically deal with sounds staying at the ear
for only an instant. To build a musical experience,
the listener must blend the moment-to-moment
sound inputs with memory of prior and anticipa-
tion of future sounds, perhaps integrating other
relevant memories and anticipations as well.

That the brain must assemble a musical experi-
ence presents a fresh perspective on musical struc-
ture and form. Structure within the music both in-
fluences and assists the brain’s assembly task. For
example, structuring can work with expectation,
helping the mind to extrapolate between samples,
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and thus cooperate with the music to build experi-
ences involving tensions and resolutions of expec-
tation, including special experiences, such as syn-
copation, that depend on expectations not being
fulfilled as anticipated.

Verbal speech faces similar constructional
problems in developing an experience of language
and linguistic meaning from the speech-carrying
sounds that reach the ear. Here again the complex
structuring within language, in some ways similar,
in some ways different from that of music, may
very well be integral to the success the brain can
achieve in assembling the experience.

Like the performer, the listener is carrying out
something like a dialogue with the developing expe-
rience that he assembles and creates. The sound
and development within the mind interact. Some-
thing unexpected, or seeming especially beautiful,
or perhaps unattractive can change the flow of emo-
tion and the qualities of the musical experience.

The composer, even at the highest levels of cre-
ative activity, also again interacts with other influ-
ences, as well as with the musical experience that
is being developed. Prior learning, prior composi-
tional stages, current experience, and desires can
all have their influence. The composer must be
performer and listener when necessary, even if
partially or entirely within the mind. And the in-
teraction with the musical composition again has
a quality akin to dialogue, now dialogue with an
experience that increasingly appears to take on life
of its own. In a different context, Robert Frost cap-
tured this quality aptly when he observed that he
could hardly wait to finish writing a poem so that
he could find out what it was about.

Given the complexity of creative assembly the
brain must do to construct music experience, it
seems very remarkable and important that almost
all of us, trained or not, respond powerfully to
music. This implies that music must have a strong
foundation in our biology. Indeed, we are already
born with complex capabilities for transforming
and analyzing sounds through ears, eardrums,
basilar membrane transducers, and the brain. By
three months, and perhaps earlier, babies can dis-
tinguish the musical qualities of consonance and
dissonance between sounds. Rhythm is central to
so many activities in addition to music that it
seems part of our basic design. But, as with all
areas of skill (Fischer 1980), we can develop musi-
cally from these foundations.

The very existence of music not only illustrates
but also celebrates the importance of creative ac-
tivity to human ecology. Mozart and Beethoven
and Miles Davis stand on the shoulders of individ-
uals who first noticed acts that could produce in-
teresting sound, and then explored further. Primi-
tive flutes are found in the oldest archeological
sites, and drumming probably preceded the use of
instruments (Einstein 1954). How much further
human curiosity has pushed music from such be-
ginnings! Melody from rhythm, fugue from
melody, four-hour composition from music of a
few moments. How can any of this be explained
without taking into account human urges to ex-
plore and create?

Beauty
Music, like other arts, is often thought to involve
beauty, though exactly how it does so has been
discussed and debated for centuries. Human ecol-
ogy can provide a fresh perspective on this discus-
sion. If we think of beauty as extreme attractive-
ness, a connection to ecology and ethology
becomes apparent, since the ability to attract oth-
ers can be very important among animals, a fact
seen especially clearly in reproductive behavior.
We notice beauty in many types of animals. This
can suggest that our and their judgments of
beauty may have important similarities, and that
we may already be born sensitive to certain attrib-
utes of beauty. On the other hand, musical history
shows that tastes for what is considered beautiful
can also be strongly influenced by other factors,
which include cultural development, learning, and
prior experience.

Our personal musical experiences usually in-
volve beauty. We judge and react to beauty in what
we hear, we try, at our best, to play as beautifully as
we can, and when composing, we presumably cre-
ate in part for beauty. Such considerations of
beauty may, however, be so integrated with the
musical experience that we may be fully aware of
their influence only after the experience, in retro-
spection.

Differences among individuals in consideration
of beauty can be important to musical history. J. S.
Bach composed music that today we can experi-
ence as exceptionally beautiful, but many of his lis-
teners and possibly even some who performed his
music may have experienced it very differently, re-
flecting different tastes concerning beauty in
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music that had begun to develop culturally at that
time. Such differences in dealing with beauty
could have affected the quality of performances
and, still more, the enjoyment of the listeners, and
can help to explain why Bach’s music fell into ob-
scurity for almost a century after his death. But the
reawakened admiration for this music in later cen-
turies implies that not only cultural influences are
at work, that a more general sense of beauty in-
forms our judgments.

How cultural influences and the fundamental
qualities of beauty interact in forming the judg-
ment that something is beautiful remains an im-
portant area for further investigation. Music may
also illustrate something more generally impor-
tant to our ecology: that to us considerations of
beauty and creative activity may often be inti-
mately interrelated.

Current Areas of Research
Today research testing against alternatives and
further developing the ecological models and the-
ory introduced here can include brain research
with mentally active subjects during musical expe-
riences. Human brain activity can be studied
through methods that include analysis of electrical
activity from the brain recorded at the scalp (the
Electroencephalogram, or EEG) and of blood flow
to the brain (through positron emission tomogra-
phy, or PET scans, and functional magnetic reso-
nance imaging, or FMRI). Computer methods that
are essential for such studies already exist and
continue to be further developed.

Current investigation of music already includes
significant attention to possibly broadened uses of
music and other arts within education (Scripp
2001; Weinberger 2000; Fiske 2000). The focus of
this entry is of course on music (Scripp 2001), and
within music we focus here on interactions be-
tween musical and broader learning and develop-
ment (Gardiner 2001; Bamberger 2001). As chil-
dren or adults develop musical skill, this
development may also influence their learning and
development more broadly. Why?

The author of this entry (Gardiner 2001) has
proposed that the interactions between musical
and other learning being studied have to do with
how learning of skill takes place in the brain. There
is considerable evidence that the development of
every type of human skill goes through stages
(Fischer 1980; Fischer and Bidell 1998).As a skill is

learned and developed, the brain of the learner
must develop, redevelop, refine, and further refine
methods involved in that skill. To learn a verbal
language, for example, as we learn words, mean-
ings, and grammar, our brain must be developing
and refining ways to store and retrieve words, and
build them into grammatically correct and mean-
ingful language.

Different skills can have some demands in
common. Thus as we improve capabilities for at-
tending, organizing, learning to learn, or we be-
come more confident in our ability to learn a diffi-
cult skill, all such improvements can help us to
improve in all types of skill if general problems in
these areas are holding us back. But skills can also
differ in important details. That one has learned to
read at a particular level does not automatically
mean that one can now immediately do math, or
play the piano at the same level, until one has also
learned the skills special to math and piano at this
level.

On the other hand, between some skills a more
direct interaction seems to be taking place. For ex-
ample, studies in elementary students showed evi-
dence that capabilities for learning to sing on pitch
influenced and improved progress in math, while
not affecting reading as strongly (Gardiner et al.
1996; Gardiner 2001). Such selectivity in cross-
connections within learning can suggest similari-
ties in the brain mechanisms addressing these
quite different areas of thinking. Selectivity in
cross-connections within learning are not easy to
explain in other ways, but a lot of work remains to
further test and establish this proposed explana-
tion more firmly.

With the richness of thinking that music in-
volves, it can provide a useful opportunity to fur-
ther study cross-connections within learning.
Whereas learning involving musical pitch in
singing can be more closely related to learning of
math than to reading, other aspects of musical
learning have been found more closely related to
learning of reading than math, and still other
types of musical learning can have more general
influence. The types of interactions and cross-con-
nections within learning appear to depend both on
the nature of skills and on how such skills are
taught as part of the whole curriculum (Gardiner
and Scripp 2002; Bamberger 2001; Scripp 2001).
As might be expected from the nature of music,
cross-connections from music appear to affect not
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only cognitive but also social/emotional learning
and development (Gardiner 2001). Moreover, both
the developing theory and developing evidence
suggest influence in both directions between two
cross-connected areas of skill (Gardiner and
Scripp 2002), possibly accelerating learning in
both areas.

Research is addressing both theory and appli-
cations at this time. That the efforts devoted to dif-
ferent areas of skill can aid one another may seem
almost like having one’s cake and eating it too, but
perhaps it only seems this way because we are so
used to thinking of learning as involving either
specific or very global components of skills. Be-
tween these extremes lies the possibility of more
specific, focused interactions within skill learning.
These possibilities are ones that music has helped
to illuminate, and can further illuminate and de-
velop as research continues.

Conclusion
The various roles of music in human ecology de-
serve continuing study. Music’s powers to affect
human beings are weak compared, for example, to
those of psychoactive drugs, but the very normality
of music’s influence may help to explain its persist-
ent power and multiple roles with human ecology.

Music can very possibly be especially useful to
us at this time of rapid human ecological develop-
ment and change. Music continually reminds us of
enduring components of our humanity. The cur-
rent public interest in music research can reflect
hope that this much loved and admired compo-
nent of our ecology may be useful to us at this time
of great stress. It is plausible that it can.

Martin F. Gardiner

See also: Art Therapy; Creativity and the Arts in Child
and Adolescent Development
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National Association for the 
Education of Young Children (NAEYC)
The National Association for the Education of
Young Children (NAEYC) is a professional organ-
ization for persons working with children from
birth through the age of 8. Formally established in
1929 as the National Association for Nursery Ed-
ucation (National Association for the Education
of Young Children 2001), the organization now
boasts more than 100,000 members and roughly
450 local, state, and regional affiliates (National
Association for the Education of Young Children
December 30, 2001a). According to their mission
statement,“NAEYC exists for the purpose of lead-
ing and consolidating the efforts of individuals
and groups working to achieve healthy develop-
ment and constructive education for all young
children. Primary attention is devoted to assuring
the provision of high quality early childhood pro-
grams for young children” (National Association
for the Education of Young Children December
30, 2001b). Though NAEYC is primarily com-
posed of early childhood educators, administra-
tors, and researchers, its mission, programs, and
policies take into account that the young child’s
development is affected by all of the environ-
ments the child is affected by and interacts with:
home, school, neighborhood, city, nation, and
world. In addition to promoting high quality care
and education for children through professional
development opportunities for teachers and fam-
ily child-care providers, NAEYC promotes and
provides parent education opportunities and
public policies intended to establish and preserve

beneficial environments for children throughout
their early years.

NAEYC strives to accomplish its mission by fo-
cusing on three main goals, the first of which in-
cludes continually improving the quality of early
childhood education settings by improving profes-
sional practice and the working conditions of
those in the field. The second goal addresses the
larger society, and includes attempts to educate the
public about the importance of quality care and
education for young children that is provided in
private as well as public settings. The third goal in-
volves the maintenance of a strong professional or-
ganization in order to facilitate working towards
the other goals (National Association for the Edu-
cation of Young Children December 30, 2001b).

In its long history, NAEYC has devised a variety
of effective means through which to attain its goals
and realize its mission. It provides many avenues
through which early childhood educators can im-
prove their level of professional development, such
as workshops and conferences at local, state, and
national levels. Publications are numerous and in-
clude two scholarly journals, Young Children and
Early Childhood Research Quarterly. Additionally,
NAEYC publishes position statements outlining
best practice and policies for young children in a
variety of important areas, such as curriculum and
assessment, standardized testing, and school
readiness. The National Academy of Early Child-
hood Programs, a division of NAEYC, offers a vol-
untary accreditation program for early childhood
education programs. This involves an extensive
self-study process to not only meet a high stan-
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dard of quality care and education, but to improve
on the care and education provided, no matter
what its level at the beginning of the process. Since
1971, NAEYC has also sponsored an annual cele-
bration in April called the Week of the Young Child,
which is intended to educate the public about the
importance of quality care and education for chil-
dren and families (National Association for the
Education of Young Children 2001c).

Kathie Reid

See also: Attachment; Child Care: Issues for Infants
and Children; Early Childhood Education; Head Start
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Neuropsychology
Neuropsychology is the scientific study of the rela-
tionship between the brain and resulting behavior
(Zillmer and Spiers 2001). Neuropsychology dif-
fers from psychology (which is defined as the sci-
entific study of behavior), but is related to psychol-
ogy in that neuropsychology attempts to
determine how the brain affects any number of
differing behaviors. The notion central to much of
what is known about neuropsychology is that
many bodily functions (e.g., breathing, talking,
walking) are controlled by various parts of the
brain. The field of neuropsychology takes advan-
tage of this important relationship and in the
process attempts to determine what specific parts
of the brain affect specific behaviors. Neuropsy-
chology also attempts to provide answers to the
question of what happens to specific behaviors
when parts of the brain are damaged by disease
(e.g., Alzheimer’s disease, Parkinson’s disease), ac-
cident (e.g., closed-head injury, automobile acci-
dent), or some combination of the two.

From an ecological perspective, the field of
neuropsychology has many implications for family

and community members, especially within the
area of education and educational intervention.
Currently, many neuropsychologists are employed
within school districts in an effort to properly
screen and diagnose various diseases and disor-
ders related to children. Such screening and diag-
nostic measures can then directly benefit the fam-
ily and ultimately the community via proper
introduction and execution of intervention pro-
grams designed to increase the overall learning
potential of those involved. Much of the field of
neuropsychology is applied in nature, and the fam-
ily-community aspect of it is important on a num-
ber of levels.

Although the actual field of neuropsychology
is relatively new (having become established in
the mid-1940s), the history associated with it ac-
tually goes back many centuries.Ancient philoso-
phers like Aristotle, Plato, and Hippocrates have
had a great deal of influence on current discus-
sions and suggestions regarding neuropsychol-
ogy (Haeger 1988). The answers to questions of
how the brain controls behavior have long in-
trigued scientists and laypeople alike, and it is
fair to say that many of the questions that were
asked centuries ago about how the brain poten-
tially influences and controls behavior are still
relevant today as they relate to neuropsychologi-
cal functioning.

One development (of many) that has emerged
in recent years to aid the scientific study of neu-
ropsychology relates to various brain imaging
techniques, including, but not limited to,
Positron Emission Tomography (PET), Magnetic
Resonance Imaging (MRI), and Computer To-
mography (CT). These imaging techniques are
able to take a picture of the brain at rest or while
it is working (or while a person is performing a
task or behavior) in real time. That is, these vari-
ous techniques provide information relating to
brain structure (specific parts of the brain) and
brain function (behaviors that are under the con-
trol of specific brain parts and brain locations).
Thus, it is possible to see the brain working in
real time, and so to see exactly what brain part is
related to the behavior being performed (Raichle
1983).

For instance, it is now well known that damage
to specific regions of the left hemisphere results in
an inability to speak or communicate effectively.
These imaging techniques can also indicate the ex-
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tent of specific damage to the brain. In this case, if
a person cannot perform a specific behavior or can
only perform it at a very low level, it is possible to
relate the specific brain area damaged to the level
and extent of impairment. Despite this advance,
though, there is still some question as to what
brain part (or parts) controls what behavior (or
behaviors).

Much information has been gained over the
past twenty-five to thirty years about the field of
neuropsychology, and it is becoming one of the
fastest growing in terms of individuals specializ-
ing in this area. Professionals from many academic
and medical disciplines now work collectively on
issues related to neuropsychology, and included in

the ranks of these professionals are neuroscien-
tists, psychologists, neurologists, neuropsychia-
trists, and neuropsychologists.

F. Richard Ferraro
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Nursing
The words “nurse” and “nursing” derive ultimately
from the Latin nutrire, to nourish. Nursing as a
profession models the field of human ecology, in
that it focuses on individuals and their families
within their environments and the relationships
between them. Additionally, nursing has a caring
focus, as the nurse strives to nurture and protect
the health and well-being of the individual or fam-
ily system.

A definition of nursing put forth by Florence
Nightingale reflects an ecological perspective. She
describes the role of the nurse as one who would
“put the patient in the best condition for nature to
act upon him” (Nightingale 1860, 133). A modern
physician further elaborates on the ecological
perspective, stating that “in the fragile ecosystem
of medical care, nurses are the ones who create
the protective environment essential to the well
being of both doctors and patients. We cannot
function without them. Their job is to provide
knowledge, comfort, care and compassion”
(Greenberg 2002).

Nursing is both a profession and an applied dis-
cipline. Nursing is an altruistic profession that fo-
cuses on the provision of evidence- based care, uti-
lizing a variety of roles to maximize the optimal
health of persons (Hope Nursing Faculty 2001).
Nursing has also developed into a distinct disci-
pline, one that integrates other disciplines. Al-
though nursing shares knowledge from the natural
sciences (anatomy, physiology, and biology), the
social sciences (sociology, psychology, philoso-
phy), history, and the arts, the profession of nurs-
ing continues to develop its own unique concepts
and theory. This body of knowledge has developed
from clinical experience (leading to expertise) and
research (leading to theoretically based knowl-
edge). It is this evolving body of knowledge that
provides a foundation for nursing practice.

Nursing has often been described as both a sci-
ence and an art. Margaret Doheny and her col-
leagues (1997) describe the science of nursing as
contributing to the “body of knowledge” that has
been arrived at through scientific research and
logical analysis. As an applied science, nursing in-
tegrates this theory into nursing care and practice.
The art of nursing can be viewed as the creative
application of that knowledge base to the care of
individuals, families, groups, and communities of
various cultures.

In 1980, the American Nurses Association
(ANA), through its social policy statement, defined
nursing as “the diagnosis and treatment of human
responses to actual or potential health problems”
(p. 9). More recently, the ANA expanded its defini-
tion to include four essential components: “atten-
tion to the full range of human experiences and re-
sponses to health and illness without restriction to
a problem-focused orientation; integration of ob-
jective data with knowledge gained from an un-
derstanding of the patient or group’s subjective ex-
perience; application of scientific knowledge to the
processes of diagnosis and treatment; and provi-
sion of a caring relationship that facilitates health
and healing” (1995, 6).

The central concepts that serve as the founda-
tion to the discipline of nursing are organized into
conceptual models, which taken together serve as
a framework. This framework is often referred to
as the metaparadigm of nursing; it provides a
focus for research and theory development within
the discipline of nursing. This metaparadigm
shares some of its key concepts with the field of
human ecology. Jacqueline Fawcett (1984) identi-
fied nursing’s metaparadigm as including the con-
cepts of person, environment, health, and nursing.
Some nursing theorists obviously question the in-
clusion of nursing as one of the central concepts,
arguing that the concept “nursing” should not be
used to define itself (Doheny, Cook, and Stopper
1997). The concepts of person, environment, and
health are universally accepted. As these concepts
interface with each other, they become the founda-
tions of nursing.

Person
Person is used in a broad sense; a person may be
an individual, a family, a group, or a community.
Thus a person is an open system that interacts
with the internal and external environment. Indi-
viduals join together into families and groups, in-
teracting around shared interests, tasks, and pur-
poses. Families and groups combine to form
communities, leading to the development of a cul-
ture. As individuals organize in groups with com-
mon purposes, they establish standards and rules
for behavior. These standards, rules, values and be-
liefs determine the boundaries of the system (Do-
heny, Cook, and Stopper 1997).

Individuals are unique, yet continually evolving
entities that are in constant interaction with others
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and with their environment. This constant interac-
tion, with its exchange of information and knowl-
edge, often produces change, either within the in-
dividual or the environment. Consistent with the
human ecological perspective, several nursing the-
orists (Neuman 1982; Rogers 1970; Roy 1980) ex-
press the idea that an individual’s uniqueness lies
in her response to the interface with her environ-
ment.

Holism is a concept shared by both nursing and
human ecology. It supports a systemic view of
human developmental and environmental systems
in dynamic interrelationship (Griffore and Phenice
2001). The holistic perspective recognizes the
whole person within the environment and the in-
terplay of both internal factors (bio-physiological,
psychological, cultural, spiritual) and external fac-
tors (natural, sociocultural, and constructed envi-
ronments) on human health and development.
The concept of holism is reflected in nursing’s em-
phasis on health promotion and health restora-
tion, as well as facilitation of peaceful death when
appropriate.

Environment
Environment is the dynamic entity comprised of
multiple internal and external factors that sur-
rounds and affects the development, behavior, and
well-being of the individual, family, group, and
community. The internal environment consists of
all influences within the person, including bio-
physical, psychological, social, spiritual, and cul-
tural factors. The external environment comprises
all the influences existing outside of the person, in-
cluding the natural environment (earth-related),
sociocultural environment (political, legal, eco-
nomic, cultural), and the human constructed envi-
ronment (structural, technological). The person
adapts to the environment, influences the environ-
ment, and is influenced by the environment (Hope
Nursing Faculty 2001).

Health
The World Health Organization defined health “as
a complete state of physical, social, and mental
well-being, which includes absence of a disability,
freedom from symptoms, and a general state of
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wellness” (Kaplan and Toshima 1990). In nursing,
health is typically defined as a dynamic and mul-
tidimensional state of well-being in which individ-
uals experience harmony of mind, body and spirit,
as well as interrelatedness with others in the envi-
ronment (Hope-Calvin Nursing Faculty 1993).
Thus modern nursing reflects a positive view of
health, emphasizing the strengths, resources, and
capabilities of the individual rather than focusing
only on existing illness or disease (Pender 1996).
In attempting to improve the quality of health, the
nurse collaborates with the individual in systemat-
ically and strategically planning changes, and in-
corporating the strengths of the individual in the
plan of care (Leddy and Pepper 1998). The collab-
orative nature of health care now requires patients
and their families to become more involved in
their own health care.

Historical Perspective
Before the 1800s, nursing as a profession was not
clearly defined. There is evidence, however, even in
prehistoric times, that someone provided care and
comfort to the sick and injured (Fitzpatrick 1983).
In early civilizations, nursing and medicine were
intermingled. “Healings” were the responsibility of
medicine men or practitioners of witchcraft, who
eventually held high positions of authority. The su-
pernatural was used to explain the onset of illness
not readily explained by injury, and magic practices
were used to rid the body of disease (Doheny, Cook,
and Stopper 1997). Women, however subservient,
were often summoned to care for not only members
of their own family but also for others in their com-
munity who were ill. Although uneducated, these
women would pass on their skills to their daugh-
ters. These early nurses or caretakers were less re-
spected because human life was not valued as it is
today. One surviving nursing role since ancient
times is the midwife, the individual who assists
women during childbirth (Potter and Perry 1993).

Some early civilizations made significant con-
tributions to health care. For example, the Egypt-
ian physicians, especially Imhotep, introduced the
practice of embalming and classified 250 different
diseases along with their necessary treatments.
However, the belief in evil spirits was so strong
that medicine barely changed. Around 400 B.C., the
Greek scholar Hippocrates changed medicine from
“superstitious magic into a science by stressing the
use of senses for assessment and gathering facts to

make a diagnosis” (Doheny, Cook, and Stopper
1997, 59). He identified the environment as con-
tributing to disease and not the gods. Hippocrates
wrote a textbook of medicine that was used for
many years, and is recognized as the father of
“modern medicine.” Evidence suggests that Hip-
pocrates wanted educated nurses rather than
slaves to provide bedside care. Ancient Rome con-
tributed to nursing via its use of nurses in the mil-
itary, but much of its related health care knowledge
was lost with the Roman Empire’s fall.

Under the influence of the Christian church in
the Middle Ages, the role of the nurse gained re-
spect, and nursing expanded. In particular, several
influential wealthy and educated women worked
to establish hospitals to care for the sick and poor.
During the Middle Ages, three kinds of organiza-
tions, or orders, of nurses developed: military, reli-
gious, and secular orders. A military nursing order
was developed during the Crusades. These orders
attracted men, who were then recognized as
knights. Additionally, several religious were
formed, inspired by the desire to follow the teach-
ings of Christ, as well as by the obvious need for
health care, especially during outbreaks of the
bubonic plague. Several secular orders were also
developed to care for the sick and carry out works
of charity. Although some secular orders had close
ties to the church, their members did not take reli-
gious vows. During the Renaissance, hospitals
flourished, and patients were cared for by educated
male and female nurses.

The Protestant Reformation of the sixteenth
century brought on the darkest ages for nursing.
Many of the religious orders were suppressed,
while churches, monasteries, and hospitals were
closed. Some hospitals reopened in response to ill-
ness and plague, but skilled nurses were replaced
with lower-class, poorly educated women or crim-
inals serving sentences. Nursing was no longer a
place for respectable women. This dark age per-
sisted until well into the eighteenth century (De-
loughery 1991; Doheny, Cook, and Stopper 1997).

The Industrial Revolution that started in the
mid-eighteenth century also significantly influ-
enced nursing. The hospitals and prisons were in
deplorable condition. The factories’ heavy machin-
ery, poor working conditions, and use of child
labor negatively affected the health of many work-
ers. Many people felt the need for social reform. It
was during this period that Florence Nightingale
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(1820–1910) was born to a wealthy educated Eng-
lish family.

As a child, Florence Nightingale exhibited a
strong interest in the poor and the sick. As a
teenager with strong religious beliefs, she took to
visiting the poor and sick in her community with
her aunt. She continued to exhibit a growing desire
to serve, and finally received her family’s consent
to enter nurse’s training at the age of 31. She spent
three months of study in England, and then con-
tinued her studies with the Sisters of Charity of St.
Vincent de Paul in Paris. She took leadership posi-
tions in nursing with the goal of changing society’s
view of nurses, hoping to make them seen as well-
educated caregivers. She is known for her work in
the Crimean War, where she prepared nurses to
care for numerous patients in war hospitals under
wretched conditions. She reduced the mortality
rate from “50% to just 2% by initiating care based
on principle of cleanliness and nutrition” (Doheny,
Cook, and Stopper 1997, 64). It was during this pe-
riod that she became immortalized as the “Lady
with the Lamp” in Longfellow’s poem of that
name, depicting her as she made rounds to
wounded soldiers at night to provide comfort.

Nightingale’s contributions to nursing are nu-
merous. She published a book entitled Notes on
Nursing: What it is and What it is not. She estab-
lished the Nightingale Training School for Nurses
in 1860, and developed principles of nursing edu-
cation. She also emphasized many principles for
improving a patient’s health. She stressed fresh air,
good nutrition, cleanliness, quiet, and exercise, as
well as advocating a call-bell system for patients
and educating the public on issues concerning
health and illness. She not only elevated the nurse’s
position, but also significantly influenced the de-
velopment of professional nursing.

The Civil War stimulated the growth of nursing
in the United States. Several notable nurses made
significant contribution to nursing. Clara Barton
tended to soldiers on the battlefield, treating their
wounds and meeting their needs. She later
founded the American Red Cross. Dorothea Lynde
Dix, the superintendent of female nurses of the
Union Army, organized the hospitals, appointed
nurses, and managed the distribution of supplies
to the troops. Mother Bickering organized ambu-
lance services, supervised nurses, and “walked the
abandoned battlefields at night looking for
wounded soldiers.” Harriet Tubman is known for

her involvement in the Underground Railroad,
leading more than 300 slaves to freedom (Potter
and Perry 1993, 6). Nursing schools were devel-
oped and modeled after the Nightingale school.

Nursing in the hospitals expanded, but it did
not increase in the community until social reform-
ers such as Lillian Wald and Mary Brewster took
action, most notably by establishing, in 1893, the
public-health nursing service known as Henry
Street Settlement in New York City. Nurses working
in this settlement house often worked independ-
ently of physicians and, in addition to treating of
illness, focused on restoring nutrition, providing
shelter, and maintaining hygiene for many of their
poor clients.

It may be important to note that the profession
of nursing evolved as the health care needs of the
various societies and their social policies changed
over time. “It is more than just a coincidence that
the development of nursing as a profession has
been inextricably tied to the role of women in so-
ciety at various time in history, and to the forces
that have had an impact on society”(Ellis and
Hartley 2001, 165). Nursing practice and nursing
education are continually evolving to meet the
needs of society. Today’s advancing technology, the
rising acuity of clients, and the globalization of
health care require nurses to possess a strong and
always current knowledge base to use in their
practice and to be prepared for accelerating
changes.

Educational Preparation
Preparation for a career as a registered nurse can
be accomplished in one of three ways: through a
diploma program, an associate degree program, or
a baccalaureate degree program. Following the
completion of one of these basic programs, the
graduate nurse is eligible to take the National
Council Licensing Examination for Registered
Nurses (NCLEX-RN). Successful completion of
this examination then allows the graduate nurse to
legally practice as a registered nurse and to use the
initials R.N. after his name. Employment and ca-
reer opportunities vary depending on the type of
program attended.

The diploma program, a hospital-based pro-
gram, was the first type of nursing program in the
United States.A very successful type of program, it
produced numerous outstanding nurses, but more
recently the number of diploma programs has
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drastically declined, with the trend to move nurs-
ing education to collegiate settings.

The associate degree program, fueled from the
movement of nursing education into the collegiate
setting, is now the most common type of basic
nursing education program and graduates more
registered nurses than either diploma or baccalau-
reate degree programs. The accessibility of com-
munity colleges, lower tuition costs, flexibility of
schedules, and shorter duration of programs
(completion in two years) helped popularize the
associate degree program.

The baccalaureate degree program combines
nursing courses with general education courses
over a four- or five-year curriculum at a college or
university. Nursing studies may begin in the fresh-
man or sophomore year or after the completion of
certain liberal arts courses. Students graduate
from these programs with a bachelor of science in
nursing (B.S.N.). The expanded curriculum and
broader socialization enables graduates to assume
beginning practice positions and ultimately lead-
ership positions in a variety of health care settings,
including hospitals, community agencies, schools,
clinics, and home health (National League for
Nursing 1997). There are also R.N.-to-B.S.N. pro-
grams to accommodate the returning registered
nurse seeking a bachelor’s degree for career ad-
vancement. Many universities allow the transfer of
general education credits from associate degree
programs.

Nurses can also pursue advanced degrees in
nursing. Nurses who have advanced degrees can
become researchers, nurse practitioners, clinical
specialists, educators, and administrators. The ed-
ucation at the master’s level provides advanced
knowledge and clinical practice skill in a special-
ized area of practice. The two most common de-
grees offered at the master’s level are the master of
science (M.S.) or the master of science in nursing
(M.S.N.). Doctoral programs in nursing prepare
nurses to become faculty members in universities,
researchers, theorists, advanced practitioners and
administrators in nursing schools or large medical
centers. The doctor of nursing science (D.N.S.) is
considered the professional practice degree,
whereas the doctor of philosophy (Ph.D.) is an ac-
ademic degree and prepares scholars for teaching,
research, and development of theory (Chitty
2001).

Susan Mlynarczyk
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Nutrition Assessment
Proper nutrition is necessary to maintain the
health and physical well-being of all individuals
and families. Individuals who have inadequate or
excessive nutrient intake have an increased risk of
illness, or at the very least decreased well-being. By
nutrition assessment, those who have poor nutri-
tional status may be identified, and counseling
may be given to improve dietary intake. Only by
identification of the nutritional health needs of a
community can useful public policy changes be
enacted to reduce risk of poor nutrition. Individu-
als who are typically at increased risk for poor nu-
trition intake are the very young, the older adult,
and those with impaired immunity due to disease.

In the United States, regular nutrition assess-
ment in the community is generally done at the
Department of Health or other sites where feder-
ally assistance programs are administered. The
nutritional status of Americans is monitored by
assessments conducted periodically by the U.S.
Department of Health and Human Service in the
form of the National Health and Nutrition Exami-
nation Survey (NHANES).

Nutritional health can be measured by utilizing
four different methods: anthropometry, biochemi-
cal tests, clinical observations, and assessment of
dietary intake.

Anthropometric measures identify those who
have inappropriate long-term nutritional/calorie
intake. Anthropometric measures include height,
weight, skinfold, and circumference measures.
These measures help to assess growth, changes in
body composition, and weight loss or gain. In-
creases in a child’s weight and height over a period
of time indicate growth and adequate calorie and
protein intake. An accurate body weight, best
measured on a calibrated beam balance or elec-
tronic scale, is necessary to predict energy and
protein needs. Weight is important, but a ratio of
body weight to height is a better predictor of body
composition. One such comparison is Body Mass
Index (BMI), which compares weight in kilograms
squared to height in meters squared. This ratio
compares an individual’s weight to a uniform stan-

dard that does not depend on the individual’s
height. For adults, desirable BMI numbers are
19–25; obesity starts at 30.

Increasing head circumference is an important
growth indicator for infants and children up to age
3. For older adults, calf circumference is an indica-
tor for muscle necessary to perform activities re-
quired for living independently (World Health Or-
ganization 1995). Increasing waist circumference
indicates increased risk of cardicovascular disease
(CVD). Waist-to-hip ratio is more accurate in pre-
dicting mortality associated with CVD, other car-
diovascular diseases, and cancer (Folsom et al.
2000).

Anthropometric measures provide broad infor-
mation about nutritional health, without being in-
vasive. More invasive measures are biochemical
tests, which measure blood and urine for specific
nutrients or metabolites. Changes in an individ-
ual’s nutritional status are first seen in biochemi-
cal measurements. Examples of biochemical blood
tests are screening for high cholesterol, high lead
levels, and anemia.

Physical exams can reveal nutritional prob-
lems. Observing an individual’s weight, level of
lethargy, and state of mind can help to identify
health problems. Wasting of the muscles and
bones reveals a low calorie and protein intake and
most likely dehydration. Checking fingernails, hair,
mouth, and skin may help to identify some vita-
min deficiencies. For example, small pinpoint
hemorrhages on the skin may be a sign of vitamin
C deficiency. B vitamin deficiencies cause dry,
cracked lips and sores in the corner of the lips.
Poor wound healing may indicate poor zinc, vita-
min C, and protein intake.

Dietary intake can be assessed in several ways.
A twenty-four-hour recall asks an individual to re-
count everything consumed during the previous
day. In order to increase accuracy of the recall, the
interviewer asks probing questions, to ensure all
foods are remembered. Still, some individuals may
forget some foods or beverages, misjudge serving
sizes, or choose not to report certain foods. One
twenty-four-hour recall may not reflect an individ-
ual’s nutrient intake, since day-to-day variance is
large. Multiple twenty-four-hour recalls are useful
for estimating an individual’s nutrient intake.

To keep a food record or diary, the individual
writes down all the foods and beverages eaten,
amount eaten, and the method of preparation.
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Food records identify exactly what an individual
eats over the period of time, usually three to seven
days. Problems with keeping a food diary are that
an individual must take time to write down all the
foods consumed and may change usual eating pat-
terns and amounts if all foods must be written
down.

A food frequency questionnaire allows an indi-
vidual to estimate how often a specific food is rou-
tinely consumed over a specific period of time and
in what quantity. This method asks questions
about foods that are frequently consumed. A food
frequency questionnaire most closely matches ac-
tual nutrient intake (Sawaya et al. 1996). These
questionnaires are easy to administer and provide
reliable information concerning dietary intake
without the need of a trained interviewer.

After dietary information is collected, intake
can be estimated in two ways: by food groups or by
nutrients. The number of servings consumed is
compared to those recommended in the Food
Guide Pyramid. Estimated nutrient intake is com-
pared to those recommended in the Dietary Refer-
ence Intake (DRI), the reference guide that recom-
mends normal and adequate amounts of caloric
intake.

Additional questions about eating patterns and
lifestyle habits provide additional information
about usual food intake. Other factors that influ-
ence dietary intake and nutritional health are
medications, mental deterioration, health history,
and an inability to chew and swallow.

Ardith R. Brunt

See also: Nutrition in the Elderly; Psychological
Consequences of Childhood Obesity
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Nutrition in the Elderly
Health and physical well-being are important to
older individuals, their families, and communities.
Adequate nutrition for older adults helps to main-
tain health and well-being. As one ages, nutrition
needs change in response to changes in body com-
position and function. Calorie needs decrease
roughly 5 percent per decade, yet the need for vita-
min and minerals remain as high or higher as the
needs in early adulthood. As a result, it becomes
imperative that older adults choose foods wisely to
meet nutrient needs, yet not consume too many
calories. If calorie intake remains at the same level
as in early adulthood, overweight will occur. Over-
weight will increase risk for developing chronic
diseases such as obesity, hypertension, cardiovas-
cular disease, and diabetes mellitus (Elia 2001).

Protein needs are similar to those in young
adulthood (0.8 gm protein/kg body weight), but
some suggest that older adults need even more
protein (1 gm protein/kg body weight) (Millward
et al. 1997). Long-term illness, stress, and infection
increase protein needs. Bones need adequate
amounts of protein to maintain their internal
structure to prevent osteoporosis (Hannan et al.
2000). As a result, a larger percentage of total calo-
ries should come from low-fat protein sources.

Adequate amounts of complex carbohydrates
are needed so that dietary protein is not used for
energy. Older adults should limit simple sugars
with little other nutrient content because their en-
ergy needs are lower. High-fiber foods such as
fruits, vegetables, whole grains, and legumes help
maintain intestinal integrity and intestinal func-
tion. Soluble fibers such as those found in oat fiber
and pectin may help reduce total blood cholesterol
levels, thereby reducing the risk for cardiovascular
disease.

Fat intake should be limited to less than 30 per-
cent of total calories in adult diets. It is important
that this recommendation not be taken too far.
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Limiting fat intake entirely may lead to nutrient
deficiencies (especially of fat-soluble vitamins),
and weight loss can occur. Unplanned weight loss
is a predictor of poor health outcomes (Jensen et
al. 2001)

Adequate fluid intake is important for older
adults. Dehydration, which can lead to mental con-
fusion, is a common occurrence in older adults.
Total body fat increases as one ages, and therefore
total body water decreases. Moreover, thirst per-
ception decreases as an individual ages. This can
easily lead to dehydration before an older adult be-
comes thirsty. In addition to decreased thirst per-
ception, increased excretion due to diuretics, caf-
feine, and alcohol can lead to dehydration. An
increased risk for dehydration occurs during
stress or hot weather. A minimum of six eight-
ounce glasses of water a day is recommended to
prevent dehydration.

Several vitamins and minerals are of primary
concern as our nation ages. Most of the vitamins
have decreased absorption or utilization associ-
ated with the physiological changes of aging. Vita-

min A is the only vitamin for which amounts
needed do not increase. Vitamin and minerals as-
sociated with bone mineral density, primarily cal-
cium and vitamin D, are important, since most
adults do not meet recommended intake levels.
Older adults, especially postmenopausal women,
need more vitamin D and calcium now compared
to what they needed as adolescents. As individuals
age, lactose intolerance develops, which limits the
amount of dairy foods consumed. Dietary vitamin
D needs increase because the skin is unable to pro-
duce precursors for active vitamin D, especially
during the wintertime. Other concerns are an in-
crease in gastric pH, which limits absorption of vi-
tamin B12, folic acid, calcium, iron, and zinc. Low
vitamin B12, vitamin B6, and folic acid intake or
utilization leads to increased levels of homocys-
teine, a risk factor for heart disease. Adequate
amounts of the antioxidants vitamin C, vitamin E,
beta-carotene, and selenium may reduce the re-
sults of oxidative stress (oxidized low-density
lipoproteins) and lower immune function (Blum-
berg 1997). Frequently, less than optimal amounts
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of vitamins and minerals can lead to subclinical
deficiencies.A lifetime of low vitamin C intake can
lead to increased risk for developing cataracts. A
metallic taste in the mouth may be the result of
zinc deficiency.

Dietary intake may not always be the underly-
ing cause of poor nutrition within the older adult
population. Many older adults take several pre-
scribed and over-the-counter medications, a situa-
tion that may lead to drug-nutrient interaction.
Many medications interfere with folate metabo-
lism. Wide variance in daily intake of foods con-
taining vitamin K may interfere with the effect of
anticoagulant medications like warfarin. Limiting
foods that contain high amounts of vitamin K,
such as green leafy vegetables, may also limit in-
take of other nutrients.

Other non-nutrient concerns within the older
adult population are physically debilitating condi-
tions and psychological factors. Arthritis and vi-
sion problems make it difficult to shop and pre-
pare food. Difficulty chewing and swallowing will
lead to decreased nutrient intake. Other medical
conditions, such as diabetes mellitus or heart dis-
ease, may require a change in customary dietary
habits. Change is difficult at any age, but eating
patterns are more difficult to change as one ages.
Living on a fixed income may make it difficult to
always buy the food one needs. Eating alone can
decrease the desire to prepare and eat a complete

meal. Often snacking becomes a way of life for
those elders who live alone. For every reason, then,
it is crucial that all support given to older people
include an awareness of their nutritional needs
and potential problems.

Ardith R. Brunt

See also: Friendship across the Life Span; Housing and
Older Adults; Hypertension and Blood Pressure
Control; Living Arrangements for Elders; Nutrition
Assessment; Older Adults: Preparation for Future
Care; Osteoporosis; Social Support
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Old Age, Social Relationships in
Most people in the United States today can expect
to live into old age. Better yet, they can expect to
do so in good company. Currently, women live to
be approximately 79 years old and men to be 72
years old (Uhlenberg and Miner 1996). If we think
of old age as beginning around age 65, many of us
will spend up to one-third of adulthood in old age.
Individuals who live into their nineties will spend
close to half of their adulthood in old age! Retired,
and with decreasing stamina, older adults could
find this period of life lonely. Luckily, people form
relationships that continue into old age and pro-
vide a variety of benefits in late life. Old people
with close social ties are healthier, happier, and
live longer than people with few close social ties
(for a review of the research, see Berkman et al.
2000).

Stereotypical images suggest older adults are
frail, grouchy, lonely individuals who have difficult
family relationships and few, if any, friends. Re-
search, however, indicates this image of older
adults is false. In fact, the majority of older adults
have good friends and positive family relation-
ships. Nonetheless, there are age differences in the
characteristics of individuals’ social networks, as
well as in particular relationships such as mar-
riages and the parent-child tie.

Social Networks
Social scientists use the term “social network” to
refer to the characteristics of individuals’ social re-
lationships. For example, these characteristics in-
clude the types of relationships individuals have,
how often they see their social partners, and the
things they do for each other (e.g., lending money,
providing companionship). Toni Antonucci and
her colleagues have conducted a number of studies
looking at older people’s social networks (e.g., An-
tonucci 2001). This research indicates older indi-
viduals have fewer social partners than younger
adults do; however, older adults have as many close
ties as younger adults have. As well, older adults’
social networks contain proportionately more
family ties than younger adults’ networks do. In
other words, older adults’ social networks consist
mostly of family and close friends, whereas the so-
cial networks of younger adults include many non-
family ties and casual relationships.

Why might older adults have fewer relation-
ships overall but maintain close ties, particularly
those with family? First, older adults’ daily lives
change; for example, many older adults are re-
tired, and thus they have fewer work-related rela-
tionships. Second, older adults may prefer to
spend time with family and close friends. Laura
Carstensen and her colleagues proposed that as
individuals grow older and become aware of di-
minishing time, they become more invested in
their closest relationships (e.g., Carstensen, Isaa-
cowitz, and Charles 1999). Younger adults might
choose to go to places where they can make new
friends and meet potential romantic partners,
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while older adults would rather spend their time
with family and established friends. This theory,
called the socioemotional selectivity theory, may
explain why older adults have fewer social ties
than younger adults, but still have many close,
positive ties.

Researchers have also examined particular re-
lationships. Specifically, social scientists have con-
sidered five types of relationships that older adults
seem to highly value: ties to spouses, children,
grandchildren, siblings, and friends.

Marital Ties
Relationships with spouses are important
throughout adulthood. Studies of long-term mar-
riages indicate older spouses experience less con-
flict and share more pleasure than middle-aged
spouses (e.g., Levenson, Carstensen, and Gottman
1993). It is possible that with age and experience,
spouses learn to fight and argue less. Alternatively,

marriages with a high degree of conflict may end
in separation or divorce before old age.

Not all older adults, however, have a spouse.
Some older adults have never married, others are
divorced, and many are widowed. Given that
women live longer than men, this is particularly
true of women in their eighties. Data collected by
the U.S. Census Bureau indicate 35 percent of
women 65 to 74 are widows, while 79 percent of
women over the age of 85 are widows. In contrast,
less than 10 percent of men 65 to 74 are widowed,
and only 38 percent of men over the age of 85 are
widowed (Hobbs and Damon 1996). There are also
ethnic differences in marriage and widowhood.
For example, African American women are more
likely to be widowed in older adulthood than ei-
ther Hispanic or Caucasian American women.As a
result of these differences, aging men are more
likely to have a spouse to care for them if they have
health problems than are aging women.
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Parent-Child Ties
Relationships with sons and daughters are particu-
larly important to older adults. Over 60 percent of
older parents see at least one of their children once a
week (Crimmins and Ingegneri 1990). Indeed, wid-
owed older adults may consider their children to be
their most important social ties. Older parents typi-
cally report less conflict and strain in their relation-
ships with their children than younger parents do
(Hagestad 1987).Still,older parents and their grown
children experience tensions. Karen Fingerman
(1996) has suggested that because parents and chil-
dren are at different stages of life, they have different
emotional and psychological needs. For example,
parents may be more invested in the relationship
than their adult child is (who may be married and
have children of her own). Interestingly, parents and
their adult children may avoid discussing areas of
tension so they won’t upset each other.

Parents, of course, don’t stop caring for their
children when they are adults; parents commonly
give their children emotional support and advice
(Cooney and Uhlenberg 1992). Interestingly, the
amount of help parents give their adult children
reflects the parents’ resources more than the needs
of their children. This reflects how important
grown children are to their older parents: When
aging parents are in a position to help out their
adult children, they will, even if their adult chil-
dren could manage without their help.

When children are grown, they also give help to
their parents (Hoyert 1991). Some children be-
come caregivers for their aging parents. These chil-
dren, often daughters, experience a great deal of
stress, which can lead to poorer health and lower
well-being (for review see Schulz, Visintainer, and
Williamson 1990). Most adult children, however,
don’t support their parents financially or care for
them on a day-to-day basis.

Grandparent-Grandchild Ties
The word “grandparent”might bring to mind other
words, such as old, gray-haired, and wrinkled. But
in truth, most adults become grandparents when
they are still middle-aged (Sprey and Matthews
1982). Most adults, therefore, enter old age with
grandchildren—indeed, their grandchildren may
be young adults.A number of social scientists have
described the types of relationships between
grandparents and grandchildren. Bernice Neu-
garten and Karol Weinstein (1964) described five

kinds of grandparents. First, there are formal
grandparents: These grandparents are interested
in their grandchildren’s lives and occasionally pro-
vide help, but are not involved in their grandchil-
dren’s day-to-day lives. Second, there are fun-
seeker grandparents, who have informal
relationships with their grandchildren. Third,
there are distant grandparents. Distant grandpar-
ents don’t have much contact with their grandchil-
dren except on holidays and special events (e.g.,
birthdays). Fourth, there are grandparents who see
themselves as reservoirs of family wisdom. Finally,
there are surrogate grandparents, who are the main
caregivers for their grandchildren.

How active and involved a grandparent is de-
pends upon several factors (Kivett 1991). Grand-
mothers are usually more involved in their grand-
children’s lives than grandfathers, and younger
grandparents are usually more involved than older
grandparents. Not surprisingly, the closer grand-
parents live to their grandchildren and the better
they get along with their grandchildren’s parents,
the more often they see their grandchildren. Fi-
nally, African American grandparents are usually
more involved in their grandchildren’s lives than
European American grandparents are.

One issue that receives considerable media at-
tention is that of surrogate grandparenting. Ap-
proximately 5.5 percent of children under the age
of 18 live in their grandparent’s home (Bryson and
Casper 1997, 1). Grandparents become primary
caregivers for many reasons including the parents’
illness or death, incarceration, abuse, and the like.
The good news is that many surrogate grandpar-
ents say they are in very good or excellent health,
and most are under 65 years old (Bryson and
Casper, 1997).

Sibling Ties
Relationships with brothers and sisters can be very
special to older adults. This is easy to under-
stand—most people have known their siblings
longer than they have known anyone else. Re-
search suggests siblings are an important source of
emotional support and companionship for older
adults, particularly those who are single or wid-
owed (Bedford 1995). Life events that commonly
take place in adulthood may bring siblings closer
together in late life (Connidis and Davies 1992).
These life events include the births and deaths of
family members, and health concerns. Finally, re-
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search also suggests siblings may be a more im-
portant source of support in African American
families then either European or Hispanic Ameri-
can families (Bedford 1995).

Other Family Ties
So far, researchers have focused their attention on
relationships most individuals consider to be very
important, for example, ties to spouses. Currently,
we don’t know very much about older adults’ rela-
tionships with extended family members such as
great-grandchildren, nieces, nephews, and
cousins. It is easy to imagine, however, older adults
who are close to their extended family members.
Some research suggests the extended family net-
work is of great importance to African Americans
(Dilworth-Anderson 1992). It seems likely that in-
dividuals who have ongoing, close relationships
with their extended family will continue these re-
lationships in old age.

Friendships
Friends, especially close friends, remain important
to most older men and women. Throughout adult-
hood, friendships are characterized by intimacy,
shared trust, acceptance, and mutual caring
(Adams and Blieszner 1989). Older adults do many
of same things with their friends that younger
adults do; when asked what they did with their
friends, older adults said they “just talk”and do ac-
tivities like shopping and going out for lunch to-
gether (Field 1999). Clearly, friends, like family, re-
main an important source of companionship and
emotional support in late life.

Elizabeth L. Hay
Sara M. Moorman

See also: African American Families; Friendship
across the Life Span; Grandparents Rearing
Grandchildren; Housing and Older Adults;
Intergenerational Programs in Communities; Living
Arrangements for Elders; Older Adults: Preparation
for Future Care; Outdoor Mobility in Old Age; Social
Support
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Older Adults: Preparation 
for Future Care
The term “preparation for future care” (PFC) is de-
fined by those who work in the field as the atti-
tudes, thoughts, and actions involved in older
adults’ formulation of plans for where, how, and
from whom they will receive care in the future.
This preparation represents older adults’ efforts to
participate actively in selecting their environment,
such as their place of residence and health care
providers, and to take control of their quality of life
as they become more frail. The concept of PFC im-
plies that these preparations and choices are made
before an individual develops a need for assistance
with activities of daily living, just as a living will
prepares in advance for death.

Preparation for future care is of prime impor-
tance to the field of human ecology because social
policy makers, local communities, and families are
faced with increasing numbers of older adults who
need to plan for health care and residential adjust-
ments. For example, 79 percent of persons aged
70–74 can be expected to develop limitations in
physical functioning over a two-year period (Man-
ton 1988, 158). Although few of these seniors will
require residential nursing care, many will need
help with tasks of everyday living, such as doing
laundry and preparing meals. Lack of preparation
for future care is problematic because failure to
prepare adequately could lead to rushed residen-
tial and care decisions, often made without the se-
nior’s full input. This rush can increase the risk of
inappropriate care placement. For example, sen-

iors may be placed in a nursing home when other
types of care would have been more suitable. Such
inappropriate care placement could enhance the
risk for depression, physical illness, or even pre-
mature death.

The process of preparing for future care encom-
passes five major activities: becoming aware of fu-
ture care needs, avoiding awareness, gathering in-
formation about care options, deciding on care
preferences, and making concrete plans, such as
making arrangements with relatives. Generally, the
less concrete aspects of preparing (i.e., becoming
aware) precede the more concrete aspects (i.e.,
gathering information, deciding on preferences,
making concrete plans). However, steps are at times
skipped. For example, relatives may offer care and
make concrete plans for an older adult before the
senior has even decided on preferences. Attitudes
relevant to PFC include whether individuals expect
to need care in the future and beliefs about the use-
fulness of planning for care. Preparation processes
and attitudes are measured by the Preparation for
Future Care Needs scale (PFCN; Sörensen and Pin-
quart 2001), which is a self-report questionnaire
that also assesses the content of plans and the con-
creteness of each specific type of plan.

Almost 57 percent of seniors have no concrete
plans for long-term care, and 20 percent actively
avoid thinking about future incapacity. People who
have more financial resources, more social re-
sources, and in whose community there are more
care options (e.g., home health agencies, assisted
living centers) are more likely to prepare for future
care (Sörensen and Pinquart 2000c, 286–289).
Older adults who are more medically vulnerable
(because of higher age, for example, or limitations
in the ability to perform activities of daily living)
also tend to plan more. Influences on PFC are
sometimes complex (Sörensen 1998, 513): For ex-
ample, medical vulnerability increases the likeli-
hood of expecting care in the future, which, in
turn, increases the likelihood of becoming aware
of future care needs. The more people available to
provide support and the more often older adults
see them, the more likely the older adults are to be-
lieve in the usefulness of planning, and so to plan
(Sörensen and Pinquart 2000a, 363). Individual
differences such as decision-making styles also
play a role (Sörensen and Pinquart 2001, 153), al-
though definitive studies on personality and PFC
have not yet been conducted.
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Investigation of the content of care plans sug-
gests that about half of older adults in Western in-
dustrialized nations prefer a mix of formal support
(e.g., home health agencies, nursing homes) and in-
formal support (e.g., family caregiving) because
they like personalized assistance, but do not want to
put excessive strain on relatives. However, for long-
term or chronic care, about a third of seniors prefer
exclusively formal help. Among formal support op-
tions, most seniors prefer community-based home
care rather than nursing homes because the former
allows them to remain in their neighborhoods
(Pinquart and Sörensen in press-a).

Both the content and the amount of PFC may
be influenced by social policy. In Western industri-
alized nations, formal care services are relied upon
more heavily when they are more available. Cross-
national studies suggest that the presence of a na-
tional health care plan (as in Canada) and of na-
tionally funded long-term care insurance (as in
Germany) increases seniors’ ability to make plans
for care. However, social transitions in the health
care system that create uncertainty about future
availability of options, such as those experienced
after the reunification of East and West Germany,
can substantially undermine older adults’ plan-
ning efforts. Such rapid social change reduces
older adults’ beliefs in the usefulness of planning
(Sörensen and Pinquart 2000b, 374).

It has been hypothesized that PFC will reduce
the stress of decision making, leading to greater
well-being of both care receivers and family care-
givers, and that it will optimize the type of care.
However, thinking about future care needs, partic-
ularly without taking concrete action to ensure that
one’s preferences are realized, may have negative
effects on short-term subjective well-being. For ex-
ample, greater awareness of future care needs is as-
sociated with more worry and depression. Never-
theless, more concrete aspects of preparation, such
as gathering information and engaging in activi-
ties to implement plans for future care are associ-
ated with less worry, less depression, and higher
satisfaction with PFC. Although studies show that
individuals who actively avoid PFC have higher
levels of subjective well-being in the short term,
even compared to those who make concrete plans
(Pinquart and Sörensen in press-b), these cross-
sectional results reveal little about the possible
long-term benefits of PFC. Related research sug-
gests that seniors who are more involved in their

care-related decisions tend to be more satisfied
with care arrangements, including nursing home
placement and residential decisions (e.g., Coulton
et al. 1989, 630). Similar longitudinal studies of
PFC are necessary before precise recommenda-
tions for its enhancement can be made.

Silvia Sörensen
Martin Pinquart

See also: Housing and Older Adults; Living
Arrangements for Elders; Mental Illness in Old Age;
Nutrition in the Elderly; Old Age, Social Relationships
in; Outdoor Mobility in Old Age; Suicide in Older
Adults; Teaching Older Adults to Use New
Technologies
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Osteoporosis
Osteoporosis is a chronic disease that develops
primarily as one ages.An easily recognizable char-
acteristic of osteoporosis is the pronounced curva-
ture of the upper spine often found in older
women, and thus called dowager’s hump. Osteo-
porosis occurs when bone mass decreases due to a
loss of minerals and structure within the bone.
This deterioration of bone tissue leads to bone
fragility and increased susceptibility to bone frac-
tures, especially in the hip, spine, and wrist. Most
hip fractures are associated with osteoporosis. The
consequences of osteoporosis reduce the ability of
an older adult to participate in usual activities of
daily living. Approximately one-fourth of those
fifty and older who experience a hip fracture re-
quire long-term care after the fracture, and an-
other one-fourth die within the first year (National
Institutes of Health). Caring for older adults who
have osteoporosis places increased physical, emo-
tional, and financial burdens on the older adult’s
family and community.

Bone is living tissue that is continually remod-
eled. Throughout the lifetime, osteoclasts are con-
tinually resorbing bone, while osteoblasts are pro-
ducing new matrix proteins for new bone in these
same areas.When more bone is resorbed than pro-
duced, bone mineral density decreases. Since os-
teoblasts are activated by estrogen (Robinson et al.
1997), menopausal women are at significantly in-
creased risk of decreasing bone mineral density.

Not all individuals develop osteoporosis. It ap-
pears to depend partly on genetics and partly on
other factors, including nutrition. Factors that can-
not be controlled are increasing age and being a
small-framed or thin Caucasian or Asian woman
with a family history of osteoporosis. Risk factors
that can be minimized are a diet low in calcium
and vitamin D, cigarette smoking, excessive alco-
hol or caffeine consumption, and physical inactiv-
ity (http://www.osteo.org/osteo.html, Hansen et al.
2000). Some medications have been linked to bone
loss: glucocorticoids, some diuretics, certain anti-
seizure drugs, gonadotropin-releasing hormone
(GnRH) analogs used to treat endometriosis, alu-
minum-containing antacids, and excessive thyroid
hormone.

Once an individual develops osteoporosis, the
loss is generally irreversible; however, further
losses may be prevented. In order to decrease risk
of developing osteoporosis, one must seek to max-

imize peak bone mass and minimize bone loss.
Preventing osteoporosis starts in childhood and
adolescence and continues through the older adult
years. Higher peak bone mineral density can be
reached by consuming recommended amounts of
calcium and exercising throughout childhood and
adolescence. Achieving recommended amounts of
calcium may be a challenge, since most children
and adolescents consume about half the calcium
that they need (Frazao, 1999). Throughout the life
span, women may successfully augment geneti-
cally determined bone mass through weight-bear-
ing exercise like walking, stair climbing or danc-
ing, hormone replacement therapy (if levels are
low), and adequate calcium intake (Ulrich et al.
1996). In later years, if recommended intakes of
calcium, vitamin D, and protein are maintained
along with moderate physical activity, individuals
can expect to reduce risk of developing osteoporo-
sis (Hannan, Tucker et al. 2000; Uusi-Rasi 1998).
Moreover, maintaining weight throughout the
older adult years can reduce bone mineral losses
(Hannan, Felson, et al. 2000).

Women who have low estrogen levels through-
out their lives, for whatever reason, have increased
risk of developing osteoporosis. To reduce bone
loss, a physician may prescribe hormone replace-
ment therapy (HRT). HRT helps to increase bone
mineral density and reduce the risk of cardiovas-
cular disease (Leiter 2000).

Ardith R. Brunt

See also: Breast-Feeding and Lactation; Nutrition
Assessment; Nutrition in the Elderly
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Outcome-Based Program Evaluation
Outcome-based program evaluation involves the
systematic collection and analysis of information
to determine the effectiveness of an educational
program in helping participants achieve the tar-
geted outcomes. To be systematic, the evaluation
must be planned as an integral part of the pro-
gram planning process and not just an event that
occurs at the end.Although the data obtained from
an outcome-based program evaluation provides
information about whether the participants have
achieved the targeted outcomes, it does not prove
that the program, and the program alone, caused
the achievement of those outcomes. This is a key
difference between outcome-based program eval-
uation and program impact research, which uses
sophisticated statistical methods and random as-
signment of participants to either the program or
to a control group, following the most rigorous
methods of quantitative research.

Outcome-based program evaluation does,
however, provide at least preliminary information
about whether the program is making a difference
in the lives of the participants and communities.

The data gathered can be used to improve pro-
grams and services, provide an accounting to
community stakeholders and funding agencies,
determine cost-effectiveness, and market the pro-
gram and attract new participants, volunteers,
and staff.

Outcome Levels
Outcomes for educational programs can be classi-
fied under three major levels: learning, action, and
impact (Taylor-Powell 1999). The duration of the
program (one hour, three days, year-round) relates
to the level of outcomes that can be achieved.
Shorter programs tend to focus on learning level
outcomes. Programs with a higher number of con-
tact hours with participants result in outcomes in
the action and impact levels. The table that follows
lists the specific kinds of result that might be
reached in each category.

Evaluation Methodology
Basically there are two major methodologies for
collecting program evaluation data: quantitative
and qualitative. They can be used separately or in
combination with each other. Quantitative
methodology utilizes standardized measures to
gather data that when statistically analyzed al-
lows the results achieved by the program to be
quantified. The results are always reported in a
numeric format. Qualitative methodology utilizes
an approach involves examining, describing, or
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Table 1. 

Learning Level Action Level Impact Level

Awareness Created Behavior Changed Social Impact
Attitudes Change Practice Adopted Economic Impact
Knowledge Gained Decisions Made Civic Impact
Skills Developed Policies Changed Environmental 

or Adopted Impact
Aspirations Sparked Social Action Initiated

Table 2. Evaluation Methodology

Quantitative Qualitative

Tests Interviews
Surveys Focus Groups
Questionnaires Case Studies
Behavior Checklist Naturalistic Inquiry Observation
Skill Checklist Testimonials
Product Assessment Videos
Log Portfolios

Existing Data/Records



interpreting a program. A narrative description
(rather than numbers) is used to describe and
classify program services and what participants
say about the program. Table 2 lists the types 
of instruments or protocols that are used to col-
lect data.

Susan J. Barkman
See also: Evaluation Research; Qualitative Research;

Quantitative Research
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Outdoor Mobility in Old Age
In the history of the human species, mobility has
been a key to survival. The advantages afforded by
mobility to our ancestors included the acquisition
of food, the avoidance of danger, and access to op-
portunities to reproduce. In fact, these reasons
motivate the basic behavior of most living crea-
tures. For centuries, mobility has meant locomo-
tion on foot or on horseback and travel by cart or
boat. Over the course of the nineteenth century, in-
dustrial development opened up new opportuni-
ties for individual mobility (the ability to move
about) and traffic (the transportation of people,
goods, and news). These new forms of locomotion
have been key factors in the emergence of large
cities and modern states and are still the prerequi-
site and engine of economic development.
Whereas estimated global traffic volume
amounted to approximately 5.5 trillion person-
kilometers (motorized mobility per capita in
eleven world regions) in 1960, this figure had risen
to 23.3 trillion in 1990 (Schafer 1998). The dis-
tances traveled have especially increased: Techno-
logical advances have made high speed and flexi-
ble transportation systems possible, enabling
long-distance trade and travel.

The times are now gone when the increasing
density of traffic was regarded solely as an indica-

tor of personal and macrosocial prosperity. But de-
spite a growing awareness of possible threats to
the environment and limited natural resources, the
total density and volume of traffic has continued
to grow in recent years. The provision of extended
road infrastructure accelerated the functional and
spatial separation between the occupational, com-
mercial, and private spheres of life, extensive sub-
urban development, and the establishment of in-
dustrial and commercial enterprises beyond
residential areas. The outward relocation of private
households in turn increased the necessity to com-
mute and dependency upon access to cars (World
Business Council for Sustainable Development
[WBCSD] 2002). At the same time, the shift to in-
dividual modes of transport often coincided with
cutbacks in public transportation, and the once
dense network of retail shops gave way to subur-
ban supermarkets and downtown shopping cen-
ters oriented to car users as customers. Therefore,
for every member of society, mobility is not only a
basic human need for physical movement. It has
become an ever more important aspect of ensur-
ing the ability to lead one’s everyday life, keep up
social relations, and take part in every kind of ac-
tivity outside the home. Mobility, whether by foot
or with private or public means of transportation,
is therefore a major prerequisite for maintaining
quality of life, especially as one ages.

Mobility as Movement in Time and Space
Mobility as movement in time and space is neces-
sary in order to overcome distances, improve ac-
cessibility to essential commodities, and pursue
activities outside the home. It can be manifested in
many different ways, can be motivated by diverse,
often inseparably intertwined motives, and have
distinct features. Mobility is performed at varying
frequency (daily or unusual, routine or one-time
action); within complex or simple sequences of ac-
tion; in a goal-directed mode or for its own sake;
by such mundane physical action as walking, by
harnessing natural forces, or employing mechani-
cal or motorized means; in an active or passive
manner; at varying speeds; and over short or long
distances. Its extent depends on individual capac-
ities, needs, interests, and resources (health status,
failing physical and cognitive abilities, attitudes
and mental states, subjective assessment of situa-
tions and one’s own abilities, economic resources,
family and friendship networks); environmental
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factors (housing conditions; geographical, topo-
graphical, and climate conditions; the built-up en-
vironment; the availability of services; traffic den-
sity; national legislation); and trip-related factors
(purpose of trips, distance of destination, and
availability and accessibility of public or private
transport facilities).

The Significance and Meaning 
of Mobility in Old Age
As a person ages, the importance of mobility in-
creases. Grown children leave home; retirement
spells the end of occupational contact with people
and frees up a great amount of time and energy;
and one must cope with the loss of close friends
and sometimes the loss of the person to whom
most people relate very closely—the spouse or life
partner. The observable change in family struc-
tures and the increasing individualization of ways
of life have made family networks smaller and
more brittle. Nor do aging persons seem able to
compensate for the loss of nonfamily reference
persons as easily as they once could.

All these changes demand a growing measure
of mobility if the elderly person is to continue
being part of society (Mollenkopf 1996). However,
aging is also accompanied by the increased proba-
bility of declining physical and sensory abilities,
which may restrict elders’ ability to move about.
Such difficulties are exacerbated by many unfavor-
able external circumstances. The immediate vicin-
ity, public buildings, and the general service infra-
structure are often not entirely accessible. As it
continues to spread throughout society, the impact
of technology, such as the automation of services
and the increase in motorized traffic, can create
problems for older people (Marcellini et al. 2000).
Traffic speed and complexity, particularly in urban
centers, have reached an extent that may unsettle
elderly people and lead them to avoid venturing
out. Public transport facilities are often difficult to
access or are absent altogether.

However, encountering other people, getting
the chance to see something new now and then, in-
dulging in a little physical outdoor exercise, or just
being able to leave the house—all these things are
great needs in old age. When older adults (aged 55
years or older) were asked in case studies what it
means to them to be able to move about outside
their homes (Mollenkopf 1999), some of them
spontaneously responded at a very abstract level,

stating simply “Joy.” At a more concrete level, their
answers can be broken down into six categories,
depending on their main aspects: mobility as
movement per se, as a basic human need; mobility
as movement in and observation of nature; mov-
ing around as a social need for integration and
participation; the possibility of moving around as
an expression of freedom and autonomy; mobility
as a source of stimulation and diversion; and mo-
bility as an expression of the life force one still has.

How elderly men and women manage as they
go about their daily affairs and how satisfied they
are depends significantly on their state of health,
habits, and the means of transport available to
them. The private car plays an ever more dominant
role in fulfilling their mobility needs and desires.

The Role of Driving
In the United States, in particular, but increasingly
also in Europe, the vast majority of the adult pop-
ulation is largely dependent upon access to private
automobiles. The number of motor vehicles per
household has grown considerably since the
1970s, when a family usually owned one car. In
1995, the number of vehicles was equal to the
number of licensed drivers per household. In
1999, the median commute to work was 10 miles,
and almost 80 percent of the workers commuted to
work by car, driving themselves (U.S. Department
of Transportation 2000, 105, 98).

Dependence on the private car has been in-
creasing among older Americans, too. They do not
make work trips any more, but they replace those
trips with other trips taken by car. Between 1983
and 1995, the percentage of trips taken by car
jumped from 87 percent to 92 percent among per-
sons aged 70 to 74, that is, among those who were
already using this mode of transportation rela-
tively extensively in 1983. The increase was even
more substantial (over 16 percent) among those
aged 80 to 84 years. This means that there is no co-
hort of older Americans which takes fewer than
eight out of ten trips in a car (Rosenbloom 1993,
2000, 15–16, 38; Jette and Branch 1992).

In Europe, elderly people—at least currently—
are far less “auto-mobile”or self-mobile than in the
United States. They make significantly fewer trips
per day and travel fewer miles than comparable
American elders (European Conference of Minis-
ters of Transport [ECMT] 2000), and the percent-
age of pensioner households that own one or more
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cars still varies greatly, depending on the size of
the household, age, gender, income, and the coun-
try they are living in (Tacken et al. 1999). However,
this relation will change in the coming years when
the generation of people for whom driving a car
has become a matter of course reach retirement
age. Thus, travel trends are moving in the same di-
rection as in the United States.

Studies on mobility that are based on the col-
lection and analysis of statistical data on how and
how much various age groups participate in traffic
in terms of their transportation patterns have
found that mobility definitely declines as a person
ages. However, a clear gap exists between older
people who don’t have a driver’s license or who can
no longer drive, on the one hand, and those who
actively drive, on the other (Rosenbloom 1993).
These findings were confirmed by a recent study
on the mobility needs and patterns of older adults
in five European countries (Finland, Germany,
Hungary, Italy, and the Netherlands; Mollenkopf et
al. in press). The patterns of mobility of individu-
als who have a car and a driver’s license clearly di-
verge from those of individuals without a car. In
both urban and rural regions, the persons who
have a private car in their households are more
often on the go than those who do not have such a
means of transportation at their disposal. In al-
most all regions, car drivers leave their homes for
significantly more journeys per day than people
who don’t own a car. Only in Hungary, where cars
are not nearly as prevalent as in the other coun-
tries studied, does having a car not particularly af-
fect the number of journeys.

But as important as a person’s access to a car is,
personal satisfaction with the possibilities of get-
ting where one has to or wants to go depends even
more on whether that person can and does drive.
Without exception, older adults who are able to
drive and actually use a private automobile are by
far more satisfied with their general mobility than
those who don’t have such a means of transporta-
tion available in their households or who use it as
passengers only. Examining the impact of individ-
ual predictor variables on mobility satisfaction, a
clear and consistent pattern was observed: Satis-
faction with public transport, fair or good physical
mobility, and the ability to drive (and not just to
have a car available) were found to be the most im-
portant variables in almost all regions studied.
Only in Hungary did the availability and use of an

automobile have no impact on satisfaction with
mobility at all. These results confirm that biologi-
cal age alone is not the critical factor determining
the extent of satisfaction with one’s possibilities to
be mobile. By contrast, being physically able to
move about, being satisfied with the public trans-
port system, and being able to drive a car are more
decisive variables.

Depending on elders’ personal attitudes and the
external circumstances in which they live, driving
can be an amusing pastime or an essential means
of maintaining their independence. A car can be
used to bridge long distances or to compensate for
advanced age and associated mobility losses. It
makes a person independent of the weather and
inconvenient bus schedules, gives a sense of secu-
rity and privacy in public, and is an important
means of transport, especially in residential areas
that have no shops and too little public transport.
The practicality of a motor vehicle obviously
meets elderly people’s desire and need for mobility
best, at least given the alternatives currently of-
fered by conventional public transport (Burkhardt
2000).

The Safety of Older Traffic Participants
In view of the increasing number of old and very
old people as the general population ages, and of
perpetually growing traffic volume, the safety of
older traffic participants has become an issue of
general concern (Transportation Research Board
National Research Council 1988; ECMT 2000;
Schaie and Pietrucha 2000). The problems of older
drivers, in particular those that are caused by
chronic illnesses, sensory and mobility impair-
ments, or Alzheimer’s disease, have been given
great attention (e.g., Organisation for Economic
Co-operation and Development [OECD] 1985;
Brouwer and Ponds 1994; Ball and Owsley 2000).

Thanks to measures to increase safety on the
roads, including expansion of the road system,
mandatory use of seat belts, and safety features in
vehicles, the number of accidents with personal in-
jury has remained relatively constant over the last
few decades. This is truly remarkable, given the
huge increase in traffic flow between 1970 and
today. With increasing age, however, there is also
an increasing risk of being involved in a traffic ac-
cident. It is true that older drivers do not have a
disproportionately greater frequency of involve-
ment in accidents than younger drivers. As a per-
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son ages, though, the risk of her having an accident
does grow in relation to driving performance (and
hence in relation to the exposure to danger) (U.S.
Department of Transportation 2000). Walking or
biking are not good alternatives either: Elderly
people are very vulnerable as unprotected road
users.

Improvements in road transport informatics
and in-vehicle technologies promise to facilitate
travel and improve safety for everyone, and elderly
people and persons with disabilities in particular.
Gradually, access to public transport vehicles, bus
stops, and transit stations is also being adapted ac-
cording to the needs of the older user in many
countries. New intelligent systems will make it eas-
ier to traverse both small and great distances
quickly and efficiently (Hanowski and Dingus
2000). Not least because of these developments,
the generation of people who are used to dealing
with technology every day and for whom driving a
car has become a matter of course will increas-
ingly rely on the automobile. Elderly people with
an impaired ability to walk, especially those living
in rural areas and suburbs with reduced local pub-
lic transport service, often depend on a car to
manage daily demands. On the one hand, the
greater availability of private cars expands their
scope of movement and action. On the other, the
growing volume of traffic also increases the poten-
tial hazards of such travel. Moreover, longitudinal
studies (Jette and Branch 1992) suggest that re-
liance on an automobile is a sociocultural phe-
nomenon largely unrelated to a person’s health.

On the whole, then, the conditions for the mo-
bility of aging women and men are not highly fa-
vorable.Whether and how external conditions and
demands of the environment can be harmonized
with individual needs and resources is therefore a
major question for society.

Conclusions and Outlook
Preserving and fostering the ability to engage in
mobility and activities in old age is central to
maintaining the quality of life experienced by eld-
erly women and men. As a person ages, physical
strength wanes, and one’s action radius shrinks,
environmental features take on ever greater signif-
icance. Functional disabilities that might develop
have far less impact under favorable conditions
than under conditions that restrict the living space
of elderly people and fail to meet their needs.

When it becomes harder to see or hear, or when it
becomes a problem to move and react, the effect of
adverse natural environmental conditions, physi-
cal obstacles in the vicinity of the home, and diffi-
cult traffic conditions becomes much greater. Thus
the elderly find the difficulties they confront ever
more challenging, while the young often do not
even notice them or can compensate without
much trouble.

However, biological age alone is not the critical
factor determining the extent of mobility and sub-
sequent satisfaction. How agile a person is (or still
is), how satisfying they find available public trans-
port, and whether a car can be used to compensate
for advanced age and associated losses of the abil-
ity to move are more decisive factors. Elderly per-
sons who do not drive feel particularly hemmed
in, whereas drivers are satisfied with their scope
for mobility even with increasing age and health
impairments; therefore, priority should go to bet-
tering the situation for pedestrians and the users
of public transport, that is, to calming traffic and
enhancing traffic safety and to facilitating socially
and environmentally sustainable mobility. The low
level of satisfaction reported by people whose mo-
bility is hampered by limitations to their physical
ability to move about or by lack of private or pub-
lic transport clearly shows that the decline of out-
door mobility in old age is not an entirely volun-
tary retreat from the world. Ensuring older people
opportunities for participation in their social,
built-up, and natural environments, despite the
physical handicaps, possible financial constraints,
and social, technological, and spatial barriers that
exist in their world, would thus greatly contribute
to their quality of life and well-being.

Heidrun Mollenkopf

See also: Aging and Technology; Old Age, Social
Relationships in; Place Attachment; Teaching Older
Adults to Use New Technologies
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Paolucci, Beatrice
Beatrice Paolucci (1920–1983), professor at Michi-
gan State University, East Lansing, Michigan for
more than twenty-five years (1951–52; 1956–57;
1958–1983), was a leader in study of the family
and home as central components of the human
ecosystem (Hook and Paolucci 1970). She argued
that, collectively, decisions and actions of individ-
ual families have an impact on society, culture, and
the natural and built environments. This impact
comes about through the way families select, con-
sume, conserve, or destroy resources; the child-
bearing decisions they make; values they hold and
pass on to their children; and how well they de-
velop human capital. Paolucci considered the fam-
ily ecosystem to be part of the total physical-bio-
logical, social-cultural ecosystem in which inputs
of matter, energy, and information enter the family
through transactions with the environment. These
resources are used and transformed by the family,
and in turn, human capital, goods, services, and
wastes become outputs to the environment. Feed-
back processes operate to change the system. The
world’s ecological health depends on decisions and
actions taken not only by nations, but by families.

Paolucci was born on August 13, 1920, in Ladd,
Illinois to an Italian immigrant coal-mining fam-
ily. When younger than 2 years old, she contracted
infantile paralysis (polio). At that time there were
few treatment methods; as a result, she had some
physical limitations throughout her life. But be-
cause she did not consider herself handicapped,
she was not. She made contributions in many areas
of education and research and to academic and

other programs in the United States and around
the world.

Educated in the public school in Sparland, Illi-
nois, Paolucci received her B.S. degree from Illinois
Wesleyan University in 1942 in home economics, a
dominant field for women in that era. She taught
home economics in the public schools in Lacan
and Park Forest, Illinois, for several years. She re-
ceived her M.S. degree in family study and sociol-
ogy from Columbia University in 1948 and her
Ed.D. in education and family economics and
management from Michigan State University in
1956. A commanding figure in raising and broad-
ening the theoretical and intellectual level of home
economics and study of the family by integrating
theory and concepts from a wide range of aca-
demic disciplines, Paolucci set the pace in apply-
ing an ecological model to home economics. Sub-
sequently, several academic home economics units
adopted the name of human ecology.

Paolucci’s early conceptual work was on family
decision making and on the valuing processes that
influence decisions. She believed that families have
the opportunity and responsibility to make deci-
sions that will help preserve our environment and
resources and that will assure the continuance of
what makes people human. Appropriate decisions
can improve the quality of life and the quality of
the environment (Paolucci, Hall, and Axinn 1977).
In her later years, Paolucci focused on the signifi-
cance of the family in human resource develop-
ment—on the human capital that the family cre-
ates in the form of socialized and educated
persons who can perform productive roles in soci-
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ety. The family creates human capital through the
physical and emotional care and nurturance of its
members and their socialization and education in
skills, knowledge, and values. Much of the learning
that goes on in the family is invisible and unrecog-
nized. It takes place in everyday family activities
and interactions and is often on the edge of con-
sciousness. Paolucci often said that we can help to
shape destiny through everyday life.

Paolucci was a dynamic teacher and speaker and
influenced numerous students who became leaders
in family study, human ecology, family and con-
sumer sciences (the new name that was selected for
home economics in 1994 by professional groups in
the field), human services, and related fields. Her
conceptual work on family ecosystems stimulated
others in the field to do further theoretical work in
human ecology.As a young girl, she was active in 4-
H club work, an educational program of the Coop-
erative Extension System for rural children, youth,
and families. She spoke frequently to 4-H and other
extension groups and was instrumental in bringing
an ecological perspective to extension programs
across the United States and Canada by teaching a
winter school course on family ecosystems at the
University of Arizona for several years.

Paolucci worked with scholars in several disci-
plines, including Kenneth Boulding in economics;
Elise Boulding, Marvin Sussman, and Barrie
Thorne in sociology; and others in such fields as
economics, philosophy, anthropology, and systems
science, thereby impacting fields beyond home
economics. She was influential also in bringing a
human ecology model to home economics and
family study programs in countries around the
world (e.g., Australia, the Philippines, Sweden, and
Thailand) through students, writings, speeches,
and international activities. These last included
consultations with the Ministry of Education in
Thailand (Paolucci, Bubolz, and Rainey 1976) and
elsewhere, participation in international confer-
ences, and extensive work with the Women in De-
velopment program. She received numerous aca-
demic and professional awards. Beatrice Paolucci
continued to be active professionally until her
death from cancer on October 1, 1983. Starting in
1985, a series of international symposia have been
held at Michigan State to honor her contributions
to education and the well-being of families and to
continue her visionary thinking. In 2001, Paolucci
was selected to be memorialized on a mural in the
Michigan State Union building as one of thirteen
of the most distinguished faculty in the university
since its founding in 1855. A book commemorat-
ing her life and work was published in 2002
(Bubolz 2002).

Margaret M. Bubolz

See also: Bubolz, Margaret M.; Cooperative Extension
System (CES); Family Resource Management; 4-H
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Parent Education Programs 
for Immigrant Families
Changes in the human ecology of immigrant fam-
ilies occur on many levels, as elders, parents, and
children adapt to very different home, neighbor-
hood, community, and national environments.
Parents who were competent in their home envi-
ronments are often challenged by the values, social
practices, and institutions in the host environ-
ment. Recent growth in the number and diversity
of immigrant and refugee families in the United
States and around the world points to the impor-
tance of culturally appropriate parenting pro-
grams to assist parents. It is not possible to cite ac-
curate statistics on the number of legal and
non-legal immigrants who come to the United
States, but the best estimate is approximately 1
million annually. Of the immigrants who came to
the United States between 1981–1996, 39 percent
were from Asia, 34 percent from Latin America
and the Caribbean, 20 percent from Europe, and 6
percent from Africa, Oceania, and Canada.

Many of the educational programs and materi-
als currently available to immigrant families were
designed for mainstream audiences and do not
address the intergenerational, cross-cultural, and
ecological dilemmas that confront immigrant par-
ents and children in their daily lives. Often educa-
tional materials are available only in English. Some
of the best new parent education programs for im-
migrant families include the diverse experiences
of parents and adolescents, the voices of fathers
and mothers, and culturally relevant problem-
solving materials that enable families to blend
their native parenting skills with the realities of life
in the new environment.

Recently published research on parent educa-
tion programs for immigrant families is limited,
but several important issues and processes have
been identified by researchers and educators that
alert developers of new curricula to emerging best
practices. An important first step is to develop a
cross-cultural understanding of the very different
contexts inhabited by immigrant parents and chil-
dren, including their experiences of war, poverty,
and immigration. Parent education developers
need to understand the social and economic con-
ditions of families in their homelands and in their
adopted homes, their preferred family structure,
and their culturally based child-rearing values
(Bennett and Grimley 2000). Parenting programs

should be based on a deep understanding of the
current circumstances and day-to-day realities of
parent-child interactions. Parents prefer that edu-
cational programs be offered in places and at
times convenient to them and in a language that is
familiar (McDermott 2000). Curricular content
should incorporate a definition of the family con-
sistent with the target population’s definition, in-
cluding an extended kin network, and be sensitive
to traditional gender role issues and religious be-
liefs. It should directly address the unique dilem-
mas confronting immigrant parents and their chil-
dren in the new environment (Zegarra 1998).
Parents prefer to participate in programs that have
trained facilitators who are parents themselves
and whom they know. They prefer child-focused
content that includes extended family involve-
ment. (Powell, Zambrana, and Silva-Palacios 1990)
Some of the best examples of new immigrant par-
enting programs in Canada include content on in-
tergenerational conflict, maintaining cultural her-
itage, cultural adaptation, and language barriers
(Short and Johnston 1994).

Two exemplary programs in the United States
incorporate the best-practice issues and processes
described above. The MELD programs are de-
signed for Hmong, Latino, and East African par-
ents of preschool and school-aged children, as well
as other special groups. They bring parents into
supportive groups that meet over two years to be-
come friends, solve problems, and create healthy
families. Group facilitators are peer volunteers
who are experienced parents, trained and sup-
ported by MELD professionals. The Helping Youth
Succeed: Bicultural Parenting for Southeast Asian
Families program is designed to support Viet-
namese, Cambodian, Lao, and Hmong parents of
adolescent children. Parents are empowered to de-
velop their own bicultural solutions to “family sto-
ries” that present common parent-adolescent
dilemmas. The stories were developed from re-
search-based focus group discussions with par-
ents and adolescents from each cultural group. The
stories are presented in both English and the four
languages of participants in text and video for-
mats (Detzner, Xiong, and Eliason 1999).

The nature, quality, and impact of parent edu-
cation curricula for immigrant parents are diffi-
cult to assess, since there is little published evalua-
tion research on their effectiveness. A few
exceptions indicate the value of culturally specific
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parenting programs. Mexican-American mothers
who participated in a Houston program granted
their children greater autonomy, were less intru-
sive, and demonstrated greater warmth than the
control group. Their children had more advanced
cognitive development and higher IQ scores
(Johnson et al. 1974). Observations of Hispanic
mothers at risk for child abuse showed that after
completing a twenty-week prevention program
they were more engaged with their children in play
situations than they were before the program
(Herrerias 1988). Preliminary evaluations of the
Helping Youth Succeed curriculum indicate that
parents identify with the culturally based family
story content and they appreciate the use of their
native languages; and many parents say that they
are willing to adopt bicultural parenting practices.
These models may be useful to developers of par-
enting programs for new immigrant families.

Daniel F. Detzner
Zha Blong Xiong
Jennifer D. Riday

See also: Acculturation; Children from Immigrant
Families; Hispanic Immigrant Experience
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Parental Development
The study of parental development (Demick, Bur-
sik, and DiBiase 1993) has drawn on several
strands of research, namely, work on: (a) parent-
hood as a developmental stage (primarily from a
psychoanalytic viewpoint); (b) transition to par-
enthood (with respect to individual, marital, and
family functioning); and (c) stages theories of par-
enthood (drawing on the grand developmental
theories of Swiss psychologist Jean Piaget and
Heinz Werner).

Parenthood as a developmental phase was first
conceptualized in the psychoanalytic literature by
Theresa Benedek. Specifically, parenthood was ini-
tially seen as a powerful stage in the development
of women and then of both women and men. For
example, Helena Deutsch (1945) proposed that
parenthood (specifically, giving birth) represents
the crucial fulfillment of a woman’s needs.
Benedek held that “ . . .the study of the family as a
field of transactional processes . . . is based on the
proposition that the parents’ drive-motivated,
emotional investment in the child brings about re-
ciprocal intrapsychic processes in the parents,
which normally account for changes in their per-
sonalities” (1970, 124). Arguing that successful (or
unsuccessful) relationships with children make for
advances (or regressions) in the parent’s personal-
ity (superego, self-esteem), she explained that “in
terms of dynamic psychology it means that while
the parent consciously tries to help the child
achieve his developmental goal, he cannot help but
deal with his own conflicts unconsciously and by
this, normally, achieve a new level of maturation”
(p. 131).
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Thus, adults’ conscious and unconscious ways
of navigating the world are thought to change
when they become parents, leading them to relive
some of their own psychological vulnerabilities
with their children. For example,“when a child en-
ters school, a parent’s own fear and resistance
against the authority of the school may erupt and
cause the parent, child or both specific difficulties.
When children reach adolescence, parents have to
confront their own sexuality once again” (Buch-
holz 2001, 441). In line with this, Benedek (1959)
made inroads into the general problem of parental
development by suggesting three broad phases: (a)
phase one, from conception to the child’s entry
into school, a period of total parenthood, during
which parents perceive children as completely
their own); (b) phase two, when the youngest child
reaches adolescence and parents must deal with
the empty nest phenomenon; and (c) phase three,
when parents become grandparents and instinc-
tively indulge their grandchildren.

Further support for the notion of parenthood
as a developmental stage came from the classic
work of Erikson. Modifying Freudian theory in
two major ways, he proposed that (a) in addition to
psychosexual aspects, developmental stages have
psychosocial aspects, which involve major social
conflicts that the individual must resolve at each
stage (e.g., basic trust vs. mistrust, autonomy vs.
shame and doubt, initiative vs. guilt, in the oral,
anal, and phallic stages, respectively); and (b) so-
cial development continues postadolescence (even
if intellectual development does not), during
which time there are three additional developmen-
tal stages (each with its own social conflict),
namely, young adulthood (intimacy vs. isolation),
adulthood (generativity vs. stagnation), and matu-
rity (integrity vs. despair). The seventh stage, gen-
erativity versus stagnation, corresponds to middle
adulthood. Generativity refers to the ability to give
of oneself to another person or persons. Although
generativity may be achieved in numerous ways
(e.g., transmission of knowledge through teaching
and writing, provision of empathy or protection to
individuals, groups, and social institutions, or so-
cietal activities), it is ideally expressed in the con-
text of parenthood, where parents derive fulfill-
ment by investing in their children’s lives, sharing
their life experiences, and guiding and teaching
them. According to Erikson, few life experiences
provide as much opportunity to care for others, to

realize our need to be needed, and to exercise our
innate wish to teach as parenthood.

Not surprisingly, once parenthood was concep-
tualized as a developmental phase, interest prima-
rily in the beginning and secondarily in the end of
this period grew; to date, significantly less research
has focused on the middle phase of parenthood.
For example, early sociological work (e.g., LeMas-
ters 1957) led to the initial conceptualization of
the transition to parenthood as a relatively time-
limited period of crisis for new parents. However,
subsequent research qualified this notion. That is,
some psychologists provided extensive informa-
tion on, for example, personality characteristics
associated with the parental role, factors (e.g., in-
fant temperament) mediating the impact of par-
enthood on personality, and areas of change
within parents (e.g., affective states, personal ma-
turity). Others treated the impact of the transition
to parenthood on the marital relationship and on
developmental change in the family system. For
example, Carolyn Cowan and Philip Cowan (1992)
provided a structural model of marital and famil-
ial adaptation focusing on the developmentally ad-
vanced state of balancing individuality and mutu-
ality (e.g., couples characterized by positive
mutuality over the transition to parenthood ex-
hibit optimal parenting, which leads to positive
child outcomes at least through kindergarten).
Consistent with this research has been the work of
Jay Belsky (1984), who identified as primary fac-
tors in parenting: child characteristics (e.g., tem-
perament); the personal and psychological well-
being of parents; and contextual sources of
support and stress.

Theory and research on stages of parental de-
velopment have also been generated from within
Piaget’s developmental framework. Relevant here
is the work of Arnold Sameroff and Leslie Feil on
parental conceptions of the child and of the
parental role. These theories outlined a descrip-
tive, developmental continuum of parental social-
cognitive awareness, conceptualized in an analo-
gous manner to Piaget’s stages of the child’s
intellectual development. That is, the parent’s con-
ceptions of the child and of the parental role were
seen as representing a cognitive structure of par-
enthood. Cognitive structure referred to stable pat-
terns of thought that define how an individual
(here, the parent) makes sense out of his experi-
ence and organizes his responses to it. Related to
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increased interaction with the environment, the
structure of a parent’s thinking broadens to in-
clude a wider array of information and perspec-
tives, as well as reflecting increased depth and flex-
ibility. Thus, the development of the cognitive
structure of parenthood was seen as aiding par-
ents in interpreting their children’s responses and
behavior and in formulating policies to guide
parental action.

Stated simply, Sameroff ordered parents’ con-
ceptions of their children’s development into four
stages, corresponding to Piaget’s four stages of the
child’s intellectual development, namely, symbiotic
(sensorimotor), categorical (preoperational), com-
pensating (concrete operational), and perspectivis-
tic (formal operational). He characterized the par-
ent’s earliest conceptions of her child as symbiotic,
in that the parent “ . . . is concerned primarily with
the immediate relationship to the child [and] . . .
responds in a here and now fashion to the child’s
behavior. . . . The skin to skin contact in breast
feeding . . . [etc.] . . . are interpreted as conse-
quences of the mother’s efforts and serve to pro-
duce a positive affectional bond between mother
and child. . . . This lack of differentiation between
oneself and one’s child makes the ability to reflect
on the developmental process impossible”(Samer-
off and Feil 1975, 86–87).

Subsequent stages were seen as reflecting in-
creasing differentiation between parent and child.
Once the parent is able to differentiate between self
and child as independent entities, he has advanced
to the categorical stage, in which “the child’s ac-
tions can be viewed as being intrinsic characteris-
tics of the child” (p. 87), independent of whether
the parent characterizes the child positively or
negatively. The highest level of reasoning was
termed perspectivistic, in the sense that parents at
this stage can take on a hypothetical attitude and
interpret their child’s behavior in light of the com-
plexity of experience, context, and endowment;
they can think constructively about remediation to
overcome either general or selected deficiencies in
the child.

Framed similarly, the work of Carolyn New-
berger (1987) was developed more extensively. She
distinguished between parental awareness (as em-
bodied in her stages) and parental attitudes.
Specifically, she assumed that parental awareness
represents an underlying cognitive structure of
concepts of people and of roles, whereas parental

attitudes reflect more superficial points of view
about care-taking behaviors and styles. Thus,
parental awareness, which reflects the complexity
and flexibility of the underlying cognitive re-
sources available to the parent, is—unlike some at-
titudes—not a correct or incorrect but a deeper
mode of thinking and thus might be more
amenable to intervention. Newberger’s theory re-
ceived empirical validation, some attempts were
made at incorporating it into parent education pro-
grams aimed at fostering parental development.

Specifically, Newberger’s orientations, or levels,
or stages, have been described as follows: (a) ego-
istic orientation, at which level a parent is self-
focused, considering only his own interests and
needs, and perceives the child merely as a projec-
tion of his own experience, e.g., in terms of the ef-
fect of the child on the parent; (b) conventional
orientation, at which level, a parent understands
his child in terms of externally derived definitions
and explanations of children, e.g., culture, tradi-
tion, authority, age-related norms for children’s de-
velopment; parenting is perceived as reasoning
about such issues as the most correct way, to, for
example, toilet train or discipline children; and
fulfilling one’s role as predetermined by tradition
is primary; (c) subjective-individualistic orienta-
tion, at which level a parent views his child as a
unique individual who may now instead be under-
stood through the parent-child relationship itself,
rather than through external definitions such as
norms; parents broaden their reasoning about
parenting and organize it around identifying and
responding to the needs of this particular child;
and (d) analytic-systems orientation, at which level
a parent understands both himself and his child as
complex and changing psychological self-systems,
which are embedded within interacting mutual
systems that influence family, community, and
global relations; the parent sees both his own and
his child’s development through the ongoing
process of parenting, with the parent finding ways
to balance his own needs and those of the child.

From a different tradition (the tradition of psy-
choanalytic research on normal adult develop-
ment such as that of Daniel Levinson and Roger
Gould), Ellen Galinsky (1981) interviewed 228
parents with 396 children among them (from
10–40 children of each chronological year from in
utero to 18 years). These parents included mothers
and fathers, parents from diverse groups (e.g.,
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married, divorced, widowed, stepfamilies, adoptive
families, foster families, guardians), and parents of
all ages (ranging from adolescent to older parents,
with one or many children), races, ethnicities, reli-
gions, income levels, and regions of the country.
She then specifically proposed that parenthood
progresses through a series of six stages, each with
its own developmental tasks for parents:

1. Image-making stage. She characterized the
image-making stage (pregnancy until birth)
as the time “when prospective parents begin
to cull through, to form, and to re-form
images of what’s to come, of birth and par-
enthood” (p. 9). Parental tasks involve, for
example, the parent preparing for a change
in role, forming feelings for the baby,“recon-
ciling the image of the child with the actual
child” (p. 55), and preparing for a change in
other important adult relationships.

2. Nurturing stage. From birth until about 2
years of age (when the child begins to say
“no”), parents experience a conflict between
earlier expectations of what the child might
be like and the actuality of parenthood. The
major task of this stage is “becoming at-
tached to the baby”; in contrast to the initial
state of symbiosis between mother and
child, attachment “implies both emotional
and physical separateness and connected-
ness” (p. 73). Here, parents assess their pri-
orities, figuring out how much time they
should devote to the baby and how much to
other aspects of their lives.

3. Authority stage. The central task of the au-
thority stage (2–5 years) concerns how par-
ents handle power, that is, how they accept
the responsibility involved, communicate ef-
fectively, select and enforce limits, decide on
how much to shield and protect the child,
cope with conflicts with the child, and han-
dle or avoid battles of the will. The authority
issue is not restricted to dealing with the
child; the parent must also work out author-
ity relationships with others who deal with
the child, including the other parent, grand-
parents, babysitters, teachers, neighbors, and
the like.

4. Interpretive stage. During the interpretive
stage (5 to 12 years), for parents “the major
task is to interpret the world to their chil-

dren, and that entails not only interpreting
themselves to their children and interpreting
and developing their children’s self concepts,
but also answering their questions, provid-
ing them access to the skills and informa-
tion they need, and helping them form val-
ues” (p. 178).

5. Interdependent stage. As the child reaches
adolescence, the parent is faced with and
must interact with a new child. All aspects of
the prior relationship (e.g., communication)
must be renegotiated and new issues (e.g.,
sexuality) addressed.

6. Departure stage. As the adolescent gets older,
the central task becomes that “of accepting
one’s grown child’s separateness and indi-
viduality, while maintaining the connection”
(p. 307).“The ‘old,’ ‘original’ family has
changed, the children have grown, moved
away, and the parents’ roles have changed,
and most parents search for new ways to say
they are still a family” (p. 304). This stage is
characterized by evaluations.“Parents evalu-
ate their images of departure, when and how
far they thought their child would go. They
evaluate whether they’ve achieved the par-
ent/grown child relationship they wanted as
well as taking stock of their overall suc-
cesses and failures” (p. 10).

More recently, Barbara Unell and Jerry Wyckoff
(2000) published the volume The Eight Seasons of
Parenthood: How the Stages of Parenting Constantly
Reshape Our Adult Identities. Based on clinical in-
terviews with several hundred parents ranging in
age from 20 to 90 years, they elaborated a stage
theory of parenthood with striking similarities to
Galinsky’s. Specifically, they conceptualized stages
of parenthood as consisting of three circles with
various substages, indicated by the child’s age and
developmental milestones. The first circle con-
cerned parenting young children, which was di-
vided into the following stages: celebrity (preg-
nancy); sponge (infancy); family manager
(preschool years); travel agent (middle years); and
volcano dweller (adolescence). The second circle
involved parenting adult children, which was di-
vided into the stages of: family remodeler (the child
leave homes to become independent); and plateau
parent (independence). The third circle involved
being parented by children; the only stage within
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this circle was designated as rebounder (caring for
a parent).

While stage theories of parenthood appear in-
tuitive, they have not been subjected to much em-
pirical scrutiny (see Demick in press). For several
reasons, I and my colleague Seymour Wapner
(e.g., Wapner and Demick 1998) reframed the
issue as developmental changes in the experience
and action of parents over the course of bearing and
rearing children. Above all, this conceptualization
is more in line with the complexity of everyday life
functioning. In fact, the classic pattern of changing
self-world relationships, which sees the individual
moving from a dedifferentiated state to being dif-
ferentiated and isolated, differentiated and in con-
flict, and finally differentiated and integrated, is
too simple. Change from one state to another can
occur at any given moment in time, and develop-
mental changes occur with greater frequency than
stage theories have implied (Demick in press).

Specifically, whenever there is a perturbation to
the system (e.g., cognitive disequilibrium in a par-
ent related to a child’s behavior), the parent must
reorganize her self-world relationship (e.g., to re-
store cognitive equilibrium). In this way, such de-
velopmental processes most probably occur with
great frequency in transacting with one’s children
on a daily basis. While the particular issues posed
by one’s children may change from one moment to
the next (although some appear with great regu-
larity), parental reactions do not necessarily
change. That is, parents are constantly faced with
restoring cognitive equilibrium (or equilibrium in
their person-in-environment systems) in a dialec-
tical process that may feel remarkably similar
every time that they are faced with a novel (or not
so novel) stimulus from one of their children. In
our terms, parents are continually faced with at-
tempting to return differentiated and in conflict
person-in-environment system states to more dif-
ferentiated and integrated ones.

Jack Demick
See also: Family Life Cycle
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Parent-Child Synchrony
The term “parent-child synchrony” refers to a
smooth-flowing, reciprocal, balanced interaction
style sometimes observed in the one-on-one inter-
actions of parents with their children, an interac-
tion style that may facilitate the child’s social, emo-
tional, and cognitive growth. Instead of describing
what parents and children do together (e.g., have a
disciplinary encounter, solve a problem together),
interactions styles like synchrony describe how
they do things together.

Characteristics
Synchronous interactions have several character-
istics.When a parent and child are engaged in syn-
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chrony, interactions are extended, lasting more
than one or two turns. The parent and child are fo-
cused on the same thing, paying attention to each
other, with neither partner being distracted. There
is a balanced, back-and-forth, give-and-take qual-
ity to the interaction, with neither partner pushing
or dominating, and both partners contributing
equally. There is a coordination to the interactions,
such that each partner’s actions flows from what
the other partner just did, and there is a sense of
behaviors being connected or contingent, with no
behavior coming “out of the blue.” Finally, during
synchronous interactions, neither partner is expe-
riencing negative emotions.

Synchrony with Infants
The term synchrony was first used to describe cer-
tain interactions that were observed when child
development researchers watched mothers with
their very young infants (Brazelton, Koslowski,
and Main 1974). Researchers noticed that some
mother-child pairs were able to interact in a har-
monious way, while other pairs seemed to have
difficulty maintaining smooth interactions. When

the mother and child were in sync, there was a
dancelike quality to the interaction: They main-
tained eye contact, the tone of their vocalizations
was similar in pitch, their movements were coordi-
nated. When the researchers looked at the moth-
ers’ behavior more closely, they realized that the
mothers who engaged in the most synchrony with
their infants tended to follow the babies’ cues. For
example, if the infant looked away, the mother
leaned back and waited for the infant to reengage,
rather than trying to get the infant’s attention
again. If the infant smiled and started waving her
hands, the mother increased her level of activity
and interest to match the infant’s. Therefore, in-
stead of trying to lead or set the pace of the inter-
action, the mother allowed the baby to take the
lead. In this way, the baby got its needs for stimu-
lation or rest met.

In fact, there appear to be multiple advantages
for the infant who engages in high rates of syn-
chrony with its caregiver. Research and theory sug-
gest that synchrony facilitates the infant’s develop-
ment in at least four ways. First, it enhances
multisensory processing, meaning that infants can
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use perceptual information gained from one sense
to enhance the processing of data from other
senses. For example, gazing at caregivers (visual
processing) helps infants interpret caregiver vocal-
izations (auditory inputs). If the caregiver and in-
fant are in a state of synchrony, information from
the caregiver is transmitted to the infant in a non-
interfering way that fits with what the infant is al-
ready doing; therefore the infant’s ability to
process across sensory modalities should be max-
imized. Second, synchronous interactions appear
to facilitate homeostatic regulation. Newborn ba-
bies have a limited ability to regulate their levels of
arousal, their sleep patterns, and so on; the care-
giver can help the baby establish these kind of
rhythms through their interactions, until the in-
fant gets better at self-regulation. Synchronous in-
teractions are particularly helpful in this regard,
because, if the caregiver is tuned in to the infant’s
cues, their interactions can help the infant transi-
tion smoothly from one state to another. This, in
essence, gives the baby practice in doing what he
eventually will need to do without help.

Third, synchrony appears to increase the likeli-
hood that infants will feel effective. Children need
to learn, early on, that what they do makes a dif-
ference, that they can express their needs and the
needs will be met. They do not understand this in
a conscious way, but there is reason to believe that
infants feel when things are going well and when
they are not. When interactions are mistimed, or
when the caregiver is not responding appropriately
to what the infant is doing, things do not feel right
to the infant (this is seen as distress in the infant);
when the caregiver and infant are interacting syn-
chronously, things feel right to the infant, and this
sense of rightness may translate into a sense of
self-efficacy or self-worth for the growing child.

The fourth benefit of synchrony for the infant is
related to this sense of feeling effective and worth-
while: Infants who engage in repeated episodes of
synchrony with their primary caregiver are also
likely to establish a secure attachment with the
caregiver. Theorists claim that when children are
in a relationship with a caregiver who is appropri-
ately responsive to them, they learn that they are
worthwhile and loveable, and that other people can
be trusted to “be there” for them. These children
are considered securely attached to their care-
givers, and approach future relationships with
positive expectations and a positive sense of them-

selves. Various studies (e.g., Isabella and Belsky
1991; Schölmerich et al. 1995) suggest that parent-
child synchrony can facilitate the formation of a
secure attachment, most likely because it requires
sensitive responsiveness on the part of the parent.

Synchrony with Older Children
Since the original studies with mother-infant
pairs, other researchers have begun to look at in-
teractions of parents with older children to deter-
mine whether or not their interactions can be de-
scribed in terms of synchrony, and it appears that
they can, although synchrony may look slightly
different, and serve different functions for older
children (see Harrist and Waugh, in press). There
is some evidence that parent-child synchrony is
descriptive even for adolescent-parent interaction,
but most studies have focused on early childhood.

For toddler-parent pairs, synchrony looks simi-
lar to infant-parent synchrony (interactions are
prolonged, coordinated, etc.) but there is at least
one difference: The toddler appears to be a more
active partner in the synchronous interaction.With
infants, the burden for maintaining synchrony
rests largely on the parent, because the parent must
to be tuned in to the infant’s signals. Toddlers, how-
ever, are better able to focus on parents’ signals.
Also, as toddlers become verbal and more mobile,
they are able to assert their desires more directly.
For synchrony to occur with toddlers, then, there
needs to be a sense of mutual affiliation, with par-
ent and toddler both wanting to be engaged in the
interaction and both being willing to focus on each
other. Synchrony at this age looks more like team-
work than it did in the infant period.

What do toddlers learn when engaged in syn-
chrony? First, synchronous interactions appear to
facilitate the development of language and other
communication skills. The turn-taking and contin-
gent nature of synchronous interactions not only
gives children practice in the give-and-take of so-
cial conversation, but also leads to the develop-
ment of shared meaning between the parent and
child. Toddlers, therefore, should learn more and
learn more easily when learning occurs in the con-
text of synchrony. Synchrony may also facilitate
the toddler’s autonomy development, through pro-
viding the child an easy way to practice self-regu-
latory skills as they learn to comply with adult
wishes. Some studies (e.g., Rocissano, Slade, and
Lynch 1987; Rescorla and Fechnay 1996) have in-
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dicated that when parents make requests of chil-
dren in a synchronous manner (e.g., requests that
are tied somehow into what the toddler is already
doing), rather than making demands that inter-
rupt what the child is doing, the child is more likely
to cooperate with the parent. The child therefore
learns to balance the demands of others with her
own desires, something that is necessary if the
child is to learn self-control.

Even for preschool- and kindergarten-age chil-
dren, there is evidence that synchrony remains a
meaningful way to describe optimal parent-child
interactions. During this period, the burden for
maintaining synchrony falls more equally to the
child and caregiver than in previous eras. Parent
and child appear as near equals, in the sense that
children of this age have the power to engage and
withdraw at will and can carry on sophisticated
dialogues with adults once interaction is under-
way. Synchrony’s function at this point seems to be
in the realm of social development. Peer interac-
tions become important for children in this stage
of early childhood, and their competence with
peers has a significant impact on their later per-
sonal, interpersonal, and academic adjustment.
Research suggests that synchrony facilitates the
development of the social skills that are part of so-
cial competence, such as being socially attentive,
solving social problems, and being nonaggressive
during play.

Facilitating Synchrony
Although parents can—and do—engage in syn-
chrony with their children without consciously
trying, it may be that certain attitudes and behav-
iors could be cultivated by parents to facilitate
synchrony. Regardless of the child’s age or stage,
parents should first ask themselves whether they
are fully attentive, or distracted. They should then
tune into the child’s nonverbal and verbal cues re-
garding how the interaction is going, asking them-
selves questions such as: Is the pacing of the inter-
action comfortable for my child? Does my child
appear over- or understimulated? Is my child be-
coming distressed? Am I trying to push my own
agenda? Does my behavior and expression of emo-
tion flow from what my child is doing? Parents
who are able to engage in synchrony with their
children should see not only benefits to the child,
but to the parent-child relationship as well.

Amanda W. Harrist

See also: Attachment; Cognitive and Language Skills:
Early Environmental Influences on Apes; Parental
Development; Parenting Styles; Play and Play
Partners
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Parenting Styles
Parenting style is defined as a characteristic of the
parent, a stable constellation of attitudes and be-
liefs that form the context in which parenting
practices occur (Darling and Steinberg 1993).
Human developmental ecology points out that
human behavior is a consequence of the interac-
tion between the individual and the environment
(Bronfenbrenner 1979). Children develop in the
context of family relationships. In other words,
children grow and adapt through interchanges
with their immediate microsystem, their family
(Bronfenbrenner 1979). It is within this context
that parenting styles or emotional climates influ-
ence the socialization of children.
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Diana Baumrind’s (1966, 1989, 1991) work on
the classification of parenting styles has pro-
foundly influenced how the relation between child
outcome and parenting style is understood. Her
early work identified three parenting styles—au-
thoritative, authoritarian, and permissive. The per-
missive typology was later differentiated to in-
clude both indulgent and neglectful parents
(Maccoby and Martin 1993).

Although Baumrind’s parenting styles differ,
depending on social context and developmental
period, they share certain essential features
(Baumrind 1989). Each parenting style is concep-
tualized as a function of two dimensions—re-
sponsiveness and demandingness (Maccoby and
Martin 1993). The term “responsiveness” comes
from ethology, a field of study that views humans
and animals as active organisms, each living
within a particular ecological niche. Responsive-
ness refers to synchronous behavior between in-
fant and caretaker. It has in the past been seen in
terms of the degree to which a parent shows
warmth rather than hostility, but it is now under-
stood to include both affectional warmth and cog-

nitive responsiveness (Baumrind 1989). Affec-
tional warmth reflects emotional expressiveness,
while cognitive responsiveness refers to the cogni-
tive stimulation of the child. Responsiveness in-
cludes a parent’s level of emotional supportiveness
and the degree to which he is cued into and able to
meet a child’s developmental needs. Demanding-
ness refers to parents’ expectations, the supervi-
sion of children, and parents’ willingness to con-
front their children. Through maturity demands,
monitoring, and disciplinary efforts parents at-
tempt to integrate their children into the whole
family (Baumrind 1991).

Authoritative parents are said to be high in
both demandingness and responsiveness. They
generally encourage verbal give and take, welcome
independence and conformity, and use reason to
reinforce behavior. Both independent self-will and
conformity are valued. Authoritative parents exert
firm control without unjustified restrictions. The
rights of both parents and children are empha-
sized. Children of authoritative parents are usually
found to be socially competent, self-reliant, and
responsible. They are what Baumrind (1989)
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called “instrumentally competent.” These highly
competent children demonstrate agency and
communion.Agency refers to children’s social and
intellectual self-assertion ( reflecting the drive for
independence and individuality), and commun-
ion reflects their need to be of service and be en-
gaged with others (which shows itself in social re-
sponsibility).

Authoritarian parents are said to be high in de-
mandingness but low in responsiveness. Like au-
thoritative parents, they utilize firm control, but
they are also described as being high in restric-
tiveness or psychological control (e.g., shaming,
withdrawing of love, guilt induction). Authoritar-
ian parents value unquestioning obedience and
may use punitive forceful measures to control their
children. They attempt to shape their children’s be-
havior in accordance with a set standard of con-
duct, usually based on an absolute standard. Au-
thoritarian parents have children who may be
hostile or may lack independence and dominance
(Baumrind 1989). European American children of
authoritarian parents are often anxious about so-
cial comparison, fail to initiate activity, and have
poor self-esteem.

Permissive or indulgent parents are high in re-
sponsiveness but low in demandingness (Maccoby
and Martin 1993). Permissive parents are warm
and responsive but do not set limits or demand
much from their children. They allow children to
regulate their own activities and avoid exercising
control. Many indulgent parents actively choose to
be permissive. Their nondirectiveness stems from
a commitment to children’s rights. These permis-
sive parents do not feel they have the right to re-
strict their children’s actions or emotions. Their
children often have poor self-control, are less so-
cially assertive, and less achievement oriented
(Baumrind 1966, 1989).

The fourth parenting style is the rejecting-neg-
lectful or disengaged parent who is low in both de-
mandingness and responsiveness (Maccoby and
Martin 1993). They are underinvolved with their
children; they respond minimally to their chil-
dren’s needs and wants. Disengaged parents do not
monitor their children, are not supportive, and
may actively reject or neglect their child-rearing
responsibilities altogether (Baumrind 1991). This
inattention or indifference often arises because
parents feel that it is too much of an effort to con-
trol their child.

While the influence of parental styles on child
behavior is significant, it is important to recognize
that parental styles may also reflect variations in
children’s characteristics (Maccoby and Martin
1993).Although parenting styles have an influence
on the socialization of children, it is not a unidi-
rectional relationship. Children bring into these in-
teractions characteristics (e.g., difficult or easy
temperaments) that might change parents’ adapta-
tion level (e.g., Darling and Steinberg 1993; Mac-
coby and Martin 1993). Consequently, parents’ re-
sponsiveness must match the temperament and
state of the child (Baumrind 1989). Likewise, some
children may react differently to the same parent-
ing style.“A gentle, sensitive child might well react
to high-power directives with passive, dependent
responses, whereas an aggressive, vigorous child
might react self-assertively or oppositionally,
modeling himself after the aggressive parent”
(Baumrind 1966, 899).

Because it has been suggested that much of the
literature on parenting styles reflects a European
American standard (Flynn 1994), increased atten-
tion has been given to the influence of the
macrosystem, the culture (e.g., cultural values), on
parenting styles and child outcomes. Differences
between cultural groups may be due to variations
in the definition of optimal instrumental compe-
tence (Baumrind 1989) and differences in social
context and parenting practices (Brody and Flor
1998; Darling and Steinberg 1993). For instance,
Baumrind (1989) pointed out that what might be
important to Japanese mothers (i.e., the encour-
agement of dependence; a high value on commun-
ion) may not be valued within Western cultures.
Likewise, while the negative outcome of authori-
tarian parenting is evident for European Ameri-
cans, it is not so clear-cut for Hispanic or African
American children. It is suspected that because
some African American families are more likely to
live in poorer and therefore less safe environ-
ments, heightened parental control serves a pro-
tective function that overrides the restrictive im-
pact it seems to have on children living in more
moderate community contexts. For example,
Brody and Flor (1998) have identified high levels
of parental control, greater than would be expected
from authoritative parents, coupled with affection-
ate behaviors, more than would be expected from
authoritarian parents, in African American par-
ents raising children in the rural south. This form
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of parenting “communicates to the child that the
parent is vigilant and concerned for the child’s
welfare” (Brody and Flor 1998, 805), which should
consequently nurture healthy self-esteem in child-
hood and beyond.

Muriel Azria-Evans

See also: Identity Statuses; Family Diversity;
Intelligence and Parenting; Parental Development;
Parent-Child Synchrony
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Participatory Action Research
Participatory action research (PAR) is an approach
to social science and educational research that di-
rectly links research and education with social ac-
tion. Participatory action research engages re-
searchers and community members as equal
participants, combines popular, experiential
knowledge with that of an academic, “rational”
perspective, and seeks to empower people through
collective action aimed at radically transforming
society. Because it addresses the relationship be-
tween the individual and the environment and
draws together multiple perspectives aimed to-
ward enhancing individual and community life,

PAR is a valuable methodology for the field of
Human Ecology.

In PAR, research is done, not for marginalized
peoples, but with marginalized peoples: The re-
searcher accompanies the participant over time,
participating and observing while providing re-
sources to the participant and her community,
who in turn facilitate the researcher’s understand-
ing (Lykes 1997, 728). The community group,
along with the researcher, identifies the existing
problems it wishes to eliminate or change. These
problems become the basis for the research, as re-
searchers and community members collabora-
tively explore the structural roots of the problem
and possible avenues toward change.

Through PAR, people move from being objects
of intellectual inquiry to active subjects in their
own research process. Community members de-
velop an increasingly critical understanding of so-
cial problems, their underlying causes, and ways to
overcome them. This process develops people’s
awareness of, belief in, and abilities to organize re-
sources. Participatory action research does not
merely aim to alleviate or eliminate poverty while
keeping people dependent and powerless, but in-
tends to help oppressed people become self-reliant,
self-assertive, self-determinant, self-sufficient
(Park et al. 1993, 2). The principles of shared power
and collective ownership of knowledge are crucial
to the PAR process. The effective PAR researcher
must recognize that he knows something and that
the people know something, but that neither party
holds the definitive answer. However, through
working together, they will increase collective
knowledge and learn more about how to gain and
to use knowledge (Maguire 1987, 38). Still, even
though PAR is a shared process, it is structured to
shift the power and control of decision making in-
creasingly into the hands of participants.

Participatory action research stems from a va-
riety of theoretical sources, including Marxism,
feminism, and critical theory. Kurt Lewin is com-
monly hailed as the “originator” of action research.
Working in the 1940s, Lewin helped pioneer the
notions that participant knowledge is founda-
tional to research validity and that democratic and
participatory research are essential for social
change. Lewin refused to separate thought from
action, or science from practice, and asserted that
social processes can only be understood when
they are changed. Central and South American
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theorists and practitioners, such as Orlando Fals
Borda, Paulo Freire, and Ignacio Martín-Baró
helped move Lewin beyond the borders of the field
of psychology into an explicit analysis of the rela-
tionship of science to social inequality, community
life, and radical social change.

The PAR process should combine popular edu-
cation, community-based research, and social ac-
tion, depending on the needs of the community.
Ideally, all three elements are included, but in what
order and with what emphasis depends on the
specific project. However the process is ordered,
the final stage is one of shared reflection and con-
solidation of the learning that has taken place and
a reexamination of the political, social, and eco-
nomic conditions facing the community (Brydon-
Miller 2001, 83).

The beginning phase of PAR focuses on identi-
fying the problem to be addressed and on estab-
lishing relationships with community organiza-
tions, leaders, and institutions. Ideally,
identification of the problem originates from
within the community. However, though people are
well aware of problems, since they experience
them (e.g., toxic waste, inadequate housing, unem-
ployment, drugs and crime), in reality the poor
and marginalized often are unable to organize for
themselves. External agents can help mobilize and
organize the community for investigation and ac-
tion (Park et al. 1993, 9).

As the research progresses, the researcher and
the participants identify and understand the par-
ticipants’ perceptions of the most significant prob-
lems. Through continuing dialogue, a deeper un-
derstanding of the problem is reached. There
should be an emphasis that the community decide
how to formulate the problem to be investigated,
what information should be sought, what methods
to use, what procedures to take, how to analyze
data, what to do with findings, and how to take ac-
tion. The researcher acts as organizer, discussion
facilitator, and technical resource person. She
should help link participants’ individual interpre-
tations of problems to the broader socioeconomic
context. As people increasingly begin to organize
and discuss on their own, the researcher becomes
more exclusively a resource person, and the people
take more leadership (Park et al. 1993, 10).

The researcher plays an important role by pro-
viding methodological options and explaining
their logic, efficacy, and limitations. By putting re-

search methods into the hands of the people to use
as tools for empowerment, he will help demystify
the research process. If the process is carried out
successfully, the community will learn method-
ological tools and be able to use them in the future
without “experts.” Participatory action research
draws on all available social science methodolo-
gies, save those that separate the researcher from
the object to be researched or keep the subject ig-
norant of the purpose of the study. Methods be-
yond the technical and material resources of the
people involved are also not used. Examples of PAR
methodologies are field observation, personal his-
tory, archival and library research, questionnaires,
and interviews. Participatory action research also
draws on alternative approaches, such as popular
theater, political action, group discussions, com-
munity seminars, educational camps, intercultural
exchange programs, video productions, story-
telling, and photo novella. (See Lykes 1997 and
Wang 1999 for further description of creative ap-
proaches in PAR.) The unique aspect of PAR
methodology is its shared dialogue and reflection,
which produce not only factual knowledge but also
interpersonal and critical knowledge.

Drawing on both qualitative and quantitative
methods, data are collaboratively analyzed with
the intention of discovering the dimensions of the
problem under investigation and of coming up
with a guide to collective action. Facts or findings
that emerge can be used to organize which com-
munity actions to take, to shape social policies,
and to implement social change measures. Re-
search findings also serve as topics of collective re-
flection and dialogue throughout the process.
Again, the people involved in the production of
knowledge control how that knowledge will be
used.

Although PAR provides a hopeful alternative to
traditional research paradigms, there are several
potential limitations. Great demands are placed on
the researcher, who must be both educator and ac-
tivist—willing to take a value position and act ac-
cordingly. The researcher must have access to in-
stitutional and financial resources. The transfer of
organizational, technical, and analytic skills to
participants is easier said than done. Furthermore,
the eventual transfer of power over the project into
the hands of community members is potentially
more complex when the researcher, not the com-
munity, first identifies a problem.
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As communities are heterogeneous entities, the
problem articulated by some may not be salient for
others. Organizations and leaders who act as advo-
cates for oppressed people may have little interest
in democratic power sharing and instead use PAR
projects to enhance their own power. The most op-
pressed will likely still remain underrepresented
and powerless.Also, how do oppressed people con-
tinue to act collectively if they continue to lack ma-
terial resources?

The question of how to gain institutional sup-
port of PAR projects remains unanswered.
Maguire (2001) notes that it is difficult to trans-
form research practices in the field when the uni-
versity environment continues to be highly unde-
mocratic in terms of decision-making, resource-
allocating structures and processes, and classroom
practices and relationships. A final limitation of
PAR is time. Participants busy with the demands
of daily life simply may not have the time and en-
ergy to commit to the project.

Kalina Brabeck

See also: Ethics: A Feminist Perspective; Methods and
Criteria in the Study of Human Ecology; Philosophy
of Human Ecology; Policy Education for Families and
Children; Qualitative Research; Quantitative Research
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Peer Group Relations 
in Childhood and Adolescence
As children journey from early childhood through
adolescence, their relationships with their peers
change and take on different meanings. Although
parents or other significant adults remain the pri-
mary source of social interactions, support, and
learning in early childhood (2–5 years of age),
children do begin to spend more time with their
peers. At this time, children begin to interact with
their peers rather than play beside them (in what
is called parallel play), and pretend play becomes
more important and complex. Children’s peers are
generally of the same age and gender, and peer in-
teractions typically occur at home or at day care or
preschool. Nevertheless, parental opinion remains
the most important determinant of self-esteem
and self-worth during this period. Children take
comfort in their reliance on their parents. Most
children’s concept of what is right and what is
wrong is based on the instruction of their parents.
Parental approval is of the greatest importance to
the child.

In middle childhood and into preadolescence,
the number of activities in which peers are in-
volved increases almost threefold.With few gender
differences, peer interactions vary widely, and in-
clude talking (in person and on the telephone),
sports, listening to music, watching television, and
so on. In adolescence, the importance placed on
peer interactions increases even more dramati-
cally. Adolescents spend more than 50 percent of
their waking hours with their peers, including
friends and classmates. In early adolescence, teens
begin to develop a strong allegiance to their
friends. As they mature physically and cognitively,
they become better able to express their private
thoughts and feelings, and to understand their fu-
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ture and the whole process of decision making.
They can also more readily consider another per-
son’s point of view, and so it is easier for them to
understand a peer’s thoughts.

There is also a marked increase in the desire for
autonomy during this period. Accordingly, adoles-
cents begin to question parental roles and rules,
and turn to peers for guidance. Adolescents begin
to look for direction on who they should be from
their peers. They look to their peers for “rules” for
a wide range of behaviors, such as what brand of
clothing to wear, how to speak, and with whom to
associate at school, as well as to learn in general
what is “normal” and “acceptable.” The more of
these rules the adolescent can follow, the more
they feel they will be socially accepted.Adolescents
tend to find comfort in their fellow teens because
they are all going through the same emotional, so-
cial, and physical changes. Their peers are a source
of affection, sympathy, and understanding. Spend-
ing time with their peers allows teens to experi-
ment with many facets of life while achieving au-
tonomy from their parents.

Friends are often found in the adolescent’s
neighborhood, the larger community, extracurric-

ular activities, school, or athletic teams. Peer
groups are characterized as having similar school
aspirations, interests, and grades, and as having
parallel psychological, biological, social, and cog-
nitive maturity. Friends usually are of the same
race and have similar peer group status (e.g., pop-
ular, jock, nerd).Adolescents tend to spend most of
their time together participating in common activ-
ities. Some of the most common activities include
going to the mall, playing video games, watching
TV, and talking on the phone. Modes of entertain-
ment often become the basis for the relationship
between groups of peers. This is especially the case
with music and extracurricular activities. Many
peer groups define their mode of dress, hairstyle,
and general lifestyle by the clique with which they
are or want to be associated. For example, adoles-
cents who are part of a sports team or artistic
group often find comfort in dressing or talking in
a way that allows others to know their group affil-
iation. When asked to describe the cliques in their
schools, teens often define them in terms of their
peer affiliation (the jocks, the drama kids, the
headbangers, the skaters, and so on).

There are gender differences in the activities in
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which adolescents engage. Although adolescent
males typically have more friends than adolescent
females, the male friendships are rarely as inti-
mate as the female relationships. Females’ peer
groups remain more stable over time than do
males.’ Emotional support and sharing of them-
selves are more critical to adolescent females. This
gender difference in relationship intimacy contin-
ues throughout the life span. Males typically prefer
sports-related activities or engaging in delinquent
behaviors, such as truancy or drug usage, whereas
females prefer talking to their peers. Females’ dis-
cussions generally center on personal develop-
ment, problems, books, school, and grades.

There are also dramatic cultural differences in
the role of the peer group in adolescents’ lives.
African American and Latino teenagers maintain
a more intimate family relationship and less in-
tense peer relations than Caucasian teenagers.
Black teenagers also tend to be more flexible in
their choice of friends and less dependent on peer
approval. Black adolescents consider their families
as safe havens in an untrustworthy world and may
be less likely to distance themselves from parents.
In terms of dating, underrepresented minorities in
America tend to go on more group dates than do
Caucasian adolescents, who tend to go on more
“couple dates.” In underrepresented minorities, 45
percent of the adolescents report their cousins and
other close-in-age relatives as being some of their
best friends. Caucasian adolescents are less likely
to form intimate bonds of friendship with their
cousins and other relatives. In racially diverse
schools, peer groups are often defined along racial
and ethnic lines.

Peer Influences
In contrast to previous views that peers are detri-
mental to an adolescent’s development, research
has shown that peers can have a positive influence
on adolescents (Brown 1990). Children and ado-
lescents who have close friends tend to have higher
self-esteem and are more likely to consider them-
selves competent and less likely to be violent,
stressed, or depressed. Adolescents with close
friends also tend to do well in school. For example,
contrary to prediction, peers do not actively reject
gifted students. In fact, non-gifted students had a
greater probability of being rejected than did their
gifted same-age peers.Additionally, the gifted chil-
dren were not ignored any more than were the

non-gifted students. Gifted boys had the highest
number of popular votes, whereas gifted girls re-
ceived the lowest number of votes in this category.
Research has found that, although not disliked,
gifted girls were not rated as popular either (Luftig
and Nichols 1991).

The relationship between adolescents’ peer net-
work and their risk behavior is also not as origi-
nally depicted. In contrast to most parents’ fear
that their teen will befriend the wrong crowd and
end up in trouble, it is more often the case that
teens who end up in trouble seek trouble-making
friends. So, rather than focusing on the question of
whether the teen is in the “wrong” crowd, parents
and other concerned adults would far better to ask
why the teen chose the crowd. Peer relationships
with negative outcomes are usually a result of
teens who is searching for some positive emotion
that they feel is lacking in their lives. For instance,
it has been found that teens who join street gangs
are often looking for a sense of family and belong-
ing and teens who seek cliques that are bullying or
harassing have low self-esteem and are seeking ap-
proval and a sense of dominance.

Interactions between Peers 
and Parents and Families
Although the teenage years have been called a time
of rebellion, research on adolescents in the United
Stated suggests that fewer than one out of five
teenagers fit the stereotypic pattern of alienation,
rebellion, and disturbance (Steinberg 2001). Emo-
tions attending this transition period do not nor-
mally lead to family conflict of major proportions
or resentment of parental or societal standards.
Still, between 15 and 19 years of age, the amount of
time teens spend with their parents or siblings de-
creases dramatically.

Adolescents who have positive relationships
with their parents may be more likely to have
friends who engage in socially valued activities than
do adolescents with less positive parental interac-
tions. Similarly, more involved parents may oversee
and monitor their child’s peer relationships more
than do less involved parents, thereby reducing ado-
lescents’ undesired behaviors. Parents also have a
significant amount of influence on their children’s
choice of friends. Parents help shape prosocial or
antisocial behavior, which leads children to gravi-
tate toward particular crowds. Parents who moni-
tored their teen’s behavior and schoolwork, encour-
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aged achievement, and allowed joint decision mak-
ing were more likely to rear children with higher ac-
ademic achievement and self-reliance, and less risk
behavior. Authoritative parenting can help teens in-
ternalize standards that insulate them against nega-
tive peer influences and open them to positive ones.
Teens whose close friends were drug users tended to
increase their own drug use, but this was less true of
those who saw their parents as highly authoritative.
In addition, adolescents whose close friends were
academic achievers tended to improve their grades,
but that was less true of students whose parents
were not authoritative.

Afua-Adoma Gyamfi
Bonnie L. Halpern-Felsher

See also: Adolescence in a Cultural Context; Friendship
across the Life Span

References and Further Reading
Brown, B. Bradford. 1990.“Peer Groups and Peer

Cultures.” Pp. 171–196 in At the Threshold: The
Developing Adolescent. Edited by S. Shirley Feldman
and Glen R. Elliott. Cambridge, MA: Harvard
University Press.

Luftig, Richard L., and Marci L. Nichols. 1991.“Parent
and School Influences: An Assessment of the Social
Status and Perceived Personality and School Traits of
Gifted Students by Non-Gifted Peers.” Roeper Review
13: 148–153.

Males, Mike. 1996. The Scapegoat Generation: America’s
War on Adolescents. Monroe, ME: Common Courage
Press.

Muuss, Rolf E. 1996. Theories of Adolescence. 6th ed. New
York: McGraw-Hill.

Papalia, Diane E., and Sally Wendkos Olds. 1998. Human
Development. 7th ed. New York: McGraw Hill.

Rubin, Kenneth H., William Bukowski, and Jeffrey G.
Parker. 1998.“Peer Interactions, Relationships and
Groups.” Pp.619–700 in Handbook of Child
Psychology: Social Emotional, and Personality
Development. 5th ed.Vol. 3. Edited by William Damon
and Nancy Eisenberg. New York: John Wiley and Sons.

Steinberg, Laurence. 2001.“We Know Some Things:
Parent-Adolescent Relationships in Retrospect and
Prospect.” Journal of Research on Adolescence 11:
1–19.

Personal Fable
See Adolescent Personal Fable

Philosophy of Human Ecology
Human ecology has its foundation in home eco-
nomics and is closely tied to philosophical science.
Philosophy is the study of human existence and

human understanding of truth or reality. Dating
back to Socrates, Plato, and Aristotle, philosophy
seeks to answer questions concerning the meaning
of life, the relationships of nature, what constitutes
knowledge, and the consequences of human be-
havior. Stemming from the Greek word
philosophia, meaning the love of wisdom, it is a
term that is used to cover a broad range of inquiry.
As a formal discipline philosophy has influenced
all branches of science as well as the humanities.
As a form of inquiry it involves analysis, criticism,
interpretation, and speculation.

Philosophy thus includes ethics and scientific
thinking, and is itself an academic discipline; all
these aspects of philosophy have application in
human ecology. In relation to science, philosophy
examines the logical processes used in designing,
analyzing, and interpreting research (Edgar and
Sedgwick 1999). It raises questions regarding the
adequacy of a particular concept, the method that
will be used in studying the concept, and the
meaning of the knowledge that is being studied or
gained from the study. In human ecology the guid-
ing philosophies that have shaped research and
community service activities are based on the
ideas of the influential Western thinkers Auguste
Comte, Immanuel Kant, Georg Wilhelm Friederich
Hegel, Charles Darwin, Karl Marx, and John
Dewey, with the more contemporary philosophy of
Jürgen Habermas and Marjorie Brown currently
reshaping practice.

The philosophy of science influenced the devel-
opment of human ecology in its formative years as
home economics. Home economics, as envisioned
by pioneer Ellen Swallow Richards, was to concern
itself with discovering empirical knowledge that
could be used in helping families achieve “right
living.” The term “human ecology” was created by
Swallow to reflect the empirical nature of the
knowledge that could improve the quality of a per-
son’s home as well as reduce problems in society at
large. This approach required home economists to
develop educational methods that would address
negative social trends influencing families.
Though there was a need for research, home econ-
omists were not concerned with knowledge for the
sake of knowing, they were concerned with the ap-
plication of knowledge for the improvement of
home life (the approach of pragmatism).

The emphasis on instruction for right living de-
rived from the ideas expressed in Kant’s Critique of
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Practical Reason (1788), which connects reasoning
using logical principles based on empirical study to
the practice of right behavior. The belief was that
families would use practical reason to adjust their
behavior if they were aware of better ways to attend
to the problems of the home; food, clothing, shelter,
housekeeping, and the management of money. The
use of scientific research to discover better ways of
living was influenced by Comte’s positivism. Posi-
tivism holds that only empirical science can pro-
duce valid knowledge through which predictions
can be made. It was believed that such predictions
could be used to provide a basis for improving so-
cial conditions within families, bringing the home
into harmony with the industrial conditions in the
larger society. Utilitarianism, the ethical philosophy
of making decisions based on what would achieve
the greatest good for the greatest number of people
guided decisions regarding what would be re-
searched and taught as means to achieving better
ways of living. Much of this early activity centered
on improving the physical and economic condi-
tions of the home as a means of social progress.

Another philosophical perspective that influ-
enced the development of human ecology was
found in the biological sciences. The biological as-
pect of human ecology focuses on scientific meth-
ods of analysis for understanding humans as liv-
ing organisms interacting with their surrounding
physical environment. Emphasis on growth and
development was combined with the study of dis-
ease and health, with an emphasis on Darwin’s
theories of adaptation and Sir Arthur Tansley’s
concept of ecosystems.

Also at work in the early years of home eco-
nomics was a related philosophy known as social
Darwinism. Based on Darwin’s theory of evolu-
tion, this philosophy posited that humans, like an-
imals, adapted to their environment, with prosper-
ity going to those who adapted most efficiently.
This belief supported a perception that the poor
were genetically unable to improve their life’s con-
dition without assistance.Accordingly, the practice
of teaching home science in the schools as a way of
promoting adaptation became a focus for educa-
tional activities. It was believed that work with stu-
dents in high school could bring about great im-
provements in the technical skills of family living.
Such skills needed to be taught, since it was be-
lieved that families were lacking in these areas, as
was shown by escalating social problems.

Feminism and Human Ecology
The ideology of feminism seeks equality of women
with men in economic, political, and social arenas.
Feminist issues were being raised long before
home economics became a social science or an ac-
ademic course of study. Often referred to as the
women’s rights movement, the feminist movement
rose alongside of the growing academic discipline
of home economics. Using Marx’s ideology of di-
alectical materialism and socialism, women began
questioning the teachings that home economics
promoted. By the mid-twentieth century, home
economics drew sharp criticism as supporting a
patriarchal structure with social patterns of male
domination and subordination of women and
children. In both implicit and explicit endorse-
ments, home economics unknowingly promoted
corporate industries that exploited family life and
contributed to social problems.

The socially defined expectations in homemak-
ing standards taught in the public schools
throughout the United States focused on training
women to efficiently run a household, support a
husband, and raise well-behaved children. Justi-
fied as “domestic economy,” a politically passive
form of feminism was endorsed by home econo-
mists, based on an ideology of self-sacrifice that
froze the status quo for women by promoting per-
sonal identity and self-fulfillment through the
home and not in any public sector. Though this
perspective on domestic economy was a popular
philosophy with many early leaders of home eco-
nomics, it was not shared by all. Activist feminists
within the discipline began calling for a more crit-
ical approach and for active political involvement
of women in the public policies that were infring-
ing on the private lives of families.

By the 1970s home economics began formally
calling for active involvement of its members in
advocating social policies that addressed the
needs of children, women, and families. Though
previously involved in policy formation affecting
public institutions in such areas as health and san-
itation, home economists began identifying issues
concerning children and families by supporting
the Child and Family Services Act in 1976, and
later publicly supporting the Equal Rights Amend-
ment. By the late 1970s the American Home Eco-
nomics Association began transforming from a
model of adjusting to the existing society to one of
critique and change. During the early years of this
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shift, the discipline of human ecology began to
reemerge from home economics.

Human Ecology and 
Contemporary Philosophy
From the early beginnings of human ecology as
home economics, recognition was given to interre-
lationship of humans to surrounding environments
and the importance of recognizing the effects each
has on the other. In trying to understand the behav-
ior and needs of a family, attention needed to be di-
rected to the sociocultural, technological, and natu-
ral surrounding environments.As home economics
branched into human ecology, greater emphasis
was placed on the interdependence of these envi-
ronments, with keen interest being devoted to the
social and technological effects these environments
had upon families. With this shift came an overall
concern for the ecological health of living organ-
isms found in each environment.

With its foundations as an applied science,
human ecology recognizes the need to develop a
whole systems framework that would avoid divid-
ing the pursuit of knowledge and the application of
service. Such an approach challenges the tradi-
tional positivist view of knowledge, the goal of
which is the ability to predict and control behavior.
A positivist view of knowledge in social science
works to identify problems and propose solutions.
Research from this perspective focuses on objec-
tivity, separating the internal dynamics of thought,
emotion, and perception in the researcher from
the activity of the subjects under study. In human
ecology such knowledge, though valuable, is
viewed as insufficient.

The qualitative research method of hermeneu-
tics has been suggested as a means of addressing
the shortcomings of traditional objective research.
Hermeneutical philosophy, as envisioned by Jür-
gen Habermas (1971), works to achieve intersub-
jective agreement between the researcher and the
subject being studied. Insights into human moti-
vation as shaped by the various environments of
society, culture, religion, and technology can be
used to construct a broader understanding of
human behavior within the larger ecosystem.
Hermeneutical inquiry complements empirical re-
search by providing greater depth in understand-
ing how families make meaning based on needs,
values and goals, and how such internal activity
influences behavior.

Hermeneutical inquiry is used in the philoso-
phy of social science known as critical theory. Crit-
ical theory as a science seeks to evaluate societal
structures, such as public policies and cultural be-
liefs, for ideologies that are oppressive. Critical the-
ory examines phenomena from multiple perspec-
tives, seeking to identify the root causes of
injustice and oppressive social structures that un-
derlie a societal problem. Ecological credence is
the multiple layers or interconnection of a belief
that supports a social problem some having pene-
trating historical roots not easily identified. Criti-
cal theory demands exploration of the multiple
layers and interconnections of beliefs, consisting
of implicit and explicit norms, that support social
problems, recognizing that many of these beliefs
have deep historical roots and are not easily
brought into consciousness.

As a philosophy, critical theory recognizes the
influence of dogmatic ideologies in creating social
environments that deny some individuals oppor-
tunity for achieving an authentic sense of self.
Human ecology holds a set of core values upon
which research and social service is based. Using
intuitionism, a form of teleological ethics, a set of
values has been identified to guide research and
social service activities. These values are believed
to be self-evident and universal, in that they take
as an ultimate good human betterment in contrast
to oppression and injustice. These values are (1)
economic adequacy versus poverty, (2) justice ver-
sus injustice, (3) freedom versus coercion and con-
finement, and (4) peacefulness versus warfare and
strife (Bubolz and Sontag 1993, 426).

Unlike other social sciences, human ecologists
are urged to use value questions in guiding re-
search,. questions such as, “What changes in this
situation are necessary to bring about human bet-
terment?”Consistent with its early history in home
economics, the discipline focuses on discovering
empirical knowledge to improve the well-being of
families. Unlike its early predecessors, human
ecologists are encouraged to critically evaluate so-
cial structures, corporate interests, and political
policies for imbedded beliefs and practices that
discriminate or inflict oppression and erode any-
one’s quality of life.

Deborah C. Bailey
See also: Hermeneutics and Human Ecology; Methods

and Criteria in the Study of Human Ecology;
Participatory Action Research; Qualitative Research;
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Quantitative Research; Social Justice and Human
Science Programs
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Phobias in Childhood
A phobia is said to exist when fear of a specific ob-
ject or situation is exaggerated, cannot be rea-
soned away, results in avoidance of the feared ob-
ject or situation, persists over time, and is not
age-specific. Approximately 5 percent of children
in the general population experience these symp-
toms (King 1997).

In general, childhood fears, as differentiated
from phobias, are quite common and normal,
most often resulting from a child’s emerging cog-
nitive and representational capabilities. Many
fears in children are also adaptive and emanate
from the day-to-day experiences of the child. At
each developmental stage there are certain fears
that are especially likely to occur. Specifically, in-
fants usually fear sudden movements, loud noises,
large or distorted objects, and strangers. During
preschool age, children’s developing vivid imagi-
nation result in fears of monsters or scary crea-
tures. Children in this age group, as well as school-
age children, develop many “what if . . .” fears, as
they now have the cognitive ability to imagine
scary circumstances but still lack the life-experi-

ence to know that the events they fear rarely hap-
pen. As older children venture out into the world
and become more independent, leaving behind the
security of home, fears of injury, thunder and
lightening, burglars, kidnappers, and natural dis-
asters often develop. During adolescence, a height-
ened desire to be accepted by peers results in con-
cerns about appearance or public ridicule
(Kaduson et al. 1997).

While most childhood fears are in the normal
range, some children, about 5 percent of the gen-
eral population as mentioned above, begin to ex-
perience impairment in their lives (King 1997).
These impairments are the result of their anxieties
and their common fears, which develop into more
intense specific phobias. A specific phobia is said
to exist when fear of a specific object or situation is
exaggerated, cannot be reasoned away, results in
avoidance of the feared object or situation, persists
over time, and is not age-specific (King 1997).

A common treatment method for phobias is
systematic desensitization. In this paradigm, fears
and phobias are viewed as learned responses that
can be unlearned through specific countercondi-
tioning procedures. In counterconditioning, the
child is instructed to imagine the phobia while a
stimulus that elicits a response incompatible with
fear, such as the presence of complete physical re-
laxation in the child, is present. In its most basic
form, systematic desensitization consists of three
components (Wolpe 1958):

Completely relaxing the child, which is
accomplished through a variety of methods
(to be discussed later).

Developing a hierarchy of objects or situations
the child fears, with the most feared being
ranked first.

Pairing of items in the hierarchy in a
systematic, graduated way, with relaxation,
eventually helping the child to confront the
highest-ranked fear. It is imperative that the
relaxation be sufficient to inhibit fear at
each step of the hierarchy.

Children present some challenges to the imple-
mentation of the theory. Younger children appear
to have difficulty with independently accomplish-
ing complete relaxation, and with being able to
imagine their fears clearly (King 1997).As a result,
in vivo desensitization and emotive imagery have
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been created as slight variants of the original pro-
cedure to help combat the complications that chil-
dren bring to treatment.

In vivo desensitization is accomplished by sim-
ply replacing the imaginary aspect of systematic
desensitization with real-life experiences. In this
way, children’s lack of mental representation and
attention span can be compensated for (King and
Ollendick 1997). In emotive imagery, rather than
using muscular relaxation as the anxiety inhibitor,
the child is instructed to imagine an exciting story
involving her favorite hero. Items from the fear hi-
erarchy are then interwoven at various stages of
the story. Feelings of positive affect created by the
story serve to counter or inhibit feelings of anxiety
that the child might experience as a result of the
introduction of the feared stimulus into the story
(Lazarus and Abramovitz 1962).

These three techniques—systematic desensiti-
zation, in vivo desensitization, and emotive im-
agery—are quite similar in procedure and are al-
most identical in their theoretical underpinnings
in behavioral psychology.All are based on the con-
cept that two opposing feelings, in this case the
feelings of relaxation and anxiety, cannot be expe-
rienced at the same time. As a result, the child will
learn not to fear the stimulus by continually re-
maining relaxed during exposure. Due to these
similarities, these techniques are often used inter-
changeably or in conjunction with one another
when childhood phobias are treated.

Phobic children’s excessive anxiety can nega-
tively impact their family environment, quality of
social relationships, and school performance. Pho-
bias affect families and siblings, as the extra atten-
tion that a phobic child requires can create compe-
tition among family members (Ollendick and King
1994). Many phobic children will avoid novel situ-
ations for fear of possibly encountering their pho-
bic object or event. As a result of such diminished
outside contact, phobic children’s peer relation-
ships may suffer.Additionally, it is common for so-
cially phobic youngsters to refuse to attend school
at all, and many phobic children experience diffi-
culty concentrating while in school, often preoccu-
pied by their anxiety. These circumstances can
have significant consequences for children later in
life by increasing their loneliness, reducing their
opportunity for peer support, and decreasing their
academic opportunities. In general, children who
suffer from phobias miss out on normative devel-

opmental opportunities for growth and learning
(Rapee et al. 2000). However, the existence of em-
pirically supported treatments offers much hope
to phobic children and their families.

Elizabeth B. Reitz
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Place Attachment 
across the Life Span
The concept of place attachment (PA) embodies
the insight that from birth, persons interact with
their social and physical environment, leading to a
meaningful representation of the self within the
environment. According to Barbara Brown and
Douglas Perkins (1992), the theory of PA describes
the gamut of processes operating when individu-
als or groups form affective, cognitive, and behav-
ioral bonds to a particular sociophysical setting.
PA theory also covers the established bond itself,
which could be interpreted as the subjective mean-
ing of place. Thus, PA has been conceptualized as a
process of transforming space into place or the
state of being attached to a place (Altman and Low
1992).

Various disciplines emphasize different seg-
ments of the social and physical setting, when
place attachment is the object of study. For in-
stance, psychoanalytic theory and, to some extent,
developmental psychology focus on the relation
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between infant and mother and on the child’s feel-
ings for places and things that develop as an ex-
tension of its relation with its mother (e.g., Bowlby
1969). Environmental psychology and anthropol-
ogy in contrast focus on physical settings on a de-
tailed level, such as the home and areas of the
home such as the bedroom, areas of the outdoor
environment such as streets, yards, playgrounds,
and automobiles (Chawla 1992, Hay 1998), or, on a
broader scale, urban environments or natural
landscapes (Görlitz et al. 1998). Besides analyzing
attachment to different places, this field of study
undertakes research questions about the underly-
ing structure and type of attachment, in terms, for
example, of functions or components. Further-
more, the differences in PA among different actors
(such as boys versus girls) or at different stages of
the life span may be the target of analysis.

The Need for A Life Span 
Perspective on Place Attachment
From a life span perspective, development is a
process from birth to death, and it is closely related
to the sociophysical context in every life phase
(Baltes 1987). Within his theory of the ecology of
human development, Bronfenbrenner (1999) even
defines development primarily as the ongoing in-
teraction between the persons involved and their
environment over time. Consequently, develop-
ment becomes especially critical during ecological
transitions, from family life, for example, to peer-
group life, from school to the world of work, or
from the labor force to retirement (Bronfenbren-
ner 1999). Within the context of lifelong develop-
ment, framed in terms of ongoing person-context
dynamics, it is assumed that the transaction be-
tween a person and the social and physical envi-
ronment, and thus also PA, becomes increasingly
complex from childhood to adult life. Among the
driving forces for this increasing complexity is the
challenge for each developing individual to find a
balance between basic needs for a secure, safe, and
stable base on the one hand and higher-order
needs toward exploration, stimulation, and envi-
ronmental mastery on the other hand. Besides,
complexity arises from an ever increasing action
range (the individual’s progressive ability to crawl,
walk, ride a bus alone, and later drive or even fly to
different parts of the globe) and hence exploit
newly “conquered” segments of the environment.

Within a general person-environment transac-

tion view of human development, PA processes
and outcomes play a variety of roles and reveal a
variety of faces. PA is related to different forms of
environmental acquisition, from early exploratory
behavior to patterns of childhood play (Muchow
and Muchow 1935), everyday behavioral routines
(using, acting, manipulating, producing), territori-
ality (occupation, ownership), and symbolic repre-
sentation in young and middle adulthood to espe-
cially age-related types of bonding (Rowles 1983,
Rubinstein 1989). Furthermore, PA can lead to
ambivalent feelings; a child’s home environment,
for example, can be secure, supportive, and self-af-
firming, yet also disruptive, frustrating or fright-
ening. Later in the human life course, one can as-
sume that PA in middle and late adulthood
remains quite complex and comprises much more
than mere reminiscence and nostalgia. However,
the objective age range typically involves fewer
years again in later life.

Important Places across the Life Span
Empirical studies on childhood PA have, not unex-
pectedly, revealed that the life of the child is first
centered on the home and facilities in the immedi-
ate environment, followed by more diverse areas of
the neighborhood in middle childhood, and that
adolescence preferences are divided between the
home and outdoor places (Chawla 1992). Also,
children shift from mixed-sex, close-to-home play
in preschool years, to extensive use of the local ter-
rain with same-sex friends in middle childhood, to
diminished visible neighborhood use in adoles-
cence. As for gender differences in early PA, after
the age of 5 or 6, boys tend to explore a greater
range of outdoor and indoor places, whereas girls
compensate for their more limited territorial range
through a more intimate knowledge of the area
(Csikszentmihalyi and Rochberg-Halton 1981).
Teenagers are attached to a rapidly growing array
of indoor and outdoor places.A specific character-
istic of PA in adolescents is that they “seek out
refuges where they can be alone or with a few
friends . . . where they can look out but be invisible
for the rest of the world” (Chawla 1992, 82). In the
rare studies on PA in early and middle adulthood,
scientific interest has focused on the different role
of places and favorite objects as externalized sym-
bols of identity (e.g., Hormuth 1990).

PA in old age has drawn more empirical inter-
est (Rubinstein and Parmelee 1992). As people
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age, not only do the number of experienced and
cognitively represented places increase, but the
immediate home environment and the close
neighborhood become more important again,
both in terms of the time people spend at home,
and in terms of the place where most of the daily
activities occur. Observational data have shown
that a tendency for environmental centralization
exists in elders, especially around the most favored
places at home. The adaptive potential of this lies
in maintaining and enhancing control over the im-
mediate environment and thus establishing areas
that may be called control centers, or living centers
(Lawton 1985, Rubinstein and Parmelee 1992).
Typically, these are the most comfortable places in
the home that also afford a good view outside, as
well as allowing the manipulation of many neces-
sary and preferred things close at hand. However,
it is also important to mention that an increasing
number of today’s elders are far from being home-
bound. Furthermore, an increasing portion of
older adults decide to relocate voluntarily, many of
them not because of basic needs to stay independ-
ent, but to fulfill preferences and wishes and thus
to actively seek for new PA options in the years of
life remaining (Oswald et al. 2002).

Functions and Structure of Place Attachment
from a Life Span Perspective
Environmental biographies, in-depth qualitative
studies, and questionnaire data, mostly psycholog-
ical and anthropological in nature, show some
convergence as far as basic functions of PA are
concerned. Based on data for children as well as
persons in their middle and late adulthood, Claire
Cooper Marcus (1992) was able to extract three
main functions of PA: (1) gaining cognitive and
behavioral control over space; (2) manipulating,
molding, or decorating space in order to create a
setting of physical comfort and well-being; (3)
perceiving continuity with significant places and
people of the past. In addition, a relationship be-
tween privacy regulation and PA was found. Ex-
ploring the meaning structure underlying PA re-
vealed a variety of issues: emotional aspects, such
as positive evaluations of the place; cognitive as-
pects, such as associating one’s identity with the
place; behavioral aspects, such as the kind of ac-
tivity one can carry out in the place; and most im-
portantly, social and physical aspects, such as the
extent to which the place is connected to one’s life

and with other people (Harris, Brown, and Werner
et al. 1996). In a study with 150 participants aged
from 2 to 102, several common aspects of PA to
home were identified throughout the life span, for
example, safety, rootedness, joy, privacy, together-
ness, recognition, and control (Zingmark, Nor-
berg, and Sandman 1995).

In order to measure PA in a more rigorous man-
ner, attachment scales have been developed (e.g.,
McAndrew 1998). The use of one such PA ques-
tionnaire with 543 urban residents (14–93 years
old) led to the identification of three different emo-
tional types of bonding to the home environment,
associated with safety, arousal, and autonomy
(Fuhrer and Kaiser 1992). While safety, according
to Urs Fuhrer and Florian Kaiser, is related to fa-
miliarity, arousal can be triggered by the novelty or
strangeness of places. Autonomy is primarily re-
lated to the perceived behavioral competence of an
individual within a place. Further analyses have re-
vealed that high familiarity and low arousal is the
most typical PA pattern in old age, characterized
by lengthy residence in the same place and fre-
quently by living alone. Women of all ages per-
ceived significantly higher amounts of safety com-
pared to men (Fuhrer and Kaiser 1992).

The geographer Graham Rowles applied Ed-
ward Relph’s concept of insideness (1976) to PA in
old age. Based on in-depth interviews, he devel-
oped the core concept of insideness of place
(Rowles 1983). Whereas social insideness, or im-
mersion, arises from everyday social exchange and
living out social roles within a neighborhood over
a long period of time, physical insideness, or inti-
macy, is characterized by familiarity with the set-
ting itself and with the routines of living in it; that
is, with that kind of familiarity one can be said “to
wear the setting like a glove” (Rowles 1983, 114).
The most important aspect of insideness in old age
seems to be autobiographical insideness, which
“stems from the temporal legacy of having lived
one’s life in the environment. . . . Place becomes a
landscape of memories, providing a sense of iden-
tity” ( Rowles 1983, 114). Basing his work on an-
thropological case studies, the American anthro-
pologist Robert Rubinstein developed a model of
psychological processes linking person to place.
According to his terminology, social-centered-
processes include social norms and relationships
to other persons, person-centered processes con-
cern the expression of one’s life course in features

570 Place Attachment across the Life Span



of the environment, and body-centered processes
include the “ongoing relationship of the body to
the environmental features that surround it” (Ru-
binstein 1989, 47). Another study in this tradition
of research (Oswald and Wahl 1992) was able to
add to our understanding of PA in later life by tak-
ing the competence level of elders into considera-
tion. Whereas healthy participants were more ap-
preciative of the location, access, and amenity
aspects of the home, impaired participants em-
phasized the cognitive-evaluative and biographi-
cal significance of the home. Concerning behav-
ioral, emotional, and social aspects of PA, no
differences were found.

Conclusion
PA reflects an important facet of life span develop-
ment, particularly when the critical role of socio-
physical environment for development is acknowl-
edged. Framed within a developmental
perspective, the concept of PA elucidates the dy-
namic flow of affective, cognitive, and behavioral
bonding to sociophysical settings from birth to
death. Among the future research tasks in the PA
area is the better integration of this research
stream with developmental and personality re-
search, which will enrich that research and further
our understanding of place attachment as well.

Frank Oswald
Hans-Werner Wahl

See also: Aging and Technology; Child and Family
Poverty; Living Arrangements for Elders
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Play and Play Partners
All human beings and even nonhuman primates,
as well as many other animals, play. Theories of
play focus on the functions of children’s solitary
play and play with peers (e.g., Freud 1959; Piaget
1952) and underscore the importance of adults
and other social partners in play that supports
child development (e.g., Vygotsky 1962). Broadly
speaking, play serves functions in five major do-
mains of development: psychological, mastery,
cognitive, social, and cultural. Different play part-
ners have unique characteristics and play styles
that support these different functions at different
developmental periods in childhood.

In the psychological domain, play is a medium
through which children regulate arousal, express a
range of emotions, and resolve conflicts and trau-
mas. For example, partners who respond appropri-
ately to children’s need for more or less stimulation
help contribute to children’s self-regulation capac-
ities. Play serves to expand the range of emotions
that children express by enabling them to experi-
ence positive feelings, such as fun, excitement, and
pleasure, as well as negative emotions, such as
anger, sadness, and fear (Singer 1995). The mas-
tery functions of play are those that help children
achieve a sense of self-efficacy and motivation to
persist toward goals. Pretend play enables children
to master novel and complex environments in a
small-scale form (Singer 1995). Empirically, play
sophistication is associated with greater attention
span and persistence on problem-solving tasks
(Tamis-LeMonda and Bornstein 1996).

In the cognitive domain, play enables children
to acquire information and skills, engage in cre-
ative and divergent thinking, and advance in rep-
resentational abilities. The social functions of play
are those that foster children’s understanding of
others’ feelings, intentions, and perspectives,
thereby enhancing successful social interactions
and relationships. In the social domain, play sup-

ports the development of reciprocity and intersub-
jectivity, both of which provide a foundation for
mature forms of social understanding. Last, in the
cultural domain, play is a vehicle for the transmis-
sion of social roles and cultural values. Role-play-
ing gives children the opportunity to practice be-
haviors they will need as adults in their society,
and role-playing helps children to first understand
and then acquire societal standards and beliefs
(Damon 1983). Social play helps children learn
traditional ways of thinking and behaving, while
also inspiring cultural innovations.

The psychological, mastery, cognitive, social,
and cultural functions of play are all supported by
adult caregivers, siblings, and peers. Not surpris-
ingly, the role of adult caregivers in each of these
play functions is paramount during infancy. Moth-
ers are more effective than siblings and peers at all
ages in regulating children’s emotions by titrating
levels of stimulation and containing emotions in
play. However, after the first year, play interactions
with peers and siblings increase in prevalence and
may be more intense and affectively charged than
those with parents. The cognitive skills emphasized
by parents are different from those generated in sib-
ling and peer play: Parents are more likely to convey
information about the real world and encourage
conventional object use and convergent thinking.
Parents use play as a vehicle for learning, whereas
siblings and peers are motivated by play itself.

The play partners of infants and toddlers vary
across cultures, and these differences themselves
communicate information about cultural norms
concerning the role of peers and adults as well as
the role of the child in the larger society. In soci-
eties in which adults frequently engage in play
with children, social roles and cultural values are
transmitted to children from the first days of life.
During infancy, peers are less likely to directly
transmit specific social roles or values through
role-playing, both because of a lack of competence
in acting out social roles and because of a lack of
knowledge of social and cultural values. By 2 to 3
years of age, peers’ and siblings’ contributions to
certain play functions (e.g., divergent thinking,
perspective taking) begin to outweigh those of
adults. Thus, different play partners have unique
characteristics and play styles that support differ-
ent functions at different developmental periods.

Sibling play has certain characteristics that are
similar to adult-child play and others that are sim-
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ilar to peer-child play. Like adults, older siblings
normally possess more expertise than their
younger siblings and therefore are capable of mod-
eling higher levels of play. Unlike caregivers or
older siblings, peers are playmates who share sim-
ilar developmental levels and relate to each other
horizontally without an established hierarchy. Play
partnerships between peers foster more sustained
attention, pleasure, and excitement during joint
episodes of physically active play than do adult-
child partnerships. Different social partners con-
tribute in unique, and often complementary, ways
to children’s psychological, mastery, cognitive, so-
cial, and cultural advances in play (Bornstein and
O’Reilly 1993).

Catherine S. Tamis-LeMonda
Marc H. Bornstein

See also: Freud, Sigmund; Friendship across the Life
Span; Parent-Child Synchrony; Vygotsky, Lev
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Policy Education for 
Families and Children
The policies that influence the lives of children and
families are often not informed by scientific
knowledge about human development in the con-
text of families and communities. Outlined here

are some ways that policy makers, and advocates
who seek to influence policy makers, can be in-
formed about human development in its ecologi-
cal contexts.

Policy education options include briefing fo-
rums and briefing reports (Barratt 2001). Policy
education can summarize research-based knowl-
edge and offer policy options to bridge the gap be-
tween the knowledge of social science researchers
and the needs of policy makers (Bogenschneider
1995, 2002). Rather than advocate for a specific
piece of legislation, or support a specific position,
the educational approach provides factual infor-
mation and policy options. This approach is par-
ticularly suitable for educational institutions and
nonprofit organizations whose credibility depends
upon their perceived neutrality and perceived
commitment to presenting factual, unbiased infor-
mation.

Family Impact Seminars
Family impact seminars are nonpartisan educa-
tional forums for current policy makers that have
been used at the federal, state, and local levels to
infuse research-based information into policy de-
cision making. These seminars offer one model of
policy education. The federal family impact semi-
nars were designed by Theodora Ooms in 1976 to
bring a family perspective to federal policy mak-
ing. This led to family impact seminars at the state
level, beginning in Wisconsin in the early 1990s,
and expanding to other states in 1999 with the cre-
ation of the Policy Institute for Family Impact
Seminars at the University of Wisconsin.

Family impact seminars, as an example of pol-
icy education at the state level, use a legislative ad-
visory committee to select topics of emerging leg-
islative interest. The idea is to select topics on
which minds are not already made up, on which
there is research information, and on which leg-
islative action may be happening in the next six
months or so. Examples of topics covered in the
family impact seminars in Michigan include
“Child Care and Education,”“Moving Families out
of Poverty,” “Promising Approaches for Reducing
Youth Violence,” “Children with Incarcerated Par-
ents,” and “Prostituted Teens.”

For each topic selected by the legislative advi-
sory committee, a seminar is organized for policy
makers in the legislative and executive branches of
state government; representatives from advocacy
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organizations and state-level nonprofits also take
part. National experts who can speak clearly in
plain English about research-based information
are brought in for a formal presentation and for in-
formal discussions. Knowledge of the social sci-
ence behind issues is an essential component of ef-
fective change (Kirwan 2001).

In addition to the informational forums of the
family impact seminars, an extensive briefing re-
port is prepared (for the Michigan Family Impact
Seminar briefing reports, see www.icyf.msu.edu/
publicats/briefs.html, Institute for Children,Youth,
and Families), which includes a short executive
summary for use by busy policy makers. This ap-
proach makes the information available to a broad
audience statewide over a period of a few years.

Spotlight on Applied Research
“Spotlight on Applied Research” is the general title
of a series of publications that offer an example of
another approach to policy education (Barratt
2001; Michigan Nonprofit Association 2002). The
Michigan Public Policy Initiative, sponsored by the
Michigan Non-Profit Association and the Michi-
gan Council of Foundations, has created this series
of publications to inform the nonprofit sector, in-
cluding government, about social science research
that can affect policy and improve practice. A
process for developing these briefing reports has
emerged to assure that the information is accurate
and useful.

As a first step in developing one of these brief-
ing reports, scholarly research on the topic is re-
viewed by faculty and students—either graduate
students or advanced undergraduate students. In
some cases, information is also sought at this
point from practitioners who work in the commu-
nity. A draft review of this scholarly literature is
prepared in lay language, and sections are devel-
oped that outline the implications of the research
for parents and other citizens, for communities, for
practitioners such as service providers, and for
policy makers.

Review by scholars is used at this point to as-
sure the accuracy of the information. In addition,
focus groups are conducted to assure its relevance
and usefulness. Legislative aides provide a policy-
maker perspective, and citizens provide a family
and community perspective. For example, in a
publication addressing the risks to children of
multiple moves, temporary residents of a homeless

shelter were interviewed to obtain practical sug-
gestions from families who have moved a lot. Each
of these perspectives adds ideas that are useful in
outlining the implications of the research.

Other Approaches
A policy education approach can be contrasted
with an advocacy approach, where the goal is to
promote a particular perspective (Kirwan 2001a).
Administrative advocacy can include working for
middle-level and low-level policy change through
work with, for example, agencies that administer
policy. Legislative advocacy targets formal policy
change and possibly the passage of specific legisla-
tion. Media advocacy aims to increase the salience
of an issue in the minds of citizens and policy
makers.

Both policy education and advocacy efforts
benefit from building long-term relationships with
policy makers and those who can get messages to
policy makers (Askew 2001; Kirwan 2001b).
Through those relationships, it is possible to con-
vey both the passion about the issue and the infor-
mation that can guide decision making.

Marguerite Barratt

See also: Housing Policy; Participatory Action
Research; Public Policy and Early Childhood
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Political Participation 
by Young People
Historically, political participation has been de-
fined as participation in the elective or administra-
tive processes of government, whether at the local,
state, national, or even international level. Over
time, this definition has broadened to include ac-
tive involvement in public and private organiza-
tions and movements that work for the betterment
of society (Flanagan 2000; Yates and Youniss 1998).
At a minimum, for those over the age of 18, political
participation means simply voting. But it also in-
cludes participation in campaigns, running for of-
fice, and serving, either in an elected or appointed
capacity, in government. There are a number of in-
stances of young people running for and winning
office, primarily at the local level, and many towns
have seats reserved on municipal boards for ap-
pointed high school representatives. Historically,
many young people, even under the age of 18, have
participated in campaigns, actively volunteering for
their favorite candidates or causes (Rosenthal, Feir-
ing, and Lewis 1998). More broadly, young people
can become active in causes that include, but are
not limited to, the environment, world peace,
health, animal welfare, and fair housing.

Governmental agencies supporting political
participation include the Peace Corps, Ameri-
corps, the Freedom Corps, and, specifically for
older teens and young adults, City Year programs
around the United States. In addition, many non-
governmental, community-based organizations
are specifically designed to instill in young people
a commitment to the perpetuation of civil society
and to help them become active, engaged citizens
(Lerner 2002). Political participation is a neces-
sary component of the rights and responsibilities
of citizenship. Through political participation,
people both young and old are given the opportu-
nity to make their communities stronger and to
contribute to the perpetuation of civil society
(Flanagan 2000).

When defined in the traditional sense of en-
gagement in government affairs and elections,
most data seem to show that many Americans are
increasingly less likely to participate politically

(Youniss et al. 2002; Smith 1999; Torney-Purta
1990). Young people in particular appear to have
low levels of traditional political participation. For
instance, among people under the age of 29, the
rate of voting has fallen over the past three decades
from 50 percent to less than one-third (Gergen
2001, 60) and the lowest rate of voting is among
people under the age of 25 (Rosenthal, Feiring, and
Lewis 1998). When political participation is de-
fined more broadly to include all activities that
foster civic engagement, political participation is
much more prevalent and is often a regular part of
the everyday lives of young people (Youniss et al.
2002; Flanagan 2000; Yates and Youniss 1998).

In the United States, one of the markers of hav-
ing reached adulthood in the political sense is at-
taining the right to vote. Young adults are granted
the right to vote when they reach the age of 18.
However, this is not always their first experience
with the political process. Often, young people
have been involved in politics or civic engagement
in many ways prior to reaching the age of majority.
This involvement can include participating in
school government or political campaigns and
being active in groups that attempt to influence or
change policy locally, nationally, or internationally,
such as environmental organizations or peace or-
ganizations. Such young people often believe in the
importance of civic involvement and in the impor-
tance of their role as citizens (Rosenthal, Feiring,
and Lewis 1998). Using the broader definition of
political participation, it is clear that young people
are very much involved, and their involvement not
only benefits society, but it is an integral part of
their search for identity. Their civic experiences
can form the basis for their understanding of who
they are as people within that society (Yates and
Youniss 1998).

As young people get older, they may become
more interested in political participation as they
begin to settle in a community and take on the
roles and responsibilities of an independent adult
(Rosenthal, Feiring, and Lewis 1998). According to
Erikson’s theory of psychosocial development,
during adolescence young people experience a cri-
sis, as they strive to overcome a sense of role con-
fusion or identity diffusion and develop an adult
sense of identity (Lerner 2002). In order to resolve
this conflict, the adolescent must choose a role in
society. According to Erikson, a key aspect of iden-
tity formation during adolescence is the develop-
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ment of political commitment (Yates and Youniss
1998). During this time, how an adolescent views
herself and her role in society is a way of ascer-
taining the extent to which the young person iden-
tifies with the common good of society (Flanagan
et al. 1998). Any role that a young person chooses
comes with an ideology, a prescribed set of atti-
tudes, values, and behaviors (Lerner 2002). This
ideology becomes a basis for the extent to which a
person feels connected to society and thus the ex-
tent to which she participates politically. Thus, a
young person’s current and future civic and politi-
cal involvement is overwhelmingly influenced by
the extent to which the adolescent adopts an iden-
tity and a role that contributes to the public inter-
est (Flanagan et al. 1998).

The benefits of young people’s political partici-
pation accrue not just to society, but also to the
youth themselves. Whether they are answering
phones in a campaign office, rallying for a cause at
a state capital, or helping to build a house for a
low-income family, young people, by doing, can
learn important skills in communication, coopera-
tion, leadership, or even trade skills for future em-
ployment. Above all, they are learning how to par-
ticipate, effectively and appropriately, in the
democratic process, which is vital for the preserva-
tion of a free society.

Given the importance of political participation
for both young people and society, it is important
to understand how people are involved and the
factors that influence political participation. For
example, there are differences in participation
based on both gender and socioeconomic status.
Research has shown that men are more interested
in politics than women. However, this conclusion
may be based on a more narrow definition of po-
litical participation than that given here (Flanagan
et al. 1998). In addition, research shows that
wealthy and middle-class citizens are more likely
to be involved politically. This result may be due to
the fact that there is more time available to them
that does not have to be spent working. It has also
been shown that the people who do participate po-
litically do so out of interest for the common good
and the betterment of society, and not out of self-
interest (Flanagan and Sherrod 1998).

Historical context also influences the rate of po-
litical participation (Flanagan 2000). In times of
social unrest or when democracy feels threatened,
there is more interest in political participation, atti-

tudes, and identities (Flanagan and Sherrod 1998).
In addition to influencing others, this political par-
ticipation influences the identity of the people in-
volved as well. For example, research on partici-
pants in the civil rights movement has shown the
importance of this experience in shaping their
identity. These people saw themselves as being able
to change history, as being committed to social
progress for everyone, and they saw themselves as
being able to shape the political and moral atti-
tudes of the country (Yates and Youniss 1998; Yates
and Youniss 1996). There is also evidence that civi-
cally engaged people tend to continue this political
participation and civic engagement into adulthood
(Roach, Sullivan, and Wheeler 1999; Yates and
Youniss 1998; Yates and Youniss 1996).

Adolescence is a time when young people are
exploring their roles in society as they become
more independent of their families. Sometimes
the right to vote influences a young person’s inter-
est in politics, but often the interest exists prior to
that, as young people are involved in service activ-
ities, political volunteering, or other instances of
civic engagement. It is clear however, that civic in-
volvement increases as young people become in-
dependent citizens in communities and as they
gain a better understanding of who they are as
part of that community. Preparing young people to
be future civic leaders is necessary for a continued,
stable political structure. Given the importance of
civic involvement and political participation for
the continuation of civil society, it is clear that
communities should provide ample opportunities
for engagement. These opportunities for civic in-
volvement should include giving young people
meaningful and increasingly responsible assign-
ments to enable them to best prepare themselves
for their roles as the leaders of the next generation.
It is important that young people be provided with
ample opportunity for political involvement, for
modeling political behavior, and for reflection on
what it means to be a member of a collective soci-
ety (Youniss et al. 2002; Rosenthal, Feiring, and
Lewis 1998; Flanagan and Sherrod 1998). Life in a
free society includes many privileges, but it also
entails responsibilities to that society and to one’s
fellow citizens. Without each citizen’s involvement,
a free society ultimately cannot be sustained. It is
therefore incumbent on older citizens to encour-
age and nurture young people in civic life as they
begin to approach the age of majority.
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Families can have an influence on the political
participation of young people. The values that the
family passes on to the next generation will influ-
ence the political socialization of that generation
(Flanagan 2000). If the family has an ethic of so-
cial responsibility, it is likely that the ethic will be
passed on to the next generation (Flanagan and
Sherrod 1998; Flanagan et al. 1998). In addition,
young people are more likely to volunteer if their
family members have a history of volunteering
(Rosenthal, Feiring, and Lewis 1998). Thus, the po-
litical and civic participation of youth in large part
depends on the family ecology to provide them
with the model of participation.

Schools have the ability to influence the politi-
cal participation of young people; they are mini-
communities themselves, which come with vari-
ous rights and responsibilities expected of its
citizens. Attending school is an obligation, so
young people must learn to get along in the school
community regardless of whether there are dis-
agreements about how things are done. This set-
ting allows young people to understand the rights
and responsibilities of citizenship in a safe setting,
and they can learn how to negotiate solutions to
problems (Flanagan et al. 1998). The classroom it-
self can also provide an opportunity for develop-
ing political and civic involvement and identifica-
tion with the common good. A recent study
indicated that  the use by teachers of democratic
practices in the classroom is associated with
greater understanding of democracy on the part of
students and a greater likelihood that students in-
tended to vote (Youniss et al. 2002).

Mass media also have a pervasive influence on
political participation. The various media have an
everyday impact on the lives of young people
(Lerner 2002). Whether in the form of television,
radio, the Internet, or other media, young people
are faced with a proliferation of messages every
day, messages that can have a direct impact on the
political and civic views of citizens. Since a free so-
ciety demands an informed citizenry, responsible
reporting should include raising issues of civic im-
portance, exposing young people to different polit-
ical views, and sending messages to young people
(and to all people) about the importance of their
involvement in the civil and political life of our free
society (Youniss et al. 2002). The Internet in par-
ticular is a useful tool for civic knowledge, since it
allows people to communicate readily with people

around the world and allows immediate access to
political information.

In order for young people to be fully engaged in
the civic and political lives of their communities,
their strengths and power must be recognized.
Their ecology, including the school, the family, and
the media, should see young people as having the
ability to contribute productively to their commu-
nities. If young people are treated as full members
of their communities and given a voice and input
in the policies and programs that affect them, then
they will develop a sense of loyalty and obligation
to those communities and will be more likely to be
politically and civically engaged as adults (Flana-
gan and Sherrod 1998). To effectively allow young
people to develop politically, they should be
treated as much as possible as full citizens (espe-
cially prior to the age of 18) and given opportuni-
ties to participate in the political actions of their
communities. This type of full involvement in
their community will allow them to develop im-
portant civic skills and will give them a safe place
to deal with the various issues facing them, includ-
ing issues of race, sexuality, gender, and class
(Roach, Sullivan, and Wheeler 1999).

An excellent way for young people to get in-
volved in their communities and to develop the
political and civic skills necessary to be active cit-
izens is through service and volunteer opportuni-
ties. Through volunteering, young people are given
the opportunity to relate to a larger group of peo-
ple outside of themselves; volunteering can link
them to other people in their community who are
different from them. This can allow them to get a
sense of the greater good and can allow them to
identify with a larger social benefit and with the
principles and values that exist in their commu-
nity (Flanagan et al. 1998). Community service
can thus provide them with an opportunity to
think about the politics in their community, to de-
velop their own political ideology, and to see
themselves as effective in enacting community
change. This service will also bring about a greater
connection to the community and will help them
define their political beliefs in adulthood (Yates
and Youniss 1998).

Research has shown that volunteer service
work during adolescence is related to political be-
havior as an adult, including voting behaviors and
continued civic involvement (Youniss et al. 2002).
Through volunteer opportunities, young people
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are exposed to different political and moral values
in an applied setting. They can then become part
of a social identity that has both personal and his-
torical significance (Youniss et al. 2002).

One particular type of volunteer activity that
young people can be involved in is civic activism.
Civic activism is a way for young people to try out
their role as political actors and make changes in
their communities while at the same time develop-
ing leadership skills. It is an approach that sees
young people as effective in addressing problems
and concerns in their communities and gives them
the opportunity to make the changes rather than
relying on adults to make changes for them. Civic
activism is particularly effective in engaging
young people who for various reasons may feel
disenfranchised from traditional volunteer pro-
grams. Through civic activism, young people can
struggle with issues of class, gender, sexuality, and
race (Roach, Sullivan, and Wheeler 1999).

Whatever type of community organization a
young person is involved in, there are positive im-
pacts for both the person doing the service and the
people or communities receiving the service. Ser-
vice allows young people to develop and practice
skills such as empathy, leadership, and connection
to civil society. Service also helps young people de-
velop their political identity and contributes to the
likelihood that they will be participating citizens
as adults. In order for civil society to continue,
communities must foster a sense of connection
and belonging so that citizens will voluntarily
work to bring about positive changes in them-
selves, their families, and their communities.

Deborah L. Bobek

See also: Adolescent Identity Formation; Community
Youth Development; Community-Based
Organizations; Erikson, Erik Homburger;
Extracurricular Activity Participation; 4-H Youth
Development; Participatory Action Research; Self-
Efficacy; Youth Development; Youth Mentoring
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Positive Development
Positive development focuses on attributes and be-
haviors that constitute strengths and virtues of
development (Snyder and Lopez 2001). Positive
developmental science has direct effects on under-
standing and promoting individual strengths as
well as the practice of civic virtues. Positive devel-
opment science has indirect effects on the preven-
tion of illnesses; human strengths buffer against
disorder, deficit, and disability.

William Bennett (1993) enumerated a set of de-
sired outcomes for youth that included persever-
ance, faith, friendship, courage, responsibility, and
compassion. The Search Institute (Benson 1993)
identified a set of key internal assets, such as com-
mitment to learning, positive values, social compe-
tencies, and positive identity. Richard Lerner, Celia
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Fisher, and Richard Weinberg (2000) identified “5
Cs” of positive development: competence, confi-
dence, connections, character, and caring.

More generally, three domains of positive devel-
opment can be identified, each with a series of
closely operationalized elements (Bornstein et al.
2002). Elements of positive development are found
in physical, social and emotional, and cognitive
realms of growth over the life course. The elements
enumerated in each domain are not exhaustive, but
represent a core set of essentials that help to define
that domain and positive development overall.
Positive development in the physical domain in-
cludes good nutrition, health care, physical activity,
safety and security, and reproductive health. These
are obvious requisites to a healthy life. The social
and emotional domain of positive development
encompasses an easy temperament, emotion un-
derstanding and regulation, coping and resilience,
trust, a mature self-system, good character traits,
and positive social relationships with parents, sib-
lings, and peers. These essentials include multiple
elements related to social intercourse. The ability
to think, to communicate thought, and to make use
of the products of thought in everyday life are es-
sential to positive cognitive development. There
are many specific elements within the cognitive
domain, including information processing and
memory, curiosity and exploration, mastery moti-
vation, intelligence, problem solving, language and
literacy, educational achievement, moral develop-
ment, and talent.

No formula exists to promote positive develop-
ment. Developmental science points to three gen-
eral origins and motivators. First, children con-
tribute directly to their own positive development.
Second, children contribute to their positive devel-
opment indirectly by the influence they exert on
others, notably their caregivers. Beyond stability in
children and child effects, environment and expe-
rience contribute to children’s positive develop-
ment, and although many factors influence the
positive development of children, parenthood is
the likely final common pathway to childhood de-
velopment and stature, adjustment and success.
Parents influence positive development via many
direct and indirect means. Positive parenting be-
liefs include perceptions about, attitudes toward,
and knowledge of all aspects of parenting and
childhood. Positive parenting behaviors are the
tangible experiences parents provide children.

Mothers and fathers indirectly influence their
children’s positive development in several ways as
well. First, by virtue of their influence on one an-
other, for example by marital support and commu-
nication. Second, parents coconstruct their child’s
environment in terms of the ways they provision,
organize, and arrange their child’s home and local
developmental settings. Third, parents are citizens.
Through their politics, parents influence the social
health or social toxicity of the environments their
children inhabit.

The discipline of positive development is still
critically in need of development itself in terms of
defining positive outcomes, enhancing research on
positive constructs, undertaking longitudinal as-
sessments of their value, and policing the psycho-
metric adequacy of positive psychological con-
structs.

Marc H. Bornstein

See also: Community Youth Development; Parent-
Child Synchrony; Parenting Styles; Resiliency; Search
Institute; Social Support; Youth Development
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Pregnancy and Prevention
See Adolescent Pregnancy and Prevention

Prenatal Decision Making 
by Adolescents
Compared to all other Western industrialized
countries, the United States has the highest adoles-
cent pregnancy rate. Four out of ten adolescent fe-
males in the United States will become pregnant at
least once before they reach the age of twenty. More
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than one million adolescents become pregnant un-
intentionally each year, thus forcing pregnant ado-
lescents to make a decision about whether to have
an abortion, keep the child, or give the child up for
adoption. Currently, half of the adolescent preg-
nancies each year end in birth, and 30 percent end
in abortion (approximately 15 percent end in mis-
carriage).

The decisions an adolescent female makes once
pregnancy has been confirmed have far-reaching
consequences for the teen mother and her child.
For example, given the stress of caring for a child
while often simultaneously holding a job, teen
mothers are less likely to complete high school and
thus find it more difficult to attain stable jobs with
adequate salaries. Teen mothers are also more
likely to be dependent on welfare, to have more
children in close succession, to be on a limited in-
come, and to abuse or neglect the child. Negative
social outcomes of adolescent parenting include
higher divorce rates, strained parent-adolescent
relationships, and loss of connection with nonpar-
ent peers. The specific negative consequences for
adolescents who have had an abortion or given up
their child for adoption are unknown.

There are also negative consequences for the
children of teen parents. Children of teenage
mothers do not fare as well as do children with
older parents on indicators of health and social
and economic well-being. Physically, children of
teen mothers tend to be at a disadvantage from
birth because of low birth weight, occasional men-
tal retardation, and physical prematurity. Low
birth weight, an important contributor to infant
mortality and future health problems, is more
common among infants of teenagers than among
babies born to women in their 20s. The youngest
mothers are the most likely to bear underweight
babies. Babies born to young mothers are more
likely than those born to older mothers to have
health problems during childhood and to be hos-
pitalized. Unfortunately, depending on the socioe-
conomic status of the mother, the children often
do not receive sufficient health care. Further, chil-
dren of teenage mothers consistently score lower
than children of older mothers on measure of cog-
nitive development. This is less a result of the
young age of the mother than of the fact that the
younger teen mother tends to be a single parent
with low educational attainment. Unfortunately,
rather than declining over time, the educational

deficits of children born to adolescent mothers ap-
pear to accumulate, causing these children to fall
further behind in academics as they grow older.

So, how do teenagers make decisions concern-
ing whether to have an abortion, keep the child, or
put the child up for adoption? Prenatal decision
making in adolescents is influenced by a myriad of
interrelated factors, including parental and part-
ner involvement, socioeconomic class, available
health services, age of the adolescent, and legal
considerations.

Age of the Pregnant Adolescent
Age tends to be one of the most influential factors
in prenatal decision making. The younger a
woman is, the less likely she is to receive prenatal
care in the first trimester of her pregnancy. This
lack of early prenatal care occurs across racial and
ethnic groups. In general, younger teen mothers
tend to delay making any decisions about their
pregnancy longer than older teen mothers. Among
pregnant women under age 18 whose male part-
ners are also under 18, 61 percent have abortions,
compared with 57 percent of those whose partners
are 18–19, and 33 percent of those whose partners
are aged 20 and older. Clearly the older a pregnant
teen’s partner is, the more likely she is to continue
with the pregnancy.

Socioeconomic Status and 
Racial/Ethnic Background
Socioeconomic status (SES) also plays an impor-
tant role in prenatal decision making in adoles-
cents. Eighty-three percent of females aged 15–19
who gave birth in 1998 were poor or low-income
mothers. Teenagers who come from poor families
or who are Black or Latina are less likely to have an
abortion compared to teenagers who are higher
SES or White. Teens with more educated parents
are more likely than those with less educated par-
ents to end their pregnancies in abortion. Parental
expectancy of higher education for their teen also
deters pregnant teens from continuing with their
pregnancies.

Support Systems
Adolescent mothers are more likely than other
teenagers to come from single-parent households.
The vast majority of these teens are living with
their mothers with little or no paternal involve-
ment. This trend is even stronger in low-income,
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Latino, and Black families. Unmarried teens who
choose to continue their pregnancies to birth tend
to have very involved maternal figures. For these
teens, the views and beliefs of their mothers play a
great role in their prenatal decision-making. Will-
ingness of the teen’s parent to help in child rearing
and to be a source of financial and emotional sup-
port leads to a higher acceptance of pregnancy sta-
tus and less chance that the teen will have an abor-
tion. Parents of teen mothers are more likely to be
willing to provide emotional and financial support
to a teen couple than the parents of the teen father.

The majority (87 percent) of pregnant
teenagers are not married, with variation by age
and race/ethnicity, with more Black (92 percent)
and Latina (78 percent) pregnant teens being un-
married than teens of other racial/ethnic groups.
The younger a teen mother is, the less likely she is
to be married. Teen mothers who have actively
supportive sexual partners are more likely to allow
the fathers of their children to take part in prena-
tal decision making. Teens who foresee a future
with their fetus’s father are more likely to heed pa-
ternal desires for the fetus to be aborted or for the
child to be given up for adoption.

Health Insurance
The ability for an adolescent to pay for an abor-
tion consistently rates high as an influence in the
decision to have an abortion or continue with the
pregnancy. Adolescents are less likely to be in-
sured than any other age group. At the same time
the chances that a teen is covered by a managed
health care organization have increased signifi-
cantly in the last five years. Teens who are covered
by Medicaid for the cost of their health care are
considerably less likely to have abortions. This
trend is due, in part, to the fact that most states do
not pay for abortion services under Medicaid, but
all states pay for prenatal care and childbirth. The
average cost of an outpatient first-trimester abor-
tion is $250. Medicaid also offers pregnancy and
parenting classes, which provides the teens with a
support system to help deal with their pregnancy.
Five states (Idaho, Kentucky, Missouri, North
Dakota, Rhode Island) have laws that prohibit in-
surance coverage for abortion unless a special
premium is paid. Seven states have laws that pro-
hibit insurance coverage for abortion in certain
circumstances when public funds are used or
public employees are insured (Colorado, Illinois,

Massachusetts, Nebraska, Pennsylvania, Rhode Is-
land,Virginia). Two states exclude abortion cover-
age from state health care programs (Illinois,
Minnesota).

Legal Considerations
Adolescents’ rights to make decisions concerning
their pregnancy outcomes, as well as their actual
prenatal decisions, are greatly restricted by federal
and state laws. The competence of adolescents to
make decisions about their own health has been
debated for years. Some researchers and policy
makers claim that adolescents are for the most
part as competent as adults and should be able to
provide their own consent for sensitive and often
confidential health services. Others argue that
adolescents are not as capable of making decisions
or that decision-making competence during ado-
lescence is situation-specific. Unfortunately, these
policies and laws have been developed without
strong evidence concerning the age at which one is
competent to make decisions.

The laws pertaining to the competence of teens
to make health-related decisions varies from state
to state. States are responsible for determining
whether and when teens need parental consent for
health services. Some states have stricter guide-
lines than others. For example, some states have
paternal partner agreements and some do not ad-
dress partner rights at all. Adolescent patients of
minority age in many states have legal rights pro-
tecting their privacy regarding the diagnosis and
treatment of pregnancy, and mandate that infor-
mation should not be offered to anyone, including
the patient’s parents, without the patient’s permis-
sion. Sixteen states, as well as Washington, D.C.,
have never repealed restrictive laws ruled uncon-
stitutional by Roe vs.Wade. Forty states and Wash-
ington, D.C., have laws banning most post-viability
abortions.At least eighteen states have passed laws
prohibiting partial-birth or “dilation and extrac-
tion” abortion procedures. Ten of the fifty states
have unenforceable laws requiring spousal consent
or notice. Thirty-eight states have laws that pre-
vent a minor from obtaining an abortion without
parental consent or notice. Nine states have
parental consent laws on the books that are not en-
forced. One state requires counselors to discuss the
possibility of parental involvement. Eighteen states
have mandatory waiting periods; eleven of these
states currently enforce their waiting period laws.
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Thirty states have an informed consent law for
abortion.

Afua-Adoma Gyamfi
Bonnie L. Halpern-Felsher

See also: Adolescent Pregnancy and Prevention; Low
Birth Weight Infants; Prenatal Development and Care;
Sexual Abstinence; Adolescent Mothers
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Prenatal Development and Care
The first nine months of life, from conception to
birth, are probably the most crucial for setting the
course for each child’s development (Widerstrom,
Mowder, and Sandall 1997). During the prenatal
period, the infant’s brain, organs, and body are de-
veloping. Factors both internal and external to the
pregnant woman and developing fetus can impact
future growth and development, and fathers can
play a role during pregnancy (Horn 2000).

The health and behavior of pregnant women, as
well as exposure to toxic substances in the envi-
ronment, can have a significant impact on fetal de-
velopment. To help prevent negative outcomes,
pregnant women should avoid substances that can
harm the developing embryo, supplement their
diet with folic acid, and begin seeing a health care
provider early in the pregnancy (American College
of Obstetricians and Gynecologists 2000). Preg-
nancy is also an important time to begin prepar-
ing to become a parent—regardless of how many
other children are in the family; each time a new
member is added to the family, family dynamics

change. Pregnancy and the associated changes can
be very stressful for some women. Getting help
with the pregnancy and issues related to parenting
can relieve some of this stress (Cohen and Slade
2000).

Each stage of pregnancy brings about new
growth and development for the fetus. Each phase
of pregnancy brings unique critical periods for de-
velopment. A critical period is a specific time in
which a specific organ or body part is most sus-
ceptible to damage from teratogens, as harmful
substances that can negatively affect development
are called (Berger 2000). What are these terato-
gens? Alcohol, tobacco, and drugs (both legal and
illegal) have the potential to interfere with the nor-
mal processes of fetal development. Even exposure
to smoke from tobacco smoked by other people
can have a negative impact on fetal growth and de-
velopment. Prescription drugs and drugs that can
be bought over the counter (without a prescrip-
tion) and herbal remedies also have this potential.

Fetal development can also be affected by infec-
tions such as toxoplasmosis from cat feces or un-
dercooked meat, rubella, and illnesses such as the
flu (American College of Obstetricians and Gyne-
cologists 2000). Contaminants in the environment
such as lead, DDT, dioxin, and PCBs also may in-
terfere with normal development (American Col-
lege of Obstetricians and Gynecologists 2000; U.S.
Food and Drug Administration 2002). These tox-
ins may be present in some work environments
and in some foods. For example, fish caught in pol-
luted waters can have dangerously high levels of
toxins such as mercury, which can cause mental
retardation ( U.S. Food and Drug Administration
2002). Current information about potentially
harmful substances may be obtained from the
March of Dimes, the U.S. Food and Drug Adminis-
tration, or the U.S. National Institutes of Health, at
the Web sites given in the References.

Maternal nutrition is also an important factor
during the prenatal period (American College of
Obstetricians and Gynecologists 2000). In particu-
lar, adequate intake of folic acid beginning one
month before conception has been proven to de-
crease the incidence of neural tube defects, a cause
of mental and physical disabilities. Because opti-
mal early development depends on the presence of
adequate folic acid, it is recommended that all
women of childbearing age take folic acid supple-
ments or multivitamins with folic acid.
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Research consistently indicates that care by
health care providers, including physicians, nurse
practitioners,and midwives, is associated with more
positive pregnancy outcomes, reduced likelihood of
premature delivery, and better maternal health
(American College of Obstetricians and Gynecolo-
gists 2000; United Nations Children’s Fund 2002).
Over the course of pregnancy, health care providers
check fetal growth, monitor maternal blood pres-
sure,and check for other conditions that may impair
fetal health. Because of the crucial nature of this
care, many states cover the costs of prenatal care for
women without health insurance. Some communi-
ties have programs for reaching out to pregnant
women to assure medical care by offering trans-
portation, care for siblings, and other supports.

An important aspect of pregnancy is prepara-
tion for parenthood (Cohen and Slade 2000). Be-
coming pregnant often leads pregnant women and
their partners to reflect on how they were parented
and the kind of parents they hope to be. Parents
who were not well cared for during their child-
hood, for example abused or neglected, are at in-
creased risk of caring for their children poorly.
Pregnancy can provide an impetus for women and
men to obtain information about parenting and
develop networks to support their family. For
many women, pregnancy can be a time of great
stress, as well as great happiness. Consideration of
the psychological status of the pregnant woman
and the impact her psychology may have on her
developing fetus and future parenting should not
be discounted.

Programs in some communities provide sup-
port for pregnant women, particularly those at risk
for poor pregnancy outcomes or poor parenting.
For example, the innovative doula program run by
Ounce of Prevention in Chicago makes regular
home visits to high-risk pregnant women to teach
and provide support. Early Head Start and other
programs may begin services by visiting pregnant
women in their homes. These programs can help
women learn more about having a healthy preg-
nancy, as well as connect them with community
resources that can help once the baby is born. Con-
necting with others who can be supportive during
and after pregnancy may help to relieve stress, and
lead to better outcomes for children and their par-
ents (Erickson and Kurz-Reimer 1999).

Pregnant women make decisions that impact
the future health and development of their chil-

dren. National goals in the United States that relate
to maternal and infant health (U.S. Department of
Health and Human Services 2000) include increas-
ing rates of breastfeeding.A significant body of re-
search supports the benefits of breast milk for the
health and development of infants; currently 64
percent of U.S. women initiate breastfeeding. An-
other national goal for pregnant women is to in-
crease attendance by women and their partners at
childbirth classes to reduce anxiety and pain.

Marguerite Barratt
Kari Morgan

See also: Birth; Breast-Feeding and Lactation; Public
Policy and Early Childhood
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Psychological Consequences 
of Childhood Obesity
Children and adolescents are becoming more over-
weight. At the beginning of the twenty-first cen-
tury approximately one in four U.S. children be-
tween the ages of 6 and 17 are overweight or obese.
This figure compares to one in eight children
twenty years ago (Troiano and Flegal 1995). Over-
weight children face a number of problems, in-
cluding not only poor health but negative psycho-
logical effects such as low self-esteem, anxiety, and
depression. Causes of obesity are complex, but can
be conceptualized as an ecological system (see
Davison and Birch for a review). That is, character-
istics of the child, including gender, age and ge-
netic susceptibility to weight gain, interact with
characteristics of the family environment (i.e., the
activity and eating environment that parents cre-
ate) and the social context in which the child lives
(i.e., availability of physical education in schools,
accessibility to parks, and the like) to place a child
more or less at risk of excessive weight gain. In a
similar manner, characteristics of the child, in-
cluding gender, age and ethnicity, interact with
features of the social environment, including gen-
eral discrimination and parent and peer reactions
to child weight status, to determine whether or not
an overweight child experiences low self-worth as
a result of her weight status.

Obesity and Psychological 
Well-Being among Children
There are many stereotypes associated with being
overweight or obese. People who are overweight
are considered lazy, sloppy, unintelligent, lacking in
self-control, and emotionally unstable (see Puhl
and Brownell for a review of this literature). As a
result of such stereotypes, overweight individuals
experience discrimination in the education sys-
tem, the workforce, and the health care system. For
example, research shows that overweight adoles-
cents receive only half as many college admissions
to elite universities as non-overweight adolescents
with similar achievement scores. In addition, peo-
ple who are overweight, in particular women, are
less likely to be hired for a position and are likely to
be paid less than non-overweight candidates with
similar qualifications. These stereotypes and prej-
udicial practices are not confined to adults; re-
search shows that children also hold negative

stereotypes toward obesity.When presented with a
series of pictures depicting children with differing
physical disabilities, including a child with a brace
and crutches, a child sitting in a wheelchair, a child
with the left hand missing, a child with a facial dis-
figurement, and a morbidly overweight child, both
adults and children consistently rated the over-
weight child as the least likable.

Though such attitudes mean that overweight
children and adolescents grow up in a society that
devalues them, obesity stereotypes are likely to
have the greatest impact on the psychological
health of overweight children by their effect on in-
teractions with significant others, including par-
ents, peers, extended family, teachers and coaches.
That is, the general social intolerance for obesity is
likely to influence one-on-one interactions be-
tween an overweight child and significant others,
sending a general message of failure and lack of
acceptance. For example, parents may react to
their child’s weight status by criticizing their child
or enforcing adherence to rigorous exercise and
diet programs in the hope of promoting weight
loss. Such reactions, however, have been linked to
low self-esteem among children and may actually
exacerbate weight problems (Pierce and Wardle
1993). As with negative reactions from parents,
negative reactions by peers such as teasing, bully-
ing and rejection have been associated with lower
body satisfaction and self-esteem.

In this context of negativity, it is not surprising
that overweight children and adolescents generally
report lower body esteem, lower self-esteem, lower
perceived attractiveness, and higher rates of de-
pression than their non-overweight peers (Miller
and Downey 1999).Low self-worth among children
and adolescents is problematic because it is associ-
ated with an increased likelihood of school failure,
social withdrawal, and binge eating and lack of ex-
ercise, which further promote weight problems.
Not all overweight children, however, report nega-
tive self-evaluations. Factors such as age, sex, and
ethnicity, in combination with treatment by signif-
icant others, interact to place overweight children
more or less at risk of the negative psychological
outcomes associated with being overweight.

Gender Differences
Overweight girls are more at risk of low self-es-
teem and depression than overweight boys. Gen-
der differences in the psychological consequences
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of being overweight are likely to reflect a greater
desire for thinness among girls, reflected in the fact
that girls express more concern about their weight
and diet more frequently than boys (Collins 1991).
An increased fixation on weight and a desire for
thinness among girls may result from the thin fe-
male ideal portrayed in the media and the impor-
tance placed on the physical appearance of women,
as shown by the fact that unattractive women are
judged more negatively than unattractive men. In
addition to the pervasive attitude that thin is at-
tractive among women, reactions from parents
may exacerbate girls’ greater vulnerability to issues
of weight-related concerns. Research shows that
parents react more negatively to their daughters
being overweight than their sons (Striegel-Moore
and Kearney-Cooke 1994). Parents tend to rate
daughters as fatter than sons, even when boys are
on average fatter than girls, and parents reported
higher levels of praise for their daughters’ than
their sons’ physical appearance.

Age Differences
Overweight adolescents are more at risk of nega-
tive self-worth than overweight children (Miller
and Downey 1999). This greater vulnerability

among adolescents is likely to reflect the social and
physical transitions experienced during adoles-
cence. Rapid physical changes associated with pu-
berty may lead adolescents to be painfully aware of
their bodies and their physical appearance and
thus more likely to compare themselves to a prede-
fined physical ideal. Teenage girls are most vulner-
able in this situation; puberty is associated with
dramatic increases in fatness among girls, which
are inconsistent with the waiflike figure that is
popular in magazines and on television. Adoles-
cents may also be particularly conscious of their
physical appearance as a result of increased ro-
mantic relationships, which rely heavily on physi-
cal attractiveness, and a greater need for peer ap-
proval. A greater need for approval may make
adolescents particularly susceptible to weight-re-
lated teasing and rejection by peers.

Ethnic Differences
Low self-esteem and poor body image are noted
more frequently among non-Hispanic Whites who
are overweight than non-Hispanic Blacks (Miller
and Downey 1999). This difference may be ex-
plained by the fact that Black cultures do not cele-
brate a thin female ideal; rather the ideal woman is
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shapely and voluptuous. In addition, being thin is
considered a sign of poor health. These ideals are
transmitted to children, such that Black girls and
boys report body shape ideals that are larger than
those chosen by White children (Collins 1991). As
a result, overweight Black children are less likely to
be teased and tormented by peers than overweight
White children. In addition, parents of overweight
Black children are less likely to react negatively to
their child’s weight status than parents of over-
weight White children. While the absence of nega-
tive reactions from parents is likely to protect a
child’s sense of self-worth, a lack of awareness of
extreme overweight among children is a health
concern due to the medical consequences of being
overweight. That is, research shows that mothers of
markedly overweight Black children frequently do
not identify their children as being overweight and
are therefore unlikely to seek professional help for
their children’s weight problems.

Promoting Psychological and Physical 
Well-Being among Overweight Children 
and Adolescents
Obesity stereotypes and the negative treatment of
overweight individuals are pervasive and
threaten the psychological health of overweight
children and adolescents. This problem needs to
be addressed in multiple contexts. At the level of
the school, there should be a systematic intoler-
ance for weight-related harassment and estab-
lished consequences for children who are disre-
spectful of such rules and other children. At the
level of the family, parents need to be made aware
of the negative impact of criticizing children
about their weight. That being said, however, the
serious medical consequences of childhood obe-
sity mean that weight problems among children
cannot be ignored. A more positive approach
among parents would be to promote a healthier
lifestyle among all family members, rather than
targeting a particular child’s weight problem.
Furthermore, parents could provide uncondi-
tional love and acceptance for a child faced with a
weight problem and negative reactions from
groups outside the family.

Kirsten Krahnstoever Davison
Leann Lipps Birch

See also: Pubertal Development; Self, Self-Concept, and
Self-Esteem
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Pubertal Development
Adolescence is characteristically the period in de-
velopment with the most rapid change. These
changes are brought on by the complex interac-
tions of genes, hormones, and the brain, as well as
the environmental factors surrounding the adoles-
cent. The term “puberty” is used to describe the
physical and hormonal changes that occur in ado-
lescence. These physical changes are accompanied
by changes in cognitive and emotional capacities.
Pubertal development typically spans the second
decade of life, during early adolescence (ages 10 to
14), middle adolescence (ages 15 to 17), and late
adolescence (ages 18 to 20).

Physical and Physiological Changes
Hormones are one of the factors involved in the
tremendous physical changes characteristic of pu-
berty. While there are several hormones responsi-
ble for increases in height and weight and other
physical changes, there are three main types of
hormones that undergo change during puberty.
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These are the gonadotropins, the gonadal hor-
mones, and the adrenal hormones. There are two
types of gonadotropin, a luteinizing and a follicle-
stimulating hormone. These are produced by the
pituitary gland located at the base of the brain and
are responsible for the production of testosterone
and estrogen. Estrogen and testosterone are go-
nadal hormones, that is, produced in the gonads,
which are the ovaries in females and the testes in
males. Estrogen production mainly takes place in
the ovaries and occurs at markedly higher levels in
females. Estrogen is responsible for the develop-
ment of secondary sexual characteristics such as
breast development. Testosterone is produced
mainly by the testes in males and is responsible for
the development of sperm and the penis and testi-
cles. These gonadal hormones begin to rise around
the ages of 8 or 9 in girls and 10 or 11 in boys. The
final type of hormones to undergo change during
puberty are the adrenal hormones, produced in
the adrenal glands, which are located on top of the
kidneys. These hormones begin to rise approxi-
mately around the ages of seven to eight in both
boys and girls and are responsible for the growth
of underarm and pubic hair, as well as the prepu-
bertal growth spurt (Susman 2001). Though the
exact time that these hormones begin to increase
in level may vary widely, shortly after they do rise,
physical changes begin to occur. At about six
months to one year after the hormonal levels
change, physical development is evident. It is dur-
ing this time that a person reaches a new level of
adult maturity and becomes capable of sexual re-
production.

For both girls and boys, changes involve the de-
velopment of primary and secondary sexual or-
gans. For girls, the primary sexual organs are the
ovaries, which will release mature ova into the fal-
lopian tubes. If conception does not take place,
then menstruation will occur. Menarche, or the
first menstruation cycle, typically occurs around
the age of 12 for North American girls but can
occur as early as 10 and as late as 15 years of age
(Berk 1999). The uterus also begins to grow, the
vaginal lining thickens, and the pelvis inlet, also
known as the opening to the birth canal, begins to
grow but at a slower pace. The secondary sex char-
acteristics in females are the appearance of breasts
and underarm and pubic hair, the broadening of
the hips, and the addition of body fat.

The primary sexual organs in boys are the

testes, which begin to produce sperm, and the
prostate, which begins to produce semen. The two
come together in the vas deferens. The secondary
sex characteristics in males are the enlargement of
the testes and scrotum, which typically marks the
beginning of puberty for boys and usually occurs
about three years before the growth spurt. The ap-
pearance of pubic, underarm, and facial hair is no-
ticeable at about the time of the growth spurt. The
penis begins to grow during this time as well and
will continue to grow for about two more years.
About halfway through this growth and develop-
ment, boys will become able to ejaculate semen
and the semenarche—the first ejaculation—will
occur, usually spontaneously and at night. In addi-
tion, at this time males will experience a change in
voice, which is the result of the lengthening of the
vocal chords and the expansion of the larynx.
These changes in both boys and girls are brought
on by the hormonal changes discussed previously.
However, while the onset of pubertal development
is approximately between the ages of 8 and 13 for
girls and between 9.5 and 13 years of age for boys,
both can vary in when they will exhibit the physi-
cal changes of puberty.

Researchers who have examined how adoles-
cents react psychologically and emotionally to the
physical changes of puberty find that both boys
and girls react with a mixture of positive and neg-
ative emotions—“excited and pleased” as well as
“scared and upset” (Brooks-Gunn 1988). These
feelings are very much influenced by parental in-
volvement and also by the cultural attitudes to-
ward sexuality and pubertal development.

Psychological and Social Changes
Extensive research indicates that the physical
changes of puberty affect the adolescent’s mood
and relationship with peers and family (Berk 1999;
Lerner 2002). The adolescent is also capable of
new kinds of cognitive or thought processes. For
example, during puberty the capacity for abstract
thinking begins to develop. Adolescents are able to
think in more general and conceptual ways, a kind
of thinking known as formal operations (Inhelder
and Piaget 1958). This new way of thinking leads
to dramatic revisions in the way adolescents think
about themselves, others, and the world around
them.Argumentativeness, idealism, criticism, self-
consciousness, and self-focusing are all character-
istic of the cognitive changes during pubertal de-
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velopment. Adjusting to this new way of thinking
can be just as challenging as coming to terms with
the physical changes of puberty.

Cognitive changes lead to changes in the emo-
tional and social development of adolescents dur-
ing pubertal development. The physical changes
that adolescents experience prompt them to think
about who they are, and because of the new cogni-
tive abilities to think in hypothetical terms, they
are able to ponder the future and what they want to
become. During puberty a mature morality devel-
ops, as well as masculine and feminine self-im-
ages. Relationships with family members, specifi-
cally with parents, change, and there is a strong
emphasis on peer relationships. This is also the
time in which identity formation begins, which is
a major personality achievement and a crucial step
to becoming a productive and happy adult.

In searching for an identity, young adolescents
turn to social cues for guidance. These social cues
come from various sources, including media such
as television, magazines and movies. From all
these sources young girls and boys learn and come
to accept the cultural norms of the society in
which they live. The possible negative effects of
pubertal development (e.g., dissatisfaction with
changes in physical appearance) can impact the
psychological and social adjustment of teens. For
example, if participation in aggressive sports such
as football is expected of adolescent boys and is
built on the premise of rigorous body building,
adolescents who are not physically mature enough
to participate may experience negative psycholog-
ical effects (Bilalbegovic 2001).

It is important for parents, community leaders,
and teachers to keep in mind that adolescents may
need the opportunity to communicate concerns
they may have about their changing bodies, iden-
tity dilemmas, new social relationships with peers,
and the social pressures of society. By providing
these opportunities, adults can make puberty a
smoother transitional period for teens.

Lisa Marie DiFonzo
Jacqueline V. Lerner

See also: Adolescent Identity Formation; Menarche;
Youth Mentoring
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Public Policy and Early Childhood
In the United States, policy regarding young chil-
dren is often made at the federal level, modified at
the state level, and executed at the community
level. Specifically, federal policies allow for varia-
tions in implementation that result in different
services in different states. There are different op-
portunities for citizens to become involved in the
formulation of policy, especially at the community
level. Serving on a local elected body such as a
school board, city council, or county board is the
most common way for individuals to influence the
formulation of policy at the community level.
Many citizens also choose to influence elected offi-
cials at the local, state, or federal level through pe-
titions, letters and e-mails, personal visits, phone
calls, testifying at hearings, and lobbying.

Policies affect the lives of young children di-
rectly and also through services provided to par-
ents in the following areas: medical care, nutrition,
income support, developmental assessment and
support, child care, safety, and supports for parents
(Barratt 2001). For many of these policies, com-
munities offer parents options for participation,
but not all families participate. Lack of participa-
tion by eligible families may reflect the parents’
choice or their lack of knowledge about options.

Medical Care
In the United States, children are affected by med-
ical care policies about prenatal care, health care
for children, and health care for parents. Prenatal
care (the care given the mother before a child is
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born) is very important for preventing infant mor-
tality and promoting infant health. Recognizing
this, the U.S. government has encouraged states to
provide programs that cover the costs of prenatal
care for low-income pregnant women through the
federal Medicaid program.Well-child care and im-
munizations have proven to be effective in pro-
moting the health of infants and young children.
In cases of families who cannot afford such treat-
ment, the federal government uses Medicaid, and
encourages each state to establish a Children’s
Health Insurance Program (CHIP) for families not
poor enough to qualify for Medicaid. The CHIP
has helped many states to create low-cost state in-
surance programs that benefit children. Limited-
income families are more likely to use Medicare or
state CHIP programs; middle-income and well-off
families tend to use private insurance provided or
subsidized by an employer. However, 14 percent of
American children are covered by neither public
nor private insurance (Annie E. Casey Foundation
1999). In the United States, Medicaid and CHIP
programs insure poor children, but not usually
their parents (Barratt 2001). This lack affects
young children’s health and well-being, which are
supported by their parents’ well-being, especially
the mother’s. For example, chronic depression,
postpartum depression, or substance abuse suf-
fered by a mother can influence her children.
These ailments can be addressed by health care
aimed at parents.

Nutrition
The nutritional well-being of an individual child
depends on family and community resources. In
the United States, nutrition policy addresses pre-
natal nutrition, breastfeeding, nutrition for in-
fants, and food for young children. One common
instrument in each government program is food
vouchers. Sometimes the government also imple-
ments educational nutrition programs. The federal
Special Supplemental Nutrition Program for
Women, Infants and Children (WIC) provides food
vouchers to pregnant women who are below 185
percent of the federal poverty level. This program
is available to approximately 45 percent of preg-
nant women and infants in the United States (Spe-
cial Supplemental Nutrition Program for Women,
Infants and Children 2002). Breast-feeding clearly
benefits young children’s nutrition and health. For
example, ear infections, allergies and respiratory

infections are less likely to afflict children who
have been breastfed. Limited-income women who
are breastfeeding can receive vouchers from WIC
to help nourish their bodies during lactation. WIC
also provides food vouchers for limited-income
families who have children under 5 years old to
supplement their nutritional well-being. The Child
and Adult Care Food Program is a federal program
subsidizing the cost of snacks and meals served to
young children while they are in child-care pro-
grams. The Federal Food Stamp Program also pro-
vides food vouchers for limited-income families.
The Expanded Food and Nutrition Education Pro-
gram (EFNEP) is an outreach education program
offered by each state’s land-grant university in
communities throughout the state. Food pantries
and food banks are a way for food to directly be
distributed to families in need. Food pantries are
stocked by volunteer donations of food, formula,
and diapers, as well as surplus food acquired by
food banks.

Income Support
In 1996 the federal income support program, Aid
to Families with Dependent Children (AFDC), was
replaced by Temporary Assistance to Needy Fami-
lies (TANF) to encourage parents to become mem-
bers of the workforce. Unlike AFDC, TANF has life-
time limits on how long families can receive
support. There are now work requirements for par-
ents, and they may only receive government assis-
tance for five years. Parents who either fail to work
or exceed the number of allowable months for re-
lying on TANF can be “sanctioned” and may not
receive any further TANF support. There has been
a decline in the use of federal income support pro-
grams since the change from AFDC to TANF; the
cause of this decline is not clear, however, consid-
ering that many families remain eligible.

Children born to single mothers and children
being raised by single mothers or fathers are eligi-
ble to receive financial child support from their
other parent. Paternity, or the identity of the father,
may be established through signed documents or
through DNA analysis, and then child support
awards are determined. Through the Personal Re-
sponsibility and Work Opportunity Reconciliation
Act of 1996, the government has begun to collect
child support by garnishing wages and intercept-
ing income tax refunds and lottery winnings from
parents who have not paid their child support. The
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Federal Earned Income Tax Credit provides re-
fundable tax credits to limited income families in
the United States as monthly payments or an an-
nual lump sum (Barratt 2001). Some state govern-
ments also have an Earned Income Tax Credit pro-
gram. Both the federal and state programs have
been effective at pulling families out of poverty.

Developmental Assessment and Support
The United States does not have a public health
system to check the health and development of
each child; children who are on Medicaid, however,
receive early and periodic screening, diagnosis,
and treatment (EPSDT) to review “medical history,
measurements, sensory screening, and develop-
mental assessment” (Barratt 2001, 647). Increas-
ingly states have delegated the responsibility for
these assessments to Health Maintenance Organi-
zations (HMOs) and other medical care providers.
In addition, each state has developed Child Find
programs, which try to locate young children with
developmental delays and sensory impairments;
these children can be served by the Individuals
with Disabilities Education Act (IDEA). Plans for
services to families with young children who are
found to have a developmental disability are cre-
ated on a tailored, individual basis.

Child Care and Education
As more mothers enter the workforce, child care
becomes more necessary. In the United States the
majority of mothers of infants work outside the
home. Some children go work with a parent, some
are cared for at home by one parent, and others
stay with relatives. Most are cared for by paid
providers in their own home, in the provider’s
home, or in child-care centers. States regulate
much of this care through licensing and certifica-
tion processes that vary considerably. For optimal
care there should be no more than three infants to
each adult, children should socialize in groups of
six or fewer, and child-care specialists should be
trained to provide professional care. However, 20
percent of infants from ten communities across
the United States are in child care that meets none
of these three recommendations (National Insti-
tute of Child Health and Human Development,
Early Child Care Research Network 1998). As
TANF encourages parents to work, it provides
money for reimbursement for child care. However,
decisions are made about reimbursement rates

and procedures at the state government level.
Child-care costs are also subsidized with a child-
care tax credit available to limited-income parents.

Child Safety
To improve the safety of infants and young chil-
dren, state departments of public and community
health have executed media campaigns and infor-
mation dissemination programs aimed at educat-
ing the public about unsafe equipment that is
commonly used, such as child walkers, car seats,
and cribs. The Center for Disease Control (CDC), a
federal agency, especially focuses on prevention of
sudden infant death syndrome (SIDS), and recom-
mends that infants be placed on their backs to
sleep.

A relatively high infant mortality rate (7.3 per
1000 births) places the United States below many
industrialized countries, and the rates are higher
in U.S. urban settings. Some possible causes for the
high infant mortality rate are lack of early prenatal
care, preterm birth, and extreme disadvantage.
The federal goal for the infant mortality is to re-
duce it to 4.5 percent by the year 2010 (Depart-
ment of Health and Human Services 2000).

Abuse and neglect of children is usually ad-
dressed at the state level through child welfare pro-
grams instead of at the federal level. In order to
prevent recurrence of abuse of children, many
states use a combination of “casework, criminal
prosecution, mandatory parenting education, and
foster care” (Barratt 2001).

Supporting Parents
Parent education classes, parent support groups,
respite care for children in stressed families, and
other programs have been available to parents at
family resource centers since the 1980s. To this
end, state governments, aided by funding from the
Children’s Trust Fund in each state, have helped to
centralize information on a wide base of topics re-
lated to children and parenting.

Since the 1990s, home visiting programs have
increasingly been used to educate and support
parents of infants and young children. Nurse home
visitors, social workers, paraprofessionals, and vol-
unteers have all helped to identify and address
problems for high-risk infants and children. How-
ever, only the Nursing Home Visitation Program
has been shown to have long-term impact (Karoly
et al. 1998; Olds et al. 1999).
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Early Head Start began in 1994 to serve preg-
nant women and families with children under 3
years old and to promote children’s development.
The program is tailored to the individual needs of
each child, through a combination of home visits
and group activities.

It is recommended that mothers receive at least
six weeks of maternity leave to reduce the risk for
depression. Federal law guarantees parents may
take up to twelve weeks’ leave to care for their new-
born and return to the same or a similar job, if
their employer has at least 50 employees. The leave
does not have to be paid leave, however. Some
states have additional parental leave requirements.

Marguerite Barratt
Melissa Winchester

See also: Attachment; Breast-Feeding and Lactation;
Child and Family Poverty; Child Care: Issues for
Infants and Children; Early Intervention and the
Individuals with Disabilities Education Act (IDEA);
EFNEP: The Expanded Food and Nutrition Education
Program; Head Start; Participatory Action Research;
Policy Education for Families and Children; Women,
Infants and Children (WIC), Special Supplemental
Nutrition Program
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Qualitative Research
Qualitative research is most often used in the so-
cial sciences (such as education, human ecology,
and sociology) rather than the physical and bio-
logical sciences (such as agricultural science, biol-
ogy, and chemistry). Qualitative research is a type
of research sometimes referred to as naturalistic
inquiry, in which the researcher systematically in-
vestigates a topic (such as an organization, a class-
room, a program, or an individual) in a natural
setting. A qualitative research study utilizes one or
more methods to collected data. There are three
primary methods of collecting qualitative data: (1)
individual or group interviews; (2) direct observa-
tions; and (3) examination of written documents
such as open-ended items on questionnaires, per-
sonal journals and diaries, autobiographies, and
program records. Results from a qualitative re-
search study are usually presented in a narrative or
pictorial format, rather than involving the statisti-
cal analysis of numbers used to quantify results in
quantitative research studies.

Although social scientists have difference per-
spectives on qualitative research, leading authors
in the field (Creswell 1998, 16) agree that qualita-
tive research has six common elements:

1. The research is conducted in a natural
setting.

In other words, the researcher needs to go the
site where, for example, the program is being
conducted or where the organization meets. If
study participants are removed from their
natural setting it can lead to contrived findings

that are out of context.
2. The researcher is the key instrument of data

collection.
The researcher spends a prolonged time in the
field (on site) in order to have direct, personal
contact with those being interviewed and
observed. The researcher records what she
hears or observes, and reviews and analyzes
interview transcripts, observation
information, and written documents to
determine whether common themes or
patterns emerge.
3. The focus of the research is on the

participant’s perspective.
The researcher’s role is to describe the topic
from the study participant’s point of view,
rather than speaking as an expert describing
the topic based on predetermined categories
and assumptions. Study participants may not
only be participants in a program or
organization. People such as administrators,
instructors, and community stakeholders can
offer a broader range of perspectives, sharing
their emotions, their thoughts about what has
happened and is happening, and their
experiences.
4. Data are collected and results are reported in

words or pictures.
Interviews, observations, and documents allow
the researcher to describe the topic in detail.
Data are organized into major themes,
categories and case examples. Often
audiotapes and videotapes are used during the
data collection process, and they can be used

Q
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to report findings if study participants give
their consent.
5. Research focuses on the process rather than

any product.
To focus on process means to focus on
understanding the internal dynamics of the
topic. For example, if you were investigating
the effectiveness of a youth development
program, you would investigate things such as:
What are the factors that come together to
make this program what it is? What are the
strengths and weaknesses of the program?
What do participants feel they are getting from
participation in the program? How do
stakeholders influence the program?
6. Data are analyzed inductively.

An inductive approach means that the re-
searcher attempts to make sense of the topic with-
out imposing preexisting categories or variables at
the beginning of the study.At the conclusion of the
study, the researcher reviews and analyzes inter-
view transcripts, observations, and written docu-
ments to determine any if any common themes or
patterns emerge.

Susan J. Barkman

See also: Hermeneutics and Human Ecology; Methods
and Criteria in the Study of Human Ecology;
Outcome-Based Program Evaluation; Participatory
Action Research; Philosophy of Human Ecology
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Quantitative Research
Quantitative research was initially developed in
the physical and biological sciences (such as biol-
ogy, chemistry, and physics), but is now also used
in the social sciences (such as human ecology, psy-
chology, and sociology). Quantitative research
gives answers to the research question in the form
of numbers (such as the percentage of people who

experienced a certain effect from a certain cause).
Quantitative research utilizes one of two major re-
search designs: experimental and non-experimen-
tal. In an experimental design, the researcher con-
trols what conditions or treatment (these being the
variables) the subjects experience and then makes
comparisons. The goal is to investigate the cause-
and-effect relationship between variables and
measured outcomes. In the non-experimental de-
sign the researcher does not control the conditions
or treatment, but merely describes the outcomes
that have occurred. Quantitative data can be col-
lected through a wide variety of measurement
tools (questionnaires, surveys, observation check-
list, product assessment tools, tests, existing data
and records, logs).

Quantitative research usually involves four
major elements (Gay and Airasian 2000, 9):

A hypothesis is stated prior to conducting the
study. A hypothesis is a tentative statement
of the expected relationship between two or
more variables.

Independent variables, which may or may not
be controlled by the researcher. The
independent variable is also called the
educational invention, treatment, or
condition.

Large enough sample size to provide
statistically meaningful data.

Data analysis that relies on statistical
procedures.

Researchers in the social sciences commonly
utilize the research designs outlined in Table 1.

Each of the experimental research designs
varies as to the control of variables and the assign-
ment of subjects to groups.

In a true experimental research design,
subjects are randomly assigned to groups,
and the researcher controls what conditions
or treatment (variables) the subjects
experience.

In a quasi-experimental research design,
preexisting intact groups (such as a
classroom or a club) are utilized, instead of
groups created by a random assignment of
subjects. However, the researcher does
control what conditions or treatment the
subjects in each intact group experience.
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Non-experimental designs are primarily uti-
lized to describe something that has occurred or to
examine relationships between things.

With a descriptive design, the researcher does
not control conditions or assign subjects to
groups, but merely measures things as they
are, using numbers to characterize
individuals or a group. Research questions
that might appropriately be answered by
this approach would include the following:
What is the science literacy of girls and
boys in a particular school? What are
students’ attitudes of toward random drug
testing?

The researcher who uses a correlational design
is concerned with examining the
relationships between two or more
variables. A statistical measure is used to
describe the degree of the relation, called a
correlation. A positive correlation means
high values of one variable are associated
with high values of a second variable (e.g.,
self-esteem and school grades). A negative
correlation means high values of one

variable are associated with low values of a
second variable (e.g., good nutritional
habits and obesity).

The researcher who uses a survey selects a
sample from a larger population and
administers a questionnaire or conducts
interviews to collect data. The
questionnaire is usually designed to
determine attitudes, beliefs, opinions and
other types of information.

Susan J. Barkman

See also: Hermeneutics and Human Ecology; Methods
and Criteria in the Study of Human Ecology;
Philosophy of Human Ecology
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Racial and Ethnic Identity 
in Adolescence
See Ethnic and Racial Identity in Adolescence

Racial Identity Development among
African American Adolescents
From an ecological perspective, racial identity
among African American youth is linked to racial
socialization through the interplay of multilevel
systems. Here we briefly explore the theoretical,
conceptual, and empirical linkages among these
elements. Racial identification has been histori-
cally viewed as a distinct component of psy-
chosocial development. Studies of African Amer-
ican children, and more recently, African
American young adults, dominate this area of
work. Classic studies (e.g., Clark and Clark 1940)
have found that young African Americans are
aware of themselves as different from the pre-
dominately non–African American social cul-
ture. Numerous researchers support this notion
of self in the context of a racial or ethnic reality.
Although studies have examined the role that
racial awareness and coping play among African
American children (e.g., Johnson 2001), it has
been suggested that more attention is needed in
the area of self-development among adolescents
(Stevenson 1994; Phinney 1990). Erik Erikson
(1968) suggested that it is during adolescence
that psychosocial reciprocity (exchange between
a person and other members of her environment)
becomes central to appropriate identity forma-
tion. As a result, many components of self be-

come evident in relation to others. Children in
early childhood may have an awareness of racial
attitudes, but it is the maturity of adolescence
that equips them with the development in social
cognition needed to give meaning to self-identity
in broader contexts such as affiliation with a
racial group (Stevenson 1995).

It has been proposed that a multidimensional
assessment of broader contextual influences
(looking at family, peer, and sociocultural con-
texts) is needed in order to examine the processes
through which culture becomes an influential ele-
ment of adolescent self-development (Spencer
1983). Through racial socialization processes
(messages and child-rearing behaviors that aug-
ment a sense of ethnic identity, increase cultural
authenticity, and prepare children and adoles-
cents for life experiences that may include racially
discriminatory encounters), adolescents are ex-
posed to contexts that may influence how they ex-
perience or perceive race.With regard to racial so-
cialization processes, Howard Stevenson (1994)
found that spiritual coping, extended family care,
cultural pride, and racial awareness are key do-
mains that must be considered in a multidimen-
sional conceptualization of this process. This
process would necessarily require a contextually
informed approach that incorporates the com-
plexity of racial socialization and studies how
adolescents come to identify themselves as mem-
bers of the larger African American cultural
group.

R
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Multi-Level, Multidimensional 
Perspectives Linking Racial Identity 
and Racial Socialization
Several scholars have articulated multilevel or
multidimensional conceptualizations of racial
identity. Some have tied those conceptualizations
to socialization experiences at multiple levels or in
varying contexts. In order to explore the linkages
between race, identity, and the socialization
process, it is important to briefly examine the con-
cept of race. Race can be defined as “a sociopoliti-
cal designation in which individuals are assigned
to a particular racial group based on presumed bi-
ological or visible characteristics such as skin
color, physical features, and in some cases, lan-
guage” (Carter 1995, 5). Children internalize the
implications and social perceptions of belonging
to their racial group. As they emerge into adoles-
cence, their understanding of the consequences of
societal evaluations of their group affiliation only
deepens, and racial identity becomes more sensi-
tive to experience and context. Over time disso-
nance or compliance with these largely negative
evaluations (or devaluations) along with racial so-
cialization experiences forge racial identity as well
as personal identity (influencing, for example, self
esteem).

One of the most widely used models examining
racial identity development among African Amer-
icans is William Cross’s Nigrescence model. From a
multilevel approach, Cross (1978) suggests that
one has the potential to move through five stages:
pre-encounter (preoccupation with dominant
White culture), encounter (culture confusion), im-
mersion-emersion (idealization of Black culture),
internalization (realistic assessment of both cul-
tures), and internalization-commitment (commit-
ment to Black culture with respect for dominant
culture). While this model does not examine mul-
tisystemic processes, it does emphasize the inter-
action of the individual with society and serves as
a major model that recognizes race-related
processes as linked to social encounters.

As the discussion of what constitutes racial
identity has evolved, further examinations of
racial identity have been conducted (e.g., Helms
1990; Phinney 1990). More recently, Robert Sellers
and his colleagues (1998) introduced new per-
spectives on racial identity that integrate previous
work in the field, perspectives meant to comple-
ment earlier studies of racial identity. They suggest

that racial identity encompasses four major di-
mensions: racial salience (how important race is to
one’s self-concept in a given encounter), racial cen-
trality (how one defines self racially overall), racial
regard (positive or negative perceptions of Black-
ness), and racial ideology (convictions about how
Blacks should act). This personality perspective
focuses on a person’s perception of race at a single
point in time. Furthermore, Sellers and colleagues
examined the value placed on race during an en-
counter or a particular event, with the assumption
that this value may change over the course of a life-
time. Although this perspective leaves open the
possibility that socialization may influence iden-
tity, it does not emphasize the dynamic linkage be-
tween the two. Nonetheless, both perspectives, that
of Cross and that of Sellers and colleagues, confirm
the complex and multidimensional nature of racial
group affiliation during adolescence. These con-
ceptualizations underscore the potential for varia-
tions in self-knowledge and experience, and em-
phasize changing contexts of racial identification
at any stage of progression.

In an effort to address the interpersonal experi-
ences that influence racial identity development,
Stevenson has proposed a multidimensional
model that focuses on an assessment of influential
socialization factors affecting adolescents.
Through a study of adolescent perceptions,
Stevenson confirmed that racial identity stages are
moderately related to adolescents’ perceptions of
interpersonal processes within various environ-
mental contexts, which include specific socializa-
tion domains such as cultural pride, spiritual cop-
ing, extended family care, and awareness of racial
discrimination (1995). These findings imply that
multiple processes can influence the way adoles-
cents connect with their racial group. Thus, it can
be concluded that a broader contextual awareness
of the link between racial identity and the trans-
mission of racial messages is critical to the ecolog-
ical understanding of racial identity development
among African American adolescents.

Incorporating an Ecological Perspective
An ecological perspective of the kind articulated
by Urie Bronfenbrenner has utility for understand-
ing the link between racial identity and socializa-
tion in a multicontextual framework. An explo-
ration of the connection between broader contexts
and self-development from an ecological perspec-
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tive, with its understanding of multisystemic
process (Bronfenbrenner 1986), can be used to
show the links between the experiences of race
(i.e., racial stratification in society, discrimination
in the workplace, parental racial socialization,
racial group affiliation) and self-identity. Begin-
ning with intrapersonal processes (e.g., develop-
ment of a sense of self-worth, of self-esteem) and
interpersonal interaction within the family, Bron-
fenbrenner emphasizes the contexts and interac-
tions that the developing individual encounters as
he moves through various environments. Referred
to as systems, the microsystem (familial and other
intimate relationships), mesosystem (a system
that links multiple microsystems, such as school),
exosystem (system indirectly experienced by ado-
lescent, such as the work world of the parent),
macrosystem (cultural milieu), and chronosystem
(time influence) are all environments that individ-
uals encounter.

The interaction that takes place within and
across these environments can be understood
from a person-process-context perspective (Bron-
fenbrenner 1986). This perspective notes that the
process, or interaction, that exists between social
agents within and across various environments
and the developing individual can influence her
psychosocial development. Thus, interaction is key
in the socialization processes of adolescents. Be-
cause of their developmental stage, adolescents are
vulnerable to the messages they receive from the
various contexts (or environments) in which they
take part. For example, if African American ado-
lescents are exposed to messages that communi-
cate an indifference to race or stigmatization
based on race, they may become more vulnerable
to racial identity confusion (i.e., Are positive or
negative experiences associated with belonging to
this racial group?). Although we have made the
link here, typically missing from the ecological
perspective is an emphasis on race (i.e., race as ex-
clusion, as stigma, as economic disenfranchise-
ment, and the like) as a social construct linked to
psychosocial development.

Minority scholars have been successful in ex-
panding and strengthening the discussion of eco-
logical perspectives as linked to self-development
among young African Americans.Various scholars
(e.g., Garcia-Coll et al. 1996; Spencer 1999) have
incorporated both theoretical and empirically sup-
ported perspectives that address the role that so-

cioecological experiences play in the psychosocial
development of African American children and
adolescents. Developmentally speaking, Margaret
Spencer’s model provides a salient illustration of
how an ecological way of looking can take into ac-
count both the affirming and stressful environ-
mental encounters of adolescents. Through the use
of the PVEST (phenomenological variant of eco-
logical systems) model, Spencer’s identity-focused
cultural ecological (ICE) perspective demonstrates
how certain outcomes (e.g., resilient versus vul-
nerable identity) are linked to developmental
processes as influenced by context. This connec-
tion is illustrated through five key stages: risk fac-
tors (cognitive awareness of how others perceive
one); stress engagement (experiences of stress);
coping methods (whether appropriate or inappro-
priate); emergent identities (involving integration
of self and social identity), and life stage outcome
(whether the identity that results is resilient or
vulnerable). As this model is applied ecologically,
the ICE perspective can be conceptualized using
these five stages.

In addition to Spencer’s model, other racially
inclusive ecological perspectives (e.g., Spencer
1999; Garcia-Coll et al. 1996) have been used to il-
lustrate how African American adolescents experi-
ence self-development as influenced by different
contextual processes. Our conceptualization adds
to these discussions, as it addresses person-
process-context as the key interactive conceptual-
ization of the ecological approach, which accounts
for the process through which young African
American racial identity development can be un-
derstood. It incorporates the contextual reality,
which considers the whole experience of race as
greater than the sum of isolated contextual experi-
ences. How an African American adolescent expe-
riences and perceives racial messages (e.g., mes-
sages that enhance racial pride or build skill in
coping with negative experiences) within her mi-
crosystem cannot be taken in isolation from other
contexts (i.e., exosystem, macrosystem, etc.). For
example, Stevenson (1994) found that global racial
socialization (transmission of protective and
proactive racial messages) was a predictor of the
internalization stage of Cross’s model among
African American adolescents. This suggests that
within an adolescent’s microsystem, messages that
promote racial pride (i.e., “Be proud to of your
Black culture”) as well as racial coping (i.e.,“Some
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people may not treat you fair because of your
race”) may predict the ability to recognize both the
pros and cons of racial affiliation. Consequently
these socialization processes can be highly influ-
enced by contextual experiences. Therefore, the
type of relationship a parent has with her child’s
school (a mesosystem), what a parent communi-
cates about her experience of race on the job (an
exosystem), how the neighborhood expresses fam-
ily culture and how society views ethnic culture (a
macrosystem), and patterned experiences of eth-
nic culture over time (the chronosystem) will si-
multaneously influence how salient the link be-
tween racial identity development and
socialization will be in a particular moment or
over time. Ultimately, messages and meanings en-
countered within a specific time frame across sys-
temic environments can have a significant influ-
ence on racial identity development.

What are the implications of this perspective
for better understanding the experiences of
African American adolescents? The application of
the ecological perspective to identity development
and socialization has several advantages. First, we
move beyond the intrapsychic and interpsychic
identity processes commonly associated with per-
sonality perspectives that are individually focused.
The relation between racial socialization and
racial identity development occurs at multiple lev-
els in the system. In both a promoting and inhibit-
ing fashion, communities, parents, churches,
schools, neighborhoods, and even governmental
polices, contribute to the racial socialization expe-
riences and messages that shape adolescent racial
identity. Secondly, in an ecological perspective, de-
velopment, experiences, and context have bidirec-
tional implications. In other words, adolescents
also make choices and have experiences that may
alter the racial socialization messages they access
at any level, hence shaping their own identities in a
transactional process in tandem with other influ-
ences. To state it simply, adolescents are actors on
their own behalf, all making their own individual
attempts to make sense of their cultural experi-
ence both personally and socially.

Finally, this exploration is yet another example
of the importance and utility of bringing race to
the center in ecological thinking, as was done in
the papers by Spencer and Cynthia Garcia Coll and
her colleagues. The final stage of adult-making oc-
curs in adolescence, and racial identity formation

is a protective factor among African American
youth, aiding the new adult in successfully negoti-
ating the world. Connections among the multiple
systems suggest that interventions in the lives of
African American teens require multifaceted ap-
proaches that while inclusive of individuals and
their families, move beyond these entities to better
articulate society’s role in promoting healthy cul-
tural adaptation.

Monica Mouton Sanders
Deborah J. Johnson

See also: Adolescent Identity Formation; African
American Families; Bronfenbrenner, Urie;
Community Youth Development; Erikson, Erik
Homburger; Ethnic and Racial Identity in
Adolescence; Identity Statuses; Identity Styles;
Racism and Its Impact on Health; Resiliency; Youth
Development
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Racism and Its Impact on Health
For the broadest indicators of health and disease,
African Americans show a disadvantage compared
to White Americans. African American babies are
twice as likely to die before their first birthday, and
African Americans have a shorter average life ex-
pectancy by about seven years. The Black-White
differential also occurs with many specific dis-
eases: African Americans are twice as likely to de-
velop hypertension and seven times more likely to
develop HIV/AIDS (U.S. Department of Health
and Human Services 2001). Race may be a power-
ful predictor and determinant of health and mor-
bidity because we live in a society that is highly
conscious of race and it plays a substantial role in
the way many African Americans are labeled,
treated, and consequently think of themselves. In
this entry, we will outline the ways that the health
disparity may result from racism, defined as
harmful beliefs, attitudes, and practices directed at
individuals based on their racial group. The focus
of this entry will be on racism as it applies to
African Americans, who constitute 12 percent of
the United States population.

The impact of racism on health fits an ecologi-
cal perspective, since it can occur on three levels:
institutional, interpersonal (usually between
Whites and African Americans) and intrapersonal
(within individual African Americans). At the in-
stitutional level, older African Americans in the
United States experienced segregated hospitals for
at least two decades. During this time the better-
equipped White hospitals refused to provide care
to them. Although it is no longer legal to deny

African Americans access to adequate housing,
segregation continues due to the cooperation of
major societal institutions, such as banks and local
governments (Williams and Williams-Morris
2000). In addition, African Americans encounter
restricted access to well-paying occupations and
quality education, which contributes to their lower
socioeconomic status (comprising occupation and
education), one of the strongest predictors of
health (Rogers, Hummer and Nam 2000). Al-
though these factors help to explain the health dif-
ferential, even when studies control for socioeco-
nomic status the differential in health by race
persists. For example, the higher infant mortality
rates among African American women exist at all
educational levels (U.S. Department of Health and
Human Services 2001).

On the interpersonal level, African Americans
routinely encounter prejudice or the discrimina-
tion based upon it. One study found that over 50
percent of Whites hold the stereotype that African
Americans are violence-prone (Williams and
Williams-Morris 2000). Being the victim of either
blatant racism (such as name calling) or subtle
racism (such as being ignored by a waiter) has
been found to predict poorer mental health out-
comes, including depression and psychological
stress (Krieger et al. 1993). Also, in situations
where racial differences are evoked, African Amer-
icans are more likely to experience cardiovascular
stress than Whites; over time this stress may ad-
versely affect health (Blasovich et al. 2001). Com-
pounding the problem, health care professionals
are less likely to give the sixteen most commonly
performed procedures to African Americans than
to Whites who have the same medical insurance
(McBean and Gornick 1994).

On the intrapersonal level, African Americans
internalize the negative race stereotypes prevalent
in our society and begin to interpret their unequal
status and treatment as evidence of their deficien-
cies rather than as discrimination. This misinter-
pretation may help to explain why diseases in the
African American community are generally pre-
sented for treatment at later stages and, once they
are diagnosed, why the treatments are often com-
plied with at lower rates (U. S. Department of
Health and Human Services 2001). Further, stud-
ies have found that African Americans who accept
negative race stereotypes are more likely to experi-
ence chronic health problems (Krieger et al. 1993).
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Blacks living in countries in which they are the
majority, and thus less likely to experience racism,
have a lower risk of developing certain diseases.
For example, Blacks living in Caribbean and
African nations tend to have lower rates of hyper-
tension and coronary heart disease than those in
the United States (Rogers, Hummer, and Nam
2000). Similarly, the pattern of mortality rates of
African Americans in different parts of the United
States may be due in part to regional differences in
racism. Several studies have also found that
lighter-skinned African Americans, who are likely
to experience less racism than those with darker
skin, tend to have lower blood pressure and a lower
mortality rate from cancer (Krieger et al. 1993).

Even after taking into account a number of be-
havioral and biological risk factors, including cig-
arette smoking, alcohol consumption, sodium in-
take, obesity, and genes, health disparities by race
seem to still exist (Rogers, Hummer, and Nam
2000). Improving the health of African Americans
may require a reduction of racism in multiple sec-
tors of our society.

Becca R. Levy

See also: African American Families; Child and Family
Poverty; Environmental Movement in the United
States and People of Color; Environments of
Children; Hypertension and Blood Pressure Control
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Radon
Radon is a colorless, odorless radioactive gas re-
leased from uranium in geologic formations in the
earth; it is a known carcinogen and can accumu-
late in buildings situated above such formations.
According to current epidemiological estimates,
radon is responsible for some 15,400 to 21,800
lung cancer deaths annually in the United States,
making it the second most important cause of lung
cancer after tobacco use (National Academy 1999,
3). Most of these deaths are seen in smokers, in
whom radon multiplies the risk of tobacco smoke.
Occupants can easily measure radon levels in the
home. Remediation of radon problems is usually
straightforward and can be done for about two
thousand dollars.

Uranium is one of the most widely dispersed el-
ements in the earth’s crust. As a radioactive ele-
ment, uranium undergoes a series of transforma-
tions, called decay steps, in which new elements
are formed, along with the release of various ener-
gized particles. The ultimate result is an atom of
lead. Several intermediates involved in this decay,
including radon and its progeny (polonium iso-
topes) also release alpha particles, believed to
cause cancer.

Uranium is concentrated in various types of
rock, such as sedimentary deposits (shales, for ex-
ample), granites, and phosphate deposits. When
buildings are situated above such deposits, the
radon gas emitted from these deposits can accu-
mulate in the building. In some regions, radon can
also be found in well water. Drinking such water is
not known to pose serious health risks, but water-
borne radon can be released into the air in usages
such as showering and laundry operations.

Radon’s predominant means of entry into
buildings, however, is as a soil gas. This process is
especially prevalent in regions with a significant
heating season. Multiple physical mechanisms in a
heated building typically cause its lower portions
to be depressurized relative to the outside environ-
ment. This pressure differential causes suction to
be exerted on the earth below the building, which
can draw radon (like other soil gases) through var-
ious openings in the basement or floor slab into
the building, where they accumulate. Only very
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small volumes of radon, on the order of a few cubic
centimeters per twenty-four hours, need to be
drawn in to create radon concentrations that pose
health risks.

Some of the forces that depressurize closed
buildings include exhaust fans and vented, fuel-
burning appliances when there is insufficient re-
placement air. The filtering out of heated air can
also depressurize lower regions of the building
during cool weather.

External factors influencing radon movement
into buildings include frozen earth and rain-satu-
rated soils, both of which favor radon entry. For
these reasons, radon levels vary over time, from
season to season and even from day to day. The
only known health effect of radon is an increased
risk of lung cancer. This disease, although not en-
tirely understood, requires twenty to thirty years
of development before it is manifest. Exposure to
two or more carcinogens may multiply the risk to
an individual. However, not all exposed persons
will develop lung cancer. Lung cancer risks of to-
bacco smokers are further multiplied by exposure
to radon.

The risk from radon comes not from radon it-
self, but from its radioactive decay products.While
radon is an uncharged gas, the decay products
carry an electrostatic charge, attaching themselves
to dust particles. When such particles are breathed
into the deep recesses of the lung, scavenger cells,
called macrophages, engulf them. These cells re-
main in place. Hence, as the radioactive decay pro-
ceeds, the radioactive emissions (alpha particles)
that accompany this decay impinge on the same
small portions of lung tissue. It is believed that this
bombardment damages cellular DNA, eventually
leading to lung cancer.

Measurement of radon concentrations is based
on the effects of the radioactive particles released
during the decay process. Measuring these effect
involves either the use of a counting device that ac-
tually counts the emitted particles or the exposure
of a plastic film to the air [or water] sample to de-
tect the tracks that are left by the decay particles
that impinge on it. One measurement convention
expresses concentration in terms of the number of
radioactive decay events in a volume of air. A curie
is the unit quantity of radioactivity associated
with one gram of radium. Radon measurements in
air and water are expressed in terms of trillionths
of a curie, or picocuries, per liter of air (pci/l). Typ-

ical outdoor radon measurements are in the order
of one half pci/l. The U.S. Environmental Protec-
tion Agency (EPA) recommends taking remedial
action when a level of 4 pci/l (called the action
level) is seen in the lowest lived-in area of the
house. Short-term measurements should be done
under closed-house conditions: Normal entry and
exit is allowed, but windows should be closed. The
EPA has ranked areas across the United States into
three categories, based on the potential of home
measurements in that region exceeding the action
level for radon.

Several types of devices are available for the
measurement of radon concentrations. Two of
these are well suited for do-it-yourself usage. One
such device consists of a canister or packet filled
with activated charcoal, which adsorbs radon. The
canister or packet is opened and exposed to the air
for a period of three to five days, followed by analy-
sis at a laboratory. For longer-term measurements,
a plastic film is exposed for a period of up to
ninety days or more and then measured in a labo-
ratory. Test kits based on these methodologies are
inexpensive and readily available to consumers.
More sophisticated equipment allows real-time
measurements. Measurement of water-borne
radon may also be needed in some localities.

Since radon levels in a building can fluctuate
considerably over time, the three-day test is consid-
ered to be a screening test; the ninety-day test pro-
vides a more meaningful measure of occupants’
long-term exposure. The EPA recommends that a
long-term test be done as a follow-up after the
short-term test. However, when initial readings are
above the action level of 4 pci/l, another short-
term, confirmatory test should be conducted. If ini-
tial levels are above 10 pci/l, the EPA recommends
immediate confirmatory testing, followed by radon
remediation if the high reading is confirmed.

Initial concerns about radon and lung cancer
were based upon the increased incidence of this
disease among workers in uranium mines. Nu-
merous studies have been conducted over the last
half-century, involving thousands of underground
miners in all types of mines. Some individuals
were tracked for more than three decades. These
studies have consistently and unequivocally
shown that miners exposed to radon have an in-
creased risk of lung cancer, even when confound-
ing factors such as mineral dusts, diesel fumes,
and cigarette smoke have been accounted for (U.S.
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Environmental Protection Agency 1999, 5–8). In
addition, there have been several large studies that
have retrospectively reviewed and analyzed those
miner studies in an effort to characterize the risk
of residential exposures (National Academy of Sci-
ences 1999). Residential exposures typically tend
to involve lower radon concentrations than seen in
mines, but affect a broader spectrum of the popu-
lation, and extend for a greater portion of the day
than the eight-hour work shift. Although there are
other important differences in the residential and
mineworker populations, the conclusions of the
Committee on the Biological Effects of Ionizing
Radiation (as given in the BEIR IV and BEIR VI re-
ports) is that residential exposures to radon can
pose a significant health risk. It is estimated that
radon causes 15,000–22,000 lung cancer deaths
per year (National Academy of Sciences 1999, 3).
Although there is some dispute regarding the ex-
trapolations used in the BEIR studies (Park 1998),
major health organizations support the EPA posi-
tion on radon health risk (U.S. Environmental Pro-
tection Agency 2001, 12). Studies involving actual
household exposures and the incidence of lung
cancer are extremely difficult to conduct. One such
study, involving 413 lung cancer cases and 614
matched controls, showed increased lung cancer
risks of 50 percent and higher for a fifteen-year
residential exposure at the 4pci/l action level of
radon (Field 2000).

Effective remediation methods for radon in
buildings involve standard measures that have
been refined over the last few decades. Measures
include sealing cracks and penetrations in the
basement or floor slab, correcting significant de-
pressurization mechanisms in the basement, and
providing an exit pathway for radon that accumu-
lates beneath the building. This last measure is a
mainstay of radon remediation, and involves the
installation of a plastic vent pipe in the basement
floor (or slab). The pipe is routed to the roof and
fitted with an exhaust fan. This assembly draws
radon from beneath the building and exhausts it
harmlessly outdoors in a process called sub-slab
depressurization. New construction in high-risk
areas can incorporate the piping and related sys-
tems during the building process, at considerable
savings. Because radon emanations from the
ground vary widely, even over the distance of a few
yards, there is no known way to determine, prior to
construction, if radon problems will occur at a

particular building site. Removal of radon from
water involves aeration or adsorption equipment
and is considerably more expensive than a sub-
slab system.

Although radon poses a major public health
threat, it is easily measured and relatively easy to
remediate. State radon offices (in the United
States) can provide detailed information in deal-
ing with radon problems.

Joseph T. Ponessa

See also: Healthy Indoor Air; Indoor Air Pollution
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Real World Memory
Real world memory is a type of memory that is
typically examined and studied outside of the con-
fines of the traditional psychology laboratory
(Parkin 1999). Also known as applied memory,
real world memory examines the same processes
as studied in the psychology laboratory (recall,
recognition, short-term and long-term memory,
and so on), but examines them in more real-world
settings and situations (e.g., courtrooms, office
buildings, department stores, aircraft cockpits).

For instance, one very active area of real world
memory involves eyewitness testimony (Wells et
al. 1998). Witnesses to crimes (e.g., bank robbery,
murder) or highly emotional events (e.g., the
death of Princess Diana, an automobile accident)
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often are very inaccurate when their memories of
the crime or emotional event are tested or exam-
ined at some later point in time. Even memories of
very happy events (e.g., birthdays, weddings) are
often fraught with inaccuracies related to memory
processes when such memories as tested or exam-
ined later in time. The fact that many eyewitnesses
are often inaccurate as to what they saw or experi-
enced raises some interesting ethical types of
questions. In particular, there is currently a debate
within the applied psychology field that is related
to so-called repressed, or false, memories (Loftus
1997). Such repressed (or false) memories are usu-
ally related to highly personal and emotional
events. The debate centers around how accurate
people are in their own highly emotional memo-
ries. If eyewitness memory is as poor as is claimed,
then the same poor memory performance may
also be related to repressed memories as well.

From an ecological perspective, understanding
real world memory has much to offer the individ-
ual, the family, and ultimately the community. It
also has many implications for these entities as
well. For instance, there has been much recent dis-
cussion and debate surrounding the child witness.
Our society currently exposes our children to
many negative situations (e.g., abuse, neglect) that
have an immediate as well as long-lasting effect on
the individuals involved. Some of these events
have torn families, apart especially if a child has to
lodge a complaint against a parent or stepparent.
Given the nature of eyewitness accuracy in gen-
eral, and given the malleability of childhood mem-
ories, children are often in an unenviable position
when their memories are tested and debated pub-
licly, often by their own family members. This is
not to say that children’s courtroom testimony
should be avoided at all costs. Rather, having a
child testify represents a potentially damaging sit-
uation that has significant implications for the in-
dividual, the family, and the community. Those in-
volved must be cognizant of the costs as well as the
benefits such a situation can potentially produce.

The study of real world memory also encom-
passes a number of other areas of study other than
eyewitness testimony.Areas such as autobiograph-
ical memory, skill learning, spatial cognition, and
expert-novice distinctions all fall involve real
world memory. One reason real world memory is
often considered a more appropriate topic of study
than some other areas of study relates to the issue

of ecological validity. That is, if memory is studied
in the “real world,” that is felt to make it more reli-
able and more valid. For instance, if someone is in-
terested in how people recall names of foods they
wish to purchase at the grocery store, it probably
makes more sense to test these people’s recall abil-
ity in the store during an actual shopping excur-
sion rather than in the laboratory.

F. Richard Ferraro

See also: Investigative Interviews with Children;
Memory
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Religion and Sexual 
Orientation in America
The conflict over the legitimacy of lesbian, gay, and
bisexual (LGB) identities is one of the most impor-
tant cultural struggles in modern American soci-
ety. Perhaps the most significant force on both
sides of the debate is made up of religious organi-
zations. Religious groups differ widely in their at-
titudes toward homosexuality. Nearly all Islamic
groups, Orthodox and Hasidic Jewish groups, the
Roman Catholic Church, and Protestant funda-
mentalist strongholds such as the Southern Bap-
tist Convention support the idea that the only le-
gitimate sexual relationships are in the context of
heterosexual marriage. Meanwhile, openly LGB-
affirming groups include the Metropolitan Com-
munity Church, the Quakers, Reconstructionist
Jewish groups, and other groups based on per-
sonal spirituality, such as those practicing Wicca
and Santeria. Finally, congregations of older and
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established churches such as the United Methodist
Church, the American Baptists, Reform and Con-
servative Judaism, and the Episcopal Church vary
in their stances, as positions on homosexuality are
debated on the national and local level. The atti-
tudes of religious groups are based on how homo-
sexuality fits with their beliefs about sexuality and
the family.

In the context of this cultural struggle, individ-
ual LGB people adapt in several ways. These
modes of adaptation include, but are not limited
to, becoming uninvolved with religion, joining a
liberal group, hiding their identity while remain-
ing in a conservative group, choosing not to act on
their sexual identity, redefining themselves as spir-
itual independently of organized religion, or call-
ing their sexuality a disease in need of a cure. How
religious sexual minorities adapt to religion-based
homophobia depends on the availability of liberal
religious organizations and access to gay culture,
the importance of religion to the individual, the
strength of attachment to a religious organization,
and the attitudes of the religious organization of
origin.

Conservative Religious Groups
Evangelical and fundamentalist Christian organi-
zations, highly prescriptive non-mainstream
Christian organizations such as the Church of Lat-
ter-Day Saints, the Roman Catholic Church, Baha’í,
and Islam tend to have conservative attitudes re-
garding homosexuality. In these and other conser-
vative groups, conservative beliefs about homo-
sexuality are correlated with insistence on a
singular, literal, and uncritical interpretation of the
sacred texts that underlie the faith, particularly
those passages that regard sexuality. To Protestant
Christians, this means the Bible itself, which sup-
posedly all believers can and should read and in-
terpret for themselves. However, within Judaism,
Roman Catholicism, Islam, and Latter-Day Saints
Christianity, certain writings or proclamations
from religious leaders (such as the Islamic Hadith
or the Judaic Talmud) are considered to have an
authority that is, to various degrees, comparable to
scripture. Thus, it is possible within these organi-
zations for leaders to halt debates about homosex-
uality (and other issues) by fiat, even if the general
membership does not agree.

Conservative attitudes toward homosexuality
run through the major conservative religions in

America, given that they all draw from the same
Old Testament Bible and other texts containing
passages that putatively reflect conservative
Levitical views about ritual purity and impurity.
Conservative religions teach that the condition of
being attracted to someone of the same sex is a
disease (“intrinsically disordered” according to
the Roman Catholic Church) that like alcoholism
is only a sin if acted upon, that people with same-
sex attractions should work to stop having them
through prayer and therapy, that gays and lesbians
should not receive protected minority status for a
behavior in which they have chosen to engage,
that the focus of ministry to  individuals attracted
to those of the same sex should not be helping
them toward self-acceptance as sexual minorities
but rather helping them overcome their terrible
disorder (“love the sinner, hate the sin” is the cur-
rent Evangelical stance), and that the only way
same-sex-attracted individuals can be right be-
fore God is to either force themselves into hetero-
sexual marriage or be celibate. Further, conserva-
tive religious groups believe that discrimination
based on sexual orientation is acceptable in order
to protect the social institutions that are threat-
ened by homosexuality.

Evangelical and fundamentalist Christian
groups tend to ally themselves ideologically with
the Moral Majority movement that began in the
early 1980s, which was a marriage of conservative
religion with conservative politics, forming a
united, broad-based social movement that its or-
ganizers believed would have popular support
from the majority of Americans. This movement
made a social idol out of the intact, two-parent,
heterosexual, male-breadwinner female-caretaker,
nuclear family.According to the Moral Majority, the
greatest threats to the American Family are abor-
tion and homosexuality. Given the strong influence
of the Evangelical movement in the United States, it
is able to weigh in heavily on the conservative side
of most legal and public policy debates about ho-
mosexuality on local, state, and national levels.

Liberal and Mainline Religious Groups
Liberal and affirming Christian and Jewish groups
do not consider homosexuality to be a sin. Femi-
nist and social justice–oriented progressive move-
ments and empirical human sexuality research in-
form these groups’ attitudes. In accordance with
scientific research on homosexuality, they see sex-
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ual orientation as innate and nonpathological.
Further, they view sexual orientation as not
amenable to change through reparative therapy, a
practice that they understand to be tantamount to
ritual psychological abuse. They see the Bible as
unconcerned with or even affirming of homosexu-
ality, based on original Greek and Hebrew texts
read in their cultural and historical contexts. Be-
cause of the influences of liberation theology, fem-
inist theology, and Reconstructionist Judaism,
they believe that oppression based on sexual ori-
entation is morally wrong. Many of these groups
will perform same-sex commitment ceremonies
and ordain sexual-minority clergy.

Mainline denominations such as the Episcopal
Church, the Lutheran Church, the United
Methodist Church, the American Baptist Church,
the Presbyterian Church, Reformed Judaism, and
Conservative Judaism provide a forum for these
debates. Because of the religious restructuring of
the past half-century, larger movements that en-
compass many denominations have been gaining
influence, while the influence of the individual
constituent denominations has been shrinking.
Thus, denominational policy does not affect these
debates as much as it is affected by these debates,
as the target of activists on both conservative and
liberal sides within any given denomination.

Unique Issues of Transgender Individuals
Also included under the umbrella of sexual-mi-
nority individuals are transgender people.
Whether they experience same-sex or opposite-
sex attractions, they have some unique issues with
religion. Research finds that although LGB-identi-
fying individuals tend to be less schematic on gen-
der than the general population, more comfortable
about having androgynous characteristics, and in
general not thinking as much about the gendered
aspects of their appearance and mannerisms,
transgender individuals tend to be highly
schematic on gender, often thinking about ways
they express themselves as being characteristic of
one gender or another. They are uncomfortable
passing as someone who is not a member of a sex-
ual minority in order to fit in at a religious service
or any other public place. The legitimacy of gen-
der-transgressive dress, behavior, and identifica-
tion often gets challenged on religious, moral, and
legal bases. Although being transgender violates
different scriptural rules than being attracted to

someone of the same sex, it raises, as noted above,
similar defensive attitudes within a religious con-
servative belief system. Thus, in many ways, trans-
gender individuals endure the same struggles as
LGB individuals.

Paths of Negotiating Religious 
and Sexual Identity
A critical factor in determining the choices that
sexual-minority individuals will make with regard
to religion is their own background in youth and
adolescence with regard to religion and religion-
based homophobia. Those who grow up unin-
volved or only marginally involved with religion
are still exposed to the homophobia that may be
present in their family and community and that is
certainly present in the larger society. For those
who grow up in a religious context, their experi-
ence of religion-based homophobia depends on
their congregation’s individual personality and its
identification with larger social movements. Al-
though some young people grow up in religious
organizations that are open and affirming toward
sexual minorities, many more receive the complex
and contradictory ideas of the mainline denomi-
nations, and still more are socialized with the con-
demning “intrinsically disordered” or “love the
sinner, hate the sin” rhetoric of Roman Catholi-
cism, Islam, Orthodox Judaism, and fundamental-
ist Christianity. Unfortunately, conservative groups
are likely to represent unequivocal condemnation
of same-sex sexual relationships, as much as the
rest of their doctrines, as absolute truth.

Thus, sexual-minority individuals who are ex-
posed to more powerful homophobic socializa-
tion messages through religion than they would
otherwise experience from their families, school,
workplace, and so on are at greater risk for devel-
oping internalized homophobia. Internalized ho-
mophobia is the process by which sexual-minor-
ity individuals internalize the homophobic values
of society and thus begin to hate and condemn
themselves. This process can lead to depression,
substance use, relationship problems, and suici-
dal ideation. Because Americans usually have free
choice over the type and extent of their religious
involvement even in adolescence, sexual-minor-
ity individuals experiencing homophobia can
change their religious involvement far more eas-
ily than they can change their family of origin or
society as a whole. The choices that sexual mi-
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norities will make with regard to their religious
involvement depend on individual differences,
family religious background, and the availability
of religious alternatives.

Some members of sexual minorities, upon con-
fronting their religious organization’s homopho-
bia, break with religion entirely. This break may be
accompanied by a great deal of pain and anger if
religion was important to the individual in the first
place. At other times, this conflict easily breaks a
commitment that has never been strong. Given
that both coming out of the closet and forming an
independent religious or spiritual identity usually
happen in middle to late adolescence, a religious
transition and a sexual identity transition may
occur at the same time but have little to do with
each other.

Other members of sexual minorities break
with their religion of origin but remain actively
engaged in a spiritual quest for meaning or search
for the sacred. These people may cease to identify
with organized religion but still define themselves
as spiritual. Others search for a religious context
that is more accepting of sexual minorities, either
a more affirming denomination of their original
faith or a group oriented to personal spirituality.
In this search, they confront the difficulty of find-
ing a religious organization that is not only toler-
ant of their sexual orientation but meets their
needs in other ways as well, in terms of doctrine,
worship style, community, and so on. Many reli-
gious organizations that are open and affirming
tend to be liberal on other items of doctrine as
well, leading some sexual-minority individuals
with strong personal stances on doctrinal issues
to join a conservative congregation, putting up
with the intolerant views in order to get other
things they need.

Sexual-minority individuals who choose to re-
main loyal to a conservative religious organization
can face difficult choices with regard to integrating
their sexual-minority identity with their own
strong religious identity. They can remain closeted
within their religious organization, either never
acting on their same-sex attractions or only pur-
suing same-sex relationships or participating in
an LGBT community discreetly. They can also fol-
low the model of the highly publicized Evangelical
Christian conversion ministries and become ex-
gays and ex-lesbians, even coming out as such and
pursuing heterosexual relationships.

Family and Contextual Influences
Social research has identified these common paths
of reconciling religious identity with sexual-minor-
ity identity, but can say little about the prevalence
of each path. Assessing prevalence would require
data from a representative sample of the entire
population of sexual-minorities, and it is impossi-
ble to gather such data, given that many LGBT indi-
viduals would not reveal their sexual identity even
on an anonymous survey. However, it is possible to
describe the circumstances under which an indi-
vidual would choose one path or the other.

The importance of religion to an individual de-
pends largely on that individual’s religious up-
bringing and the quality of that individual’s rela-
tionship to her parents. People who grew up with a
positive and secure attachment to their parents
tend to follow in the religious footsteps of their
parents: Whether the parents have a sincere and
internally motivated belief, a weak and disingenu-
ous commitment, or no religion, this is the belief
system that a young person is likely to adopt. Peo-
ple who grew up with a negative, insecure, and
conflicted attachment to their parents tend to be
less religious in general, and to follow a different
path from that of their parent.A young person who
perceives her parents’ religious commitment to
have been judgmental and authoritarian will gen-
erally either convert to a very different religion or
leave religion entirely. A young person who grew
up without religion may consider religion as a way
to make up for the family relationship that she
never enjoyed. Therefore, sexual-minority individ-
uals with secure parental attachments who were
socialized to be religious are more likely than
those who are not religious to search for a way to
positively integrate their religious identity with
their sexual identity, and they are only limited by
the religious resources available to them. However,
those who experienced a difficult family life grow-
ing up may face a more difficult path.

Individuals with a high degree of conflict and
disadvantage in their lives, if they are drawn to re-
ligion at all, are likely to be drawn to groups with a
close-knit community and a strong doctrine of
hope in things like God’s saving grace, a glorious
afterlife, the rapture of knowing God, and the re-
demption of present suffering. These people have
needs that can only be met through strong, conser-
vative religion. Only a handful of congregations
provide that kind of theology along with an af-
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firming attitude toward sexual minorities. Thus,
sexual-minority individuals whose temperaments
and life circumstances drive them toward a need
for conservative, prescriptive religion may only ex-
press their sexual identity by the means that their
religion sanctions: conversion therapy, a double
life, or remaining closeted. Occasionally, these in-
dividuals painfully disengage from religion and
continue through life without the expression of
spirituality that had always been so important to
them.

Therefore, religion-based homophobia threat-
ens the spiritual health of sexual-minority indi-
viduals as well as their psychological and physical
well-being. However, it is important to note that,
when religion is not conflated with homophobia,
or at least provides needed benefits that are worth
the risks, religion can be a source of strength
rather than a source of conflict. Research has con-
sistently supported the idea that religion is a
source of social and material support and that a
felt connection with higher powers provides posi-
tive coping capabilities above and beyond those
imparted by simply being involved in a religious
community. Although religion-based homophobia
presents a substantial obstacle, sexual-minority
individuals grow increasingly more able to reap
the benefits of religion and spirituality.

Geoffrey L. Ream

See also: Gay and Lesbian Studies; Sexual Identity
Development
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Remarriage
A remarriage is a second (or third, or fourth, etc.)
marriage for either the husband or the wife (or
both of them). About 46 percent of marriages in
the United States each year are remarriages (U. S.
Bureau of the Census 2000, Table 145). The words
remarriage and stepfamily are often used as
though they mean the same thing. However, there
are some important differences between the two
words. A remarriage simply refers to whether or
not one of the spouses has been married before. A
stepfamily refers to two adults who are either co-
habiting or legally married, with at least one of
them having children from a previous relation-
ship. So the basic difference between a remarriage
and a stepfamily is that the stepfamily always in-
volves children, and a remarriage may or may not
involve children. Other words that are often used
as synonyms for remarried and stepfamilies in-
clude binuclear families, postdivorce families, and
blended families.

Most people who get remarried are middle-
aged, and most remarriages occur before retire-
ment age. The average age that men remarry is 41
years, and for women it is 37 years (Clarke 1995,
Table 9). Men are also more likely than women to
remarry. One reason is that women often have
more responsibility for children than men do.
Therefore, divorced women may focus more on
raising their children than on finding a new hus-
band.A potential husband also may not want to be
responsible for raising children who are not bio-
logically related to him. Another reason that more
men get remarried is that men do not live as long
as women do. Therefore, older men have many
more potential wives to choose from, and there
may be many women competing for a small num-
ber of potential husbands. Women also tend to
marry men who are slightly older than they are,
which also decreases their chances of getting re-
married as they get older.

It is widely believed that remarriages are less
successful and less happy than first marriages. The
fact is that remarriages, particularly if a stepfamily
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is involved, often have a different set of challenges
than first marriages do. Therefore, it is difficult
and not always appropriate to compare remar-
riages and first marriages. There are also many
negative stereotypes about people who remarry.
One might think that women just want to get
money from many different husbands, and that a
man wants to be with as many women as he can.
Although there may be a few people who might be
like this, these stereotypes do not apply to most
people who remarry.

Despite what is commonly thought, remar-
riages have been common throughout the history
of Europe and the United States. However, there
were different reasons for remarriage in the past
than there are today. In the past, people did not live
as long as they do today. In fact, it was not uncom-
mon for a child to lose at least one parent before
reaching adulthood. Mothers sometimes died dur-
ing childbirth, or they died later from infections
resulting from childbirth. Fathers were sometimes
killed during farming accidents or other jobs.
There used to be few safety regulations for danger-
ous jobs. When a mother died, the father would
often get remarried so he would have someone to
help raise his children. Because women seldom
worked outside the home, it was often important
for a mother whose husband died to remarry so
that her family would be supported. Better safety
rules and medical practices now mean that people
live longer lives. Today, most remarriages happen
because of the previous divorce of one or both
partners.

Kimberly J. M. Downs
Marilyn Coleman

See also: Child Custody; Divorce, Children’s
Adjustment to; Divorce Mediation; Father-Child
Relationships following Divorce
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Resiliency
Resiliency is successful adaptation in spite of ad-
versity (Luthar 1999; Werner and Smith 1992).
Thus, resilient individuals are individuals who are
well adapted in spite of serious stressors in their
lives (Masten 2001). Indeed, resilient individuals
are those who cope effectively with the stresses
that arise as a consequence of their vulnerability; a
balance, congruence, or fit, among risk, stressful
life events, and protective characteristics of the in-
dividual and the individual’s ecology accounts for
the diversity of developmental outcomes (Lerner
2002). Therefore, studying resiliency involves an
examination of the link between the person and
the demands of the context in variables, factors,
and processes that will either promote or subvert
adaptation.

An individual’s ability to adapt to the changes
within the environment and to alter the environ-
ment is basic to that individual’s survival.Whether
situations are marked by high stress or by the kind
of low stress found in the challenges of daily life,
adaptation is a basic function of human develop-
ment. Resiliency, then, is the organism’s ability to
adapt well to its changing environment, an envi-
ronment that includes both stressors (e.g., acci-
dents, death of a loved one, war, and poverty) and
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daily hassles (e.g., negative peer pressures and
grades). Thus, studies of resiliency and risk are in-
vestigations of human adaptation to life, of human
competence. Competence implies at least good ef-
fectiveness in adapting (Masten 2001).

Human adaptation, or competence, is shaped by
the interplay between the environment and the de-
veloping organism (Lerner 2002; Schneirla 1957).
In resiliency, the processes involved in this inter-
play are composed of the interaction over time be-
tween the protective factors and risk factors at mul-
tiple levels of the ecology. This interaction
contributes to the direction of the developmental
outcomes, whether positive or negative. For exam-
ple, youth adjust reasonably well to one or two risk
factors, but beyond two risk factors the likelihood
for damage and maladjustment increases rapidly;
increasing the number of protective processes can
help buffer those risk factors (Masten 2001).

The interaction is complex and requires a holis-
tic, comprehensive perspective in order to be ade-
quately examined and understood. Models derived
from such a  perspective posit that there are recip-
rocal influences between the organism and the en-

vironment (Schneirla 1957) and that development
occurs through these mutual influences (Bronfen-
brenner 1979; Lerner 2002).

As noted above, resiliency involves competence
in the face of adversity, but more than that, re-
siliency involves an assessment of the adaptation,
based on some criteria, as “good” or “OK” (Masten
2001). Specific cultural norms within the histori-
cal and social contexts for the behavior of that age
and situation determine the assessment. Borrow-
ing from Ann Masten (2001), we can define re-
siliency “as a class of phenomena characterized by
good outcomes in spite of serious threats to adap-
tation or development” (p. 228).

Moreover, resiliency is multidimensional in na-
ture. Thus, one may be resilient in one domain but
not exhibit resiliency in another domain. As
Suniya Luthar, Dante Cicchetti, and Bronwyn
Becker (2000) stated, some high-risk children ex-
hibit competence in some domains but show signs
of problems in other areas. In a study by Joan
Kaufman and her colleagues (1994), for example,
approximately two-thirds of children with histo-
ries of maltreatment were academically resilient;
however, when these same children were investi-
gated for their social competence, only 21 percent
exhibited resiliency.

Protective Factors
Resiliency research provides evidence that specific
variables and factors are involved in safeguarding
and promoting successful development. That is,
research has identified particular variables that
are responsible for adolescent resiliency in spite of
adverse contexts, while other variables have been
found to promote failure and to encourage partic-
ipation in risk behaviors (Luthar 1999; Werner and
Smith 1992).

Although there are variations in the definitions
of protective factors, the research on resilient, or
stress-resistant, children, adolescents, and young
adults provides support for the existence of spe-
cific individual and contextual characteristics that
promote positive development, namely protective
factors (e.g., temperament and social support net-
works, respectively; Werner and Smith 1992). Pro-
tective factors are incorporated into adolescents’
lives and enable them to overcome adversity. On
the other hand, some individual and contextual
variables (e.g., difficult temperament, poverty, and
lack of adult support) are risk factors that increase
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the probability of a youth’s involvement in risk be-
haviors (Lerner 2002; Masten 2001; Werner and
Smith 1992).

In their longitudinal study of a cohort of chil-
dren from the island of Kauai, Emmy Werner and
Ruth Smith (1992) described three types of pro-
tective factors that emerged from analyses of the
developmental course of high-risk children from
infancy to adulthood: (1) Dispositional attributes
of the individual, such as activity level and socia-
bility, at least average intelligence, competence in
communication skills (language and reading), and
internal locus of control; (2) affectional ties within
the family that provide emotional support in times
of stress, whether from a parent, sibling, spouse, or
mate; and (3) external support systems, whether
in school, at work, or at church, that reward the in-
dividual’s competencies and determination, and
provide a belief system by which to live.

Karen Bogenschneider (1998) derived similar
conclusions in her review of resiliency literature.
She concluded that variables operated as protec-
tive factors in adolescence at various levels of the

ecosystems of youth: (1) at the individual level,
such factors as well-developed problem-solving
skills and intellectual abilities; (2) at the familial
level, for example, a close relationship with one
parent; (3) at the peer level, for example, a close
friend; (4) at the school level, any positive school
experiences; (5) at the community level, for exam-
ple, required helpfulness (of the kind that occurs
when the adolescent is needed to bring in extra in-
come or help manage the home), and a positive re-
lationship with a nonparental adult (such as a
neighbor or a  teacher).

Models of Interactions
Three models have been described by Mark

Zimmerman and Revathy Arunkumar (1994) that
examine the interactions between risk and protec-
tive factors: (1) the compensatory model, (2) the
inoculation model, and (3) the protective factor
model. In the compensatory model, the protective
factor does not interact with the risk factor; rather,
it interacts with the outcome directly and neutral-
izes the risk factor’s influence. In the inoculation
model, each risk factor is treated as a potential en-
hancer of successful adaptation, provided that it is
not excessive. This kind of inoculation occurs
when there is an optimal level of stress that chal-
lenges the individual but, when overcome,
strengthens the individual. Thus, the relationship
between stress and competence is curvilinear: At
low or moderate levels of stress, competence in-
creases, but at higher levels of stress, competence
decreases (Wang, Haertel, and Walberg 1999). In
the third model, the protective factor interacts
with the risk factor in reducing the probability of a
negative outcome (Zimmerman and Arunkumar
1994). Although the protective factor may have a
direct effect on an outcome, its effect is stronger in
the presence of a risk factor. These three models of
interaction describe a process that emphasizes the
dynamic nature of the relationship between risk
characteristics and protective characteristics.
Thus the term process may provide a more ade-
quate description of protective characteristics
than the term “factor,” since the latter implies a
static condition.

Recently, the interaction between risk and pro-
tective factors has been described as being a part
of a transactional process. The transactional
process occurs between the environmental context
(including risk and protective factors) and inter-
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nal resiliency factors to create the resiliency
process or outcome. Internal resiliency factors in-
volve the following internal characteristics: cogni-
tive (e.g., academic skills, intrapersonal reflective
skills, planning skills, and creativity), emotional
(e.g., emotional management skills, humor, ability
to restore self-esteem, and happiness), spiritual
(e.g., dreams, goals, and purpose in life, religious
faith or affiliation, belief in oneself and one’s
uniqueness, and perseverance), behavioral social
competencies (e.g., interpersonal social skills,
problem-solving skills, communication skills, and
peer resistant skills), and physical well-being and
physical competencies (e.g., good physical status,
good health maintenance skills, physical talent de-
velopment, and physical attractiveness).

The transactional process mediates between a
person and his environment. Therefore, the
process involves the ways a person consciously or
unconsciously modifies his environment or selec-
tively perceives the environment. For example,
Karol Kumpfer suggests (1999) that resilient youth
seek out nurturing adults who facilitate and foster
protective processes by positive socialization or
caregiving. According to Kumpfer, these caring
adults provide that positive socialization through:
“1) role modeling, 2) teaching, 3) advice giving, 4)
empathetic and emotionally responsive caregiv-
ing, 5) creating opportunities for meaningful in-
volvement, 6) effective supervision and disciplin-
ing, 7) reasonable developmental expectations,
and 8) other types of psychosocial facilitation or
support” (1999, 192).

Given previous research, future research direc-
tions involve examining how an individual’s expo-
sure to adversity is related to other significant indi-
viduals’ behaviors in her life and also how that
exposure shapes an individual’s developmental
outcomes. Future research also will ideally address
the need for longitudinal studies, interdisciplinary
research teams, and robust applied research. There
is first a strong need for longitudinal studies that
focus on elucidating the developmental processes
underlying the protective and risk factors and the
dynamic interactions of those factors, as well as the
developmental pathways of individuals. Second,
these longitudinal studies require integrated teams
of researchers that comprise multiple disciplines to
examine the complex processes that occur at mul-
tiple levels of the ecology. Finally, experimental de-
signs are required to test intervention and preven-

tion strategies and to further enhance our under-
standing of the dynamic interactions of risk fac-
tors, protective factors, internal resiliency factors,
and the outcomes (e.g., engagement in risk behav-
iors or prosocial behaviors).

The resiliency research done thus far also pro-
vides a greater awareness of the complexity of un-
derstanding the concept of resilience, due to its in-
tegration within the human adaptation system.
Indeed, Ann Masten states, “The great surprise of
resilience research is the ordinariness of the phe-
nomena” (2001, 227). Individuals do overcome
odds, and development is robust in the face of ad-
versity, as long as basic human coping systems are
functional. In order to build the capacity for re-
silience in individuals, dual focus opportunities
must be put in place that increase individuals’ and
families’ coping systems and decrease risk factors.

Daniel F. Perkins
See also: Community Youth Development; Positive

Development; Rural Environments, Adolescent Well-
Being In; Self, Self-Concept, and Self-Esteem; Self-
Efficacy; Stress; Youth Development; Youth Mentoring
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Rural Environments, 
Adolescent Well-Being in
Rural youth, comprising 20 percent of U.S. chil-
dren and adolescents, face unique and often over-
looked challenges. One in four rural youth lives in
poverty, creating an undeniable, if somewhat un-
derexplored, problem. Adolescents living in rural
poverty are more likely to remain in poverty for
longer periods of time, be less educated, and re-
port greater health problems than other poor
youth. At the same time, rural adolescents appear
to have caught up with and even surpassed their
metropolitan peers in terms of substance abuse
and delinquent activity, and some studies indicate
that they report higher levels of depression and
loneliness. Rural adolescents, although more likely
than urban youth to graduate from high school,
are less likely to attend college.Well-educated rural
youth are also less likely to remain in rural envi-
ronments. Rand Conger and Glen Elder  identified
three factors contributing to overall resilience
among rural youth: academic achievement, high
levels of community involvement for both adoles-
cents and their parents (religious involvement
being particularly important), and feelings of self-
confidence. The most competent youth in their

study were also more likely to be female, have bet-
ter educated parents, live in higher-income fami-
lies, and report more intimate relationships with
both parents and grandparents (2000, 207, 212).

Economic Hardship
Since 1967, more people living in nonmetropolit-
ian areas have experienced poverty than have
those living in metropolitan areas, and the number
of rural children in poverty has increased 47 per-
cent from the late 1970s to the early 1990s (Lichter
and Eggebeen 1992, 159). Poor children in rural
areas are more likely to live in intact families than
are poor children in metropolitan areas, and they
are also more likely to have at least one parent
working. However, the increase of single-parent
families accounted for about 60 percent of the in-
crease of nonmetropolitan child poverty (Lichter
and Eggebeen 1992, 162). Rural families in poverty
are less likely to receive public assistance or have
access to health and mental health resources. Ex-
periencing poverty may not influence all rural
adolescents equally, as parental education, school
experiences, and exposure to other negative life
events appear to mediate the effects of poverty
(Felner et al. 1995, 787).

Substance Use and Delinquent Behavior
Compared to metropolitan areas, living in a rural
environment is associated with increased alcohol,
marijuana, and tobacco use. Rural eighth graders
in one national sample were 104 percent more
likely to use amphetamines, 80 percent more likely
to use cocaine, and 70 percent more likely to get
drunk than were urban eighth graders (Califano
2002, 1). About half of rural youth begin experi-
mentation with alcohol during the fourth grade
(Stevens et al. 1995, 106–109). The size of rural
communities may contribute to rates of substance
use, with adolescents living in towns of popula-
tions less than 2,500 less likely to use alcohol (Ed-
wards 1997).

Patterns for delinquent behavior are remark-
ably similar for rural or urban adolescents, al-
though juvenile delinquency rates are rising faster
in rural areas than in urban populations (Williams
2001). Rural and urban differences were not found
in teacher and parental reports of delinquent be-
havior in a study of school-aged children, after ed-
ucational and cultural differences were controlled
for (Zahner et al., 383). The relationship between
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economic hardship and aggression for rural ado-
lescent boys appears to be mediated by parents’
abilities to maintain a supportive, non-hostile rela-
tionship with each other and their children (Con-
ger and Elder 1994, 262).

Academic Achievement
Rural adolescents are less likely to pursue educa-
tion past high school than urban students, even
though they are more likely to complete high
school. Many adolescents do not intend to remain
in rural areas as adults, as Elder and Conger (2000,
64) found that half of their rural sample of high
school seniors did not desire to live in local com-
munities after graduation.

Youth living in farm families were found in one
study to do better in school than youth from rural,
nonfarm families, in part because these families
tended to be more closely tied to the community,
and their parents were more involved in school, re-
ligious, and community organizations (Elder and
Conger 2000, 113). High school completion may
also be associated with increased post–high
school economic opportunities (Bickel and McDo-
nough 1997, 34).

Psychological Adjustment
Many changes in rural life have been held to ac-
count for the increase in depression, such as a
greater increase in two-income families and con-
sequently latchkey children. Churches are no
longer the center of community life, and since
many individuals have to travel considerable miles
to work, there is less time for close-knit communi-
ties. Rural youth were slightly more likely to report
feeling lonely or depressed than were urban ado-
lescents in a large-scale adolescent study (Blum
and Rinehart, 1997). Suzanne Ortega and her col-
leagues found that rural Americans went from
being the least psychologically distressed in 1981
to the most distressed in 1986 (1994, 614). This
shift corresponded to farmland values peaking
and plummeting during those years.

One study found over one-half of a sample of
rural adolescents as highly depressed, with family
financial stress strongly related to depression for
rural early adolescents (Clark-Lempers, Lempers,
and Netusil 1990). Economic hardship was directly
related to psychological well-being among rural
adolescent girls, as well as being indirectly related,
mediated through harsh parenting practices (Si-

mons, Whitbeck, and Wu 1994, 228). The effects of
hardship on rural youth’s psychological well-being
may also be mediated by marital quality. Couples
who were able to maintain a positive marriage in
the face of economic hardship were also more
likely to have children reporting lower levels of
psychological distress. Rural students do not ap-
pear to differ significantly in terms of suicidal
ideation or attempts, although some studies have
found rural students at slightly higher risk (Albers
and Evans 1994, 384). High-achieving rural stu-
dents reported higher levels of suicidal ideation
than did lower-achieving students.

Laura DeHaan

See also: Resiliency
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Schneirla, T. C.
Theodore Christian (T. C.) Schneirla (July 23,
1902—August 20, 1968), comparative psychol-
ogy’s most significant theoretician, was one of the
few psychologists of the twentieth century who
understood the discipline to be mature enough to
have its own theoretical base, distinct and separate
from its biological and physiological roots.Accord-
ingly, though he himself was a comparative psy-
chologist specializing in army ant behavior, he un-
dertook the early stages of developing a
comprehensive theoretical perspective that ad-
dressed the origins of all behaviors of all species.
The essence of his approach is embodied in his
most important contribution, the approach/with-
drawal (A/W) concept, the distillation and expres-
sion of a set of general organizing principles that
attempt to explain behavior in terms of biphasic
processes based on stimulative characteristics and
effects. The usefulness of the concept is demon-
strated by its successful application to a broad
range of behaviors in many species (Greenberg
and Haraway 2002). The A/W concept and
Schneirla’s writings and other theoretical ideas
(Aronson et al. 1972) have influenced develop-
mental psychologists in fundamental ways (e.g.,
Lerner 2002). That he has had a substantial impact
on many areas of psychological and biological sci-
ence in general is reflected in the diversity of top-
ics dealt with in the T. C. Schneirla Conference Se-
ries (e.g., Greenberg and Tobach 1997; Hood,
Greenberg, and Tobach 1995).

Theodore C. Schneirla began his graduate work
at the University of Michigan in 1925 under the di-

rection of John F. Shepard, who taught a course in
comparative psychology there. The illustrated
notebook Schneirla kept in that course served as
the outline for the book he wrote with his close
friend Norman Maier, the now classic Principles of
Animal Psychology, which was published in 1935.
At Michigan, Schneirla came in contact with H. S.
Jennings and Walter Pillsbury. Pillsbury came to
Michigan in 1897 after graduating from Cornell.
He established and later directed the psychology
laboratory at Michigan. Among his students were
Shepard, Schneirla, and Clark L. Hull. Schneirla
stayed at Michigan among this group of people
until the summer of 1927, when he went to the
University of Oklahoma to begin his work with
ants; he moved later that fall to New York Univer-
sity, where he remained until 1930, when a fellow-
ship allowed him to move to Karl Lashley’s labora-
tory in Chicago. He later returned to New York,
where he taught comparative psychology at New
York University and subsequently became associ-
ate curator of the renowned Department of Ani-
mal Behavior at the American Museum of Natural
History. The influence of this intellectual climate
on Schneirla is reflected in the book he wrote with
Maier (e.g., Tobach 2000).

In the approach/withdrawal hypothesis, ap-
proach and withdrawal are seen as biphasic
processes demonstrated by all animals at all evolu-
tionary levels, processes that can be traced to the
evolution of adaptive sensory-motor systems in
every species. In lower animals, these mechanisms
may be quite simple, such as the single cells in
earthworms that are sensitive to light. In verte-
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brates, however, approach/withdrawal mecha-
nisms are more complex and are mediated by the
two branches of the autonomic nervous system.
The parasympathetic branch, activated by low-
intensity stimulation, facilitates approach and the
sympathetic branch, activated by high-intensity
stimulation, facilitates withdrawal. The A/W hy-
pothesis embodies three basic statements or prin-
ciples: the approach/withdrawal intensity hypoth-
esis, the levels concept, and the maturation-
experience principle.

The Approach/Withdrawal 
Intensity Hypothesis: Stimulus Intensity
The first of these principles states that the stimu-
lus intensity determines the direction of reaction,
such that for all organisms in the early stages of
their development, low intensities evoke approach
reactions and high intensities evoke withdrawal
reactions. The manner in which Schneirla inter-
preted the concept of stimulus intensity is quite
similar to the view of perception held by James J.
Gibson (1979), which forms the foundation for
current work in developmental perception. At the

heart of both Gibson’s notions of perception and
Schneirla’s ideas regarding stimulus intensity is
the reliance of their definitions on the existence of
mutual relations between organism and environ-
ment. Put more simply, what we perceive (such as
how intense a stimulus is) is not simply a function
of our internal perceptual neurology, nor a simple
function of the physical attributes of the stimulus,
such as how bright, how loud, or how large it is.
Rather, perception results from the relationship
between the organism’s perceptual sensitivity and
the physical properties of the stimuli. What might
seem harshly bright, loud, or overwhelming to one
species or individual organism might seem quite
mild to another species or individual organism.
Thus, these species level and individual level dif-
ferences in definition of stimulus intensity will, via
differences in approach/withdrawal orientations,
lead to quite distinct evolutionary or life-course
developmental pathways, depending upon
whether we are talking about differences between
species or within species.

The Levels Concept: Levels of Organization
The antireductionistic concept of integrative levels
(Partridge and Greenberg 1998) leads to a psycho-
logical way of looking at behavior. Thus, though
physiological events are participating factors in
psychological processes, behavioral events are not
reducible to physiology. As initially articulated by
Tobach and Schneirla (1968), the psychological
use of the levels concept provides for the hierar-
chical arrangement of behaving organisms in
terms of their behavioral plasticity and complex-
ity. As one ascends these levels from the lowest
(called taxis) to the highest (called psychosocial),
nervous system complexity and behavioral plas-
ticity increase. However, an element of continuity
exists between these qualitatively different levels
because they are arranged in a hierarchy based on
increasing behavioral organization.

The Maturation-Experience Principle
In defining the relationship between maturation
and experience, Schneirla (1957) challenged the
nativist view that maturation is predetermined by
genes, as well as the prominent view that experi-
ence is nothing more than conditioning. He wrote
that nativists ordinarily underestimate the sub-
tlety, indirectness, and variety of relationships in
development that pertain to the terms ‘maturation’
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and ‘experience.’ Schneirla (1957) believed that
maturation and experience are not simply interre-
lated components of development; rather, they
constitute a fused system of dynamic interaction.

Note that maturation here refers to tissue
growth and differentiation and the concomitant
influences on development; the course of matura-
tion results in experiences, which are all stimulus
influences on the organism across its life span. It is
the relationship between maturation and experi-
ence that directs the course of the organism’s be-
havioral development.

Schneirla’s formulation was revolutionary. First,
the relationship between structure and function
was postulated to be bidirectional—not only does
structure determine function, but the converse is
also true, function (or experience) can also influ-
ence structural maturation. Second, maturation is
attributable to more than just genetic effects be-
cause it always takes place within an environmen-
tal and experiential context. Third, experience
comes from a wide variety of stimulative events,
both internal and external. Finally, earlier stages
(e.g., prenatal experiences) always have effects on
later development. In this sense, then, the organ-
ism itself is the source of its own developmental
progress (Lerner and Busch-Rossnagle 1981).

The A/W concept serves as the primary organ-
izing aspect of the origins of behavior. It provides
the set of initial conditions for the way an organ-
ism relates to its environment. This initial orienta-
tion between organism and environment then
structures the organism’s transactions with the
environment across its entire developmental life
span. Though the specific developmental end
points cannot be strictly determined by this initial
orientation, the developmental course is certainly
sensitive to it in many unpredictable ways.

Schneirla’s conception of A/W has had substan-
tial significance for our understanding of the be-
havioral origins of much human behavior. Ap-
proach/withdrawal is seen to be at work, for
example, in the organizing influences of early tem-
perament on child and adult development. A
prime exemplar of this can be found in the work of
Jerome Kagan and his colleagues (e.g., Kagan,
Reznick, and Snidman 1987) on behaviorally in-
hibited and behaviorally uninhibited tempera-
ment types and their sequelae. There are striking
parallels between Schneirla’s A/W concept and
Kagan’s discussion of behaviorally inhibited and

behaviorally uninhibited temperament types.
Both are defined in terms of behaviors that serve
to either increase or decrease the distance between
the organism and sources of stimulation. In fact,
they both presuppose the same biological factors
associated with approach (behaviorally uninhib-
ited temperament) and withdrawal (behaviorally
inhibited temperament) behaviors, namely that
approach-oriented behaviors are associated with
the activation of the parasympathetic nervous sys-
tem and that withdrawal-oriented behaviors are
associated with the activation of the sympathetic
nervous system.

Implicit in the A/W concept is the idea that
species and individuals within a species differ in
terms of approach/withdrawal behaviors, with im-
portant consequences for the evolutionary and life
span developmental course. However, Schneirla did
not suggest that the basis for these differences was
to be found in the genetic code, nor was it to be
found in the particular ecology that the organism
lived in. Schneirla was persuasive in his articula-
tion, both theoretically and empirically, that the in-
tractable nature-nurture debate was baseless. From
Schneirla’s perspective one might as well argue over
whether height, width, or depth is the true source of
the volume of a box. Further, he recognized that one
could not talk about the relative contributions of
nature or nurture either in an additive manner or
an interactional (multiplicative) manner.
Schneirla’s reformulation of the nature-nurture
problem pointed the way to an indivisible codevel-
opment of both an organism’s biology and its trans-
actions with its environment; in a word, a fusion of
the biopsychosocial contributions to behavior
(Greenberg and Tobach 1984). Schneirla’s proposal
that maturation (the developmental sequences of
physical development) and experience (all stimula-
tive effects upon the organism) were mutually in-
terdependent forms the cornerstone of contempo-
rary developmental psychobiology (e.g., Michelle
and Moore 1995) and broader holistic theories of
behavioral development (e.g., Lerner 2002).

Schneirla’s prodigious incorporation of the lev-
els concept in his theorizing led the way for psy-
chology to develop as a developmentally oriented
science, distinct from biology and sociology or an-
thropology. Moreover, it also provided precedent
for understanding not only organisms as complex
hierarchically ordered systems, but also the ecolo-
gies in which organisms live and behave.
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That Schneirla had a seminal influence on com-
parative psychology is clear. However, many of the
leading ideas in areas of psychology, ranging from
perception and psychophysics, to developmental
psychobiology, to infant and child temperament
and its organizing role in human development, to
ecological approaches to the study of human be-
havior, are foreshadowed in Schneirla’s writings.
Even though his work is not often cited today, if one
were to trace the intellectual history of the ideas
that are at the cutting edge of many fields of behav-
ioral science, the path would inevitably lead some-
where to Schneirla. In understanding the behavior
of an organism as arising from the developmental
transactions of a complex yet ordered biological or-
ganism and a complex yet ordered ecology,
Schneirla demonstrated that highly complex or-
ganized behaviors could arise without the need to
invoke purposive, anthropocentric, or intelligent
“designs.” Indeed, Schneirla’s work with the com-
plex social behavior of army ants foreshadowed the
newly emerging, yet profoundly important science
of dynamic complex systems (e.g., Bar-Yam 1997).

That his work would find relevance in such a
range of areas of study would likely have pleased
Schneirla a great deal. Schneirla viewed psychol-
ogy as a developmental science concerned with a
process-oriented understanding of behavior on
both evolutionary and individual life span time
scales, with comparative studies as its empirical
undergirding. This perspective of a developmental
and comparative psychology as a general psychol-
ogy is currently undergoing a renaissance as a
broad organizing set of ideas with which to unify
the findings of many psychological subdisciplines
(Bergman et al. 2000; Greenberg and Haraway
2002; Michel and Moore 1995).As is the case for so
many important scientists, such as Jules Henri
Poincaré, Ludwig Eduard Boltzmann, and Gregor
Mendel, current developments in behavioral sci-
ence suggest that Schneirla’s ideas may have been
more insightful than even his contemporary sup-
porters may imagine.

Gary Greenberg
Ty Partridge
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References and Further Reading
Aronson, L. R. 1984.“Levels of Integration and

Organization.” In Behavioral Evolution and Integrative
Levels. Edited by G. Greenberg and E. Tobach.
Hillsdale, NJ: Erlbaum.

Aronson, Lester R. and Ethel Tobach with Jay S.
Rosenblatt and Daniel S. Lehrman. 1972. Selected
Writings of T. C. Schneirla. San Francisco: W. H.
Freman and Company.

Bar-Yam, Yaneer. 1997. Dynamics of Complex Systems.
Cambridge, MA: Perseus.

Bergman, L. R., R. B. Cairns, L. Nilsson, and L. Nystedt.
2001. Developmental Science and the Holistic
Approach. Mahwah, NJ: Lawrence Erlbaum.

Gibson, James J. 1979. The Ecological Approach to Visual
Perception. Boston: Houghton Mifflin.

Greenberg, G., and M. M. Haraway. 2002. Principles 
of Comparative Psychology. Boston: Allyn and 
Bacon.

Greenberg, G., and E. Tobach, eds. 1984. Behavioral
Evolution and Integrative Levels. Hillsdale, NJ:
Erlbaum.

———. 1997. Comparative Psychology of Invertebrates:
The Field and Laboratory Study of Insect Behavior.
New York: Garland.

Hood, K. E., G. Greenberg, and E. Tobach, eds. 1995.
Behavioral Development: Concepts of
Approach/Withdrawal and Integrative Levels. New
York: Garland.

Kagan, J., J. S. Reznick, and N. Snidman. 1987.“The
Physiology and Psychology of Behavioral Inhibition
in Children.” Child Development 58: 1459–1473.

Lerner, R. L. 2002. Concepts and Theories of Human
Development. 3d ed. Mahwah, NJ: Erlbaum.

Lerner, R. L., and N. A. Busch-Rossnagel. 1981.
Individuals as Producers of Their Development: A 
Life-Span Perspective. New York: Academic Press.

Magnusson, D., and R. B. Cairns. 1996.“Developmental
Science: Toward a Unified Framework.” Pp. 7–30 in
Developmental Science. Edited by R. B. Cairns, G. H.
Elder, and J. E. Costello. New York: Cambridge
University Press.

Maier, N. R. F., and T. C. Schneirla. 1935. Principles of
Animal Psychology. New York: McGraw-Hill.

Michel, G. F., and C. L. Moore. 1995. Developmental
Psychobiology: An Interdisciplinary Science.
Cambridge, MA: MIT Press.

Partridge, T., and G. Greenberg. 1998.“Integrative Levels.”
Pp. 150–155 in Comparative Psychology: A Handbook.
Edited by G. Greenberg and M. H. Haraway. New York:
Garland.

Schneirla, T. C. 1957.“The Concept of Development in
Comparative Psychology.” In The Concept of
Development: An Issue in the Study of Human
Behavior. Edited by D. B. Harris. Minneapolis, MN:
University of Minnesota Press.

Tobach, E. 2000.“T. C. Schneirla: Pioneer in Field and
Laboratory Research.” Pp. 215–233 in Portraits of
Pioneers in Psychology. Vol 4. Edited by G. A. Kimble
and M. Wertheimer. Washington, DC: American
Psychological Association.

Tobach E., and T. C. Schneirla. 1968.“The Biopsychology
of Social Behavior of Animals.” Pp. 68–82 in The

624 Schneirla, T. C.



Biologic Basis of Pediatric Practice. Edited by R. E.
Cooke. New York: McGraw-Hill.

Turkewitz, G. 1987.“Psychobiology and Developmental
Psychology. the Influence of T. C. Schneirla on Human
Developmental Psychology.” Developmental
Psychobiology 20: 369–375.

Schooling
See Catholic Schooling: The Achievement of Poor
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Search Institute
Search Institute is an independent not-for-profit
organization with headquarters in Minneapolis,
Minnesota. From its beginning in 1958, the insti-
tute has been dedicated to applying the theory and
research of the social sciences to promote the well-
being of America’s children and adolescents. It has
grown to a staff of seventy full-time research scien-
tists, writers, trainers, and consultants. Although
fully independent, it often works in partnership
with universities to advance knowledge about
human development and with national organiza-
tions to strengthen their capacity to address the de-
velopmental needs of children and adolescents.

The Early Years
In 1958, Merton P. Strommen founded the Church
Youth Research Center. It conducted pioneering na-
tional, survey-based studies of adolescents affili-
ated with Protestant denominations (e.g.,Lutheran,
Methodist, Presbyterian). These portraits of youth
yoked with consulting and technical assistance
services shaped educational and youth ministry
programs in thousands of congregations. Through
this work,many congregations were exposed for the
first time to the concepts of evaluation, effective-
ness factors, and vision-to-action planning. The
new organization soon found interest in these ap-
plied techniques among youth-serving organiza-
tions, schools, and colleges. As the work expanded,
the name was changed to Youth Research Center
(1969) and then to Search Institute (1977).

From 1965 to 1990, Search Institute conducted
a number of national research studies, developing

expertise in measurement, survey development,
analysis of large and complex data sets, evaluation,
dissemination, strategic planning, and planned
change. The focus was typically on developing
knowledge that directly addressed the program,
training, staff development, and future directions
of youth-serving organizations, associations, or
agencies. This research and application expertise
was shaped by a staff trained in psychology, soci-
ology, education, statistics, evaluation, and social
work. From its inception, Search Institute has al-
ways maintained a unique expertise in the scien-
tific study of religion and religious institutions.

Among the landmark studies and projects from
1960 to 1990 were these:

Profiles of Church Youth was published in 1963.
This study of adolescents included
comprehensive investigations of values,
attitudes, family dynamics, and spiritual
beliefs across many denominations.

In 1971, Research on Religious Development: A
Comprehensive Handbook was published. It
was the first work of its kind.

In 1972, the institute published A Study of
Generations. Time Magazine, in a laudatory
review, called it an “assured classic” (see
www.search-institute.org/aboutsearch/
history.htm).

In 1976, the institute began a major three-year
study, funded by the National Institute of
Mental Health, to study the role of
consultants in promoting the utilization of
research findings.

In 1982, Harper and Row published Religion
on Capitol Hill: Myths and Realities. Funded
by the National Endowment for the
Humanities, this study explored, via
comprehensive face-to-face interviews with
a random sample of the United States
Congress, the intersection of political and
religious ideology. The paperback edition
was published by Oxford University Press
in 1988.

The Quicksilver Years: The Hopes and Fears of
Early Adolescents, was published by Harper
and Row in 1987. Funded by the Lilly
Endowment, it provided a comprehensive
portrait of the life experiences of 5,000
10–15-year-olds and their parents.

With funding from the Vesper Society in San
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Leandro, California, Search Institute
developed a video-assisted, comprehensive
sexuality curriculum for public schools. By
1990, Values & Choices was the most widely
used sexuality curriculum in U. S. middle
schools. It broke new ground by including
lessons on birth control. A major grant
from the federal Office of Adolescent
Pregnancy Prevention Programs helped
fund evaluation of a series of
demonstration pilots.

From 1983 to 1990, four national studies of
Catholic high schools were conducted in
partnership with the National Catholic
Education Association, with lead funding
from the Ford Foundation. A particular
focus was on the impact of urban schools
on low-income students.

From 1985 to 1990, the institute became a
national resource for studying alcohol and
other drug use and evaluating alcohol and
drug programs. Studies were conducted for
state agencies in Colorado, Minnesota, and
Wisconsin.

A major four-year study of the mental health
of adopted adolescents was planned in
1988–1989 and funded by the National
Institute of Mental Health in 1990.

Moving to the Next Stage
The first thirty years set the stage—and to a cer-
tain extent built organizational capacity—to
launch the line of research that has dominated
Search Institute’s work since 1990. In that year,
the institute published The Troubled Journey: A
Profile of 6th–12th Grade Youth. With this publi-
cation, the institute premiered the concept of de-
velopmental assets, creating a framework of
thirty developmental nutrients, each of which
could be connected either to the prevention of
high-risk behavior (e.g., alcohol and tobacco use,
violence, school failure) or to the promotion of
thriving, or both. This new lens placed the focus
on the nature and processes of positive develop-
ment. Its intent was to provide communities with
a set of positive developmental targets, which
could both unite community sectors around a
common vision of positive development and
serve as a road map for organizational and sector
planning. In 1996, the framework of developmen-

tal assets was expanded to forty building blocks
of successful development.

The forty developmental assets are both a theo-
retical framework and a research model. Because
the model is also intended to have practical signif-
icance for the mobilization of communities, the
forty assets are placed in categories that have con-
ceptual integrity and that can be described easily
to the people of a community. They are grouped
into twenty external assets (i.e., health-promoting
features of the environment) and 20 internal as-
sets (e.g., commitments, values, and competen-
cies). The external assets are grouped into four
categories: (a) support, (b) empowerment, (c)
boundaries and expectations; and (d) constructive
use of time. The internal assets are placed in four
categories: (a) commitment to learning, (b) posi-
tive values, (c) social competencies, and (d) posi-
tive identity.

A survey instrument designed to assess the de-
velopmental assets was first developed in 1988, and
then revised in 1996. Since 1990, more than 1,500
cities have conducted the survey, which usually en-
tails a census of all sixth-to-twelfth-grade public
school students. More than one million youth have
participated, yielding perhaps the largest data sets
ever created on American adolescents.

This line of inquiry is now one part of a multi-
faceted program of theory and research intended
to understand the linkages among communities,
developmental assets, and health outcomes. In this
integrated stream of work, several arenas of inves-
tigation have emerged: (1) the definition and
measurement of developmental assets, (2) the pre-
dictive utility of developmental assets for explain-
ing both risk behaviors and thriving behaviors, (3)
the ecological and intrapersonal sources of devel-
opmental assets, (4) the nature and dynamics of
asset-building communities, and (5) the strategies
and tactics that mobilize the asset-building capac-
ity of communities. The primary intent is to de-
velop an interdisciplinary, ecological, and applied
line of inquiry that both understands and activates
local capacity to reshape and energize the develop-
mental infrastructure within communities.

In the early 1990s, the institute also embarked
on a purposeful attempt to encourage cities to or-
chestrate community-wide initiatives to mobilize
citizens, families, neighborhoods, schools, and
faith communities to create innovations in asset-
building. By design, we chose to invite communi-
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ties to join the institute in the process of learning
how to engage and transform people, places, and
settings, with more focus on empowering commu-
nities to innovate than on persuading communi-
ties to implement a specific set of strategies. This
community change process emphasizes high levels
of grassroots engagement, cross-sector leadership,
and sustained attention to public awareness and
civic engagement. The model of change is
grounded in the traditions of social movements,
community empowerment, and capacity building.
This rapidly expanding arena of institute inquiry
and action involves a number of elements, includ-
ing building planned-change models and a long-
term focus on studying the dynamics of multiple
asset-building initiatives.

By 1995, several hundred communities had
begun intentional asset-building initiatives (in
2002, the number is around seven hundred). The
mix includes urban, suburban, and rural commu-
nities. As the number of communities grew, it be-
came increasingly clear there was a need for a fa-
cilitative support structure that was matched to
the nature of the movement itself. Initially this
structure came in the form of a series of “Link ‘n’
Learn” half-day meetings. Those involved in using
the framework in their community mobilization
efforts could come and network with others and
share their inspirations and challenges. These
meetings served to set a tone of shared learning
and networking.

However, as the demand for speaking, training,
and consulting grew, it quickly became clear that a
more systematic operating structure was needed.
In the spring of 1996, Search Institute launched
the Healthy Communities–Healthy Youth Initia-
tive, a comprehensive community change effort in-
volving research, evaluation, national conferences,
resource development, training, and consultation.
It is supported by a number of community, re-
gional, and national foundations. Thrivent Finan-
cial Services, a national fraternal benefit society
with headquarters in Minneapolis, provides major
corporate sponsorship as well as a network of vol-
unteers and professionals, which assists with local
mobilization efforts. The goal of this national ini-
tiative is to facilitate and encourage asset-building
community movements that are more the creation
of local ingenuity than the adoption of a prescrip-
tive model.

As the asset-building initiatives continued to

spring up around the country, several regions ap-
peared ready for more sustained support. Com-
munity initiatives in New Mexico and in New Eng-
land led in 1996 to the positioning of regional
consultants.

In the spring of 1996, another source of energy
around asset-building was emerging in Colorado,
based on a number of community efforts and the
desire of those communities for a statewide sup-
port system. In early 1997, the Assets for Colorado
Youth Initiative was launched with support from
The Colorado Trust. The initiative was staffed by
Search Institute through an office in Denver and
intentionally created a combination of micro-
grants, public awareness campaigns, and training,
consulting, and networking activities to support
efforts in dozens of communities. This initiative
included three grant programs centered around
mobilizing communities, building statewide part-
nerships, and innovative efforts at asset-building
directly with youth. In 2000, Assets for Colorado
Youth evolved to an independent, not-for-profit
entity.

In 2002, Search Institute’s work is organized
around two major themes: the scientific study of
community and social change and the provision of
knowledge-based resources and supports to asset-
building community initiatives. Emerging part-
nerships with national organizations (for example,
with the YMCA of the U.S.A. and the YMCA
Canada) promise to provide both catalytic leader-
ship for community change and opportunities to
study the processes of personal, organizational,
and community transformation.

An overview of Search Institute’s current work,
profiles of its staff, and a bibliography of publica-
tions can be accessed at its Web site (www.search-
institute.org).

Peter L. Benson

See also: Community Youth Development;
Comprehensive Community Initiatives; Positive
Development; Sexual Abstinence; Social Support;
Youth Development
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Self, Self-Concept, and Self-Esteem
What is called the self is reflected in the normal,
everyday life experience of an individual, and the
first step to understanding the self taken in this
entry is to discuss how it is reflected in everyday
life experience. The focus then shifts to the theo-
retical and methodological problems related to
analyzing the phenomenon of the self. Specific at-
tention will be paid to the two basic aspects of the
self: the cognitive component (represented by the
construct of self-concept) and the affective com-
ponent (represented by the construct of self-
esteem).

Self in Everyday Life
“I know that I exist,” or “I know that I am.” At first
glance, these are obvious and banal truths to all of
us. They are, however, statements that express the
unique experience that makes human beings dif-
ferent from other animals. This experience is self-
awareness, our human ability to be aware of our
own behavior and motivation.

Self-awareness manifests itself in various ways.
You can look in a mirror and ask yourself:“Am I at-
tractive? Am I sympathetic?” You may think of an
answer, but then another question suddenly comes
to you: “What does my mirror image say about my
real self? Who am I? Do I know myself? Which
other traits am I proud of, and of which am I
ashamed? Do I like how I look? Which of my at-
tributes would I like to change? What traits would
I like to possess?” You might then realize that In
fact you really care what people think of you and
what you mean to them. Perhaps you will think:
“What do my friends (e.g., partner, mother, father)
think of me? Are they fond of me; do they respect
me? What do people like about me? Am I impor-
tant to them and if so of what value am I to them?”

For some people it is important for them to
know how they are perceived in various social sit-
uations (behavioral aspects of self). They want to
make a good impression (positive self-presenta-
tion). They are pleased when others praise them
and think highly of them. For others it is more im-
portant to be independent, to say: “I’m proud that

I stand my ground and that I don’t let others to in-
fluence my opinions or my behavior.”

At one time or another everyone experiences a
personal crisis or difficulty. For example, one may
lose a job, become ill, or be left by a loved one. Sud-
denly, new, unexpected, and difficult questions re-
lated to oneself arise: “What value do I have as a
human being? Can I respect myself? Am I mature,
or immature? Am I trustworthy? When I look at
my past behavior, did I make people happy or did
I hurt them? What are my prospects, what does the
future hold for me?” All these examples aim to
show what a wide range of thoughts people have
about themselves. Nevertheless, providing a satis-
factory definition of the self is and always has been
accompanied by certain difficulties.

Aspects of Self
William James first articulated the distinction be-
tween two fundamental aspects of self—“I” and
“Me” (James 1999, 69–77). The problem can be il-
lustrated by a simple sentence describing self-re-
flection.“I am aware of me (myself).”“I”represents
the position of self-as-subject, that is, knower, or
agent. Without “I,” no reflection of one’s self would
be possible. The presence of “I” enables the unify-
ing process through which subjective experience is
synthesized and appropriated as one’s own
(McAdams 1997, 56). The “I” represents a thinker,
or that which knows the self as objectively seen.
“Me” represents the position of self-as-object, that
is, known. It is everything that one relates to one’s
own person; it is all that one knows and feels about
oneself, one’s self.

Although we are not generally aware of these
two aspects of selfhood, they should be considered
in a psychological analysis of the self-reflection
process. Self-reflection takes place in the present.
Its content (present self) is influenced by what our
attention is directed toward, by how we feel and
with whom we associate at the moment. Neverthe-
less, the influence of the present can at times come
into conflict with our past (past self), which is in-
terpreted differently in the light of new experiences
and over time. For example, the way adults view an
adolescent who “has an attitude” more often leads
to the conclusion,“We couldn’t have been as awful
as this,” rather than to a faithful memory of their
past. As the psychiatrist George Vaillant puts it:
“Maturation makes liars of us. . . . It is all too com-
mon for caterpillars to become butterflies and then
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to maintain that in their youth they had been little
butterflies” (Vaillant 1977, 197).

Similarly, our image of the future, of our future
self or selves, is influenced by our own past. Al-
though the future self may theoretically be a close
copy of the present self, the image is usually con-
nected with a more or less realistic expectation of
change in the self, or the achievement of certain
goals. The thought of a positive and attractively
formulated future self can be highly motivating.

The problem of a scientific inquiry into the self
is that it is impossible to observe the self in others.
By direct experience, each of us only knows her
own self. Everyone, including the researchers,
knows that this unique experience cannot be con-
veyed entirely, it can only be partially described to
other people.You might think that you are honestly
telling someone who you are or how you feel, but
you also recognize that you cannot communicate
everything.

In spite of, or maybe because of this, psycholo-
gists have created constructs that attempt to de-
scribe selfhood. The two terms that are most com-
monly used are “self-concept” and “self-esteem.”
These concepts represent two sides of a coin and
can only be separated in theory.

Cognitive Component of Self
The term “self-concept” describes the cognitive as-
pect of the experience of selfhood. It is everything
individuals know and believe about themselves
(Baumeister 1999, 5–6). It is impossible, however,
to categorically specify which traits or attributes a
certain person’s self-concept may include; every-
one relates to those things in his own self that are
important to him.

For example, an actor or model’s self-concept
will most probably include important characteris-
tics related to physical attractiveness, motor abili-
ties, and perhaps high emotionalism. On the other
hand, a senior lawyer’s self-concept will be affected
by whether she can put events into their appropri-
ate context, and whether she has good judgment
and quick verbal skills. The persuasiveness of their
public performance is important to both the actor
and the lawyer.

Generally, self-concept is a more or less inter-
connected and integrated set of characteristics
and attributes that a person considers important.
It includes characteristics used to describe his
physical appearance and attractiveness (physical

self-concept). Other important characteristics are
related to performance and competency (compe-
tence of self-concept, academic or professional
self-concept); traits that describe social relation-
ships, both in a wider sense (social self-concept)
and in specific social settings (e.g., family self-
concept), or specific interpersonal relationships or
roles (partnership self-concept, parental self-con-
cept). Another important category includes traits
(e.g., truthfulness, honesty, conscientiousness, re-
sponsibility) through which we define ourselves in
the context of morality, norms, and values (moral
self-concept).

From a more general point of view, the term
self-concept implies that all self-knowledge is inte-
grated into a meaningful and stable system (self-
system). In order for this to be actually so, it is im-
portant to have principles that provide a sense of
meaningfulness. There are two important keys to
understanding the choice of stimuli we decide to
admit to ourselves: One is their subjective impor-
tance to us, and two is the degree to which they fit
our own experience. When we hear things people
say about us, we usually remember the things that
fit our own experience, or those that are said by
people whose judgment we value. On the other
hand we quickly forget (or suppress) the views and
values of people who are unimportant to us, or in-
formation that does not fit our current framework
of self (self-schema).

Thus, self-concept is usually built as a mosaic:
Self-consciousness (“I,” self as active agent) se-
lects, above all, those elements that strengthen the
present structure. Sometimes an unexpected event
occurs in the form of a new experience or an un-
expected stimulus from an important or new per-
son (institution, norm, rule, and the like), whose
influence on our self-concept differs considerably
from any of our past experiences. The existing
structure and content of self becomes fractured or
broken, and thus the new input may lead to a rad-
ical change in the integrity of self (e.g., identity
crisis in adolescence) or to a state of constant in-
stability or a fragmented self-concept.

The last few sentences show how important a
specific social setting can be for the formation and
content of one’s self-concept. Kenneth Gergen and
Mary Gergen talk about four main processes that
significantly influence the formation of self-con-
cept and its changes during the course of a life
(Gergen and Gergen 1986, 65–71).
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First is the phenomenon of the “looking-glass
self,” described by the sociologist C. H. Cooley. Ac-
cording to this concept, others serve as a social
mirror in which we see ourselves. This idea was
further developed by G. H. Mead, who stated that
our self is actually a conception of how we think
we are viewed by significant others. The second
important process is social comparison. A person
learns what is acceptable to his social surround-
ings by what is considered desirable or undesir-
able. This knowledge affects his behavior and self-
esteem. Third is the process of accepting social
roles. Incorporating roles that are generally con-
sidered acceptable and socially valuable increases
one’s self-confidence and supports a positive rela-
tionship toward the self. However, problems arise
when there is a conflict between the content of two
or more roles. The fourth process is the perception
of social differences. Unless it is socially unaccept-
able, a person tends to emphasize his own differ-
ence or uniqueness in an unfamiliar or different
environment (e.g., a girl identifies herself more
strongly as a girl in a group of boys, a Czech as a
Czech among Americans).

Affective and Evaluative Components of Self
From our discussion up to this juncture it becomes
increasingly clear that the process of getting to
know one’s self (self-perception, self-knowledge,
and self-concept) cannot be separated from self-
assessment. We compare ourselves (the actual
self) to specific people (friend, partner, parent, au-
thority) or with the way we would like to be—our
wishes, aspirations, hopes (the ideal self). Other
important criteria for us may be the traits or per-
sonal characteristics we feel we ought to have in
order to satisfy our sense of responsibility, duty,
and obligation (the ought self). Comparisons be-
tween the actual self and the ideal self, and the ac-
tual self and the ought self can lead, according to
the self-discrepancy theory, to a variety of feelings
(Higgins, 1987). If we sense a conflict between
what we are and what we would like to be, we may
lose confidence and feel distressed because we
have been unable to live up to our own expecta-
tions. These feelings may lead to depression. If
there is a great discrepancy between the actual and
the ought self, it can result in guilt or shame—we
were not able to do what was expected of us. In ex-
treme cases these feelings may lead to anxiety-re-
lated disorders.

A more generalized level of self-feeling and
global self-evaluation may be defined as self-es-
teem. It represents the intrinsic feeling of the value
we have as human beings, and the importance of
having a reasonably high level of self-esteem re-
sults in the tendency “to put a positive spin on
matters pertaining to the self ” (Buss 2001, 48).

Several sources contribute to a person’s self-es-
teem. Individual differences in self-esteem are re-
lated to positive and negative emotions. Other peo-
ple’s evaluations of the person also affect
self-esteem. Another important component is our
own experience of success or failure in the world.

Early self-development (including reaching a
level of self-esteem) is influenced by one’s tem-
perament (temperamental characteristics). Its
specific pattern provides the basis for the intensity
and stability of a person’s emotional life as well as
her energy level (vitality, activity). A prevailing
positive affect and high level of activity naturally
provides a positive mood and an active attitude to-
ward life, and consequently lays the groundwork
for high self-esteem. Conversely, a predominantly
negative affect and lower level of energy can lead
to dissatisfaction and lack of performance, which
may subsequently result in a negative self-evalua-
tion, or a lack of confidence in the self.

Furthermore, our level of self-esteem will often
depend on how competent and successful we con-
sider ourselves. People who accept themselves and
are aware of their own value are apt to lead a more
satisfied, healthier, and successful life. On the other
hand, people who see themselves negatively are
more apt to experience failure, anxiety, and de-
pression, and their view of the future will more
likely be pessimistic.

From early infancy on, self-esteem is also
closely related to the judgment and emotional re-
sponses of significant others. Children soon learn
whether their immediate social environment is
safe or unsafe. If a child feels safe in the presence
of others and experiences care and love, his self-
value is reinforced. If indifference or even hostility
by others is present, a feeling of self-derogation
and self-rejection develops in the child. If a child is
unable to believe that love and care are a given, he
experiences a fear of rejection. A sense of self-
doubt is reinforced, which in turn leads to the be-
lief that his importance to others has to be con-
stantly verified or proven.

Even in later life (adolescence into adulthood),
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self-esteem is influenced by the judgment of oth-
ers. What is important is not only how others per-
ceive or judge us, but how we interpret our own be-
havior and the behavior directed toward us. A
vicious cycle may be created that, especially in the
case of negative evaluation and self-evaluation, is
particularly difficult to break: Low self-esteem
leads to negative expectations (anxiety), which
lead to negative self-presentation, which leads to
failure, which leads to negative evaluations from
others, which lead to the presentation of their neg-
ative expectations, which leads to the perception of
negative evaluations and the confirmation of our
own failure, which lead to negative self-evaluation
and even lower self-esteem (Brehm and Kassin
1989, 67).

A person with a negative view of herself often
experiences social pressure. Modern Western indi-
vidualistic societies put great stock in “working on
the self ” and view it as having personal and social
value. Being strong, successful, honest, positive,
and optimistic are prerequisites for health, power,
and recognition. Having a negative self-evaluation
often lowers the worth of a person in other people’s
eyes and is connected to weakness and failure.

Consequently, there is a strong need to have a
positive sense of one’s self. It is reflected in our ef-
forts to think positively of ourselves and to view
ourselves as being effective and competent. The
possession of such a self-concept is often the goal
to which our perception and interpretation of our
own activities conform; for example, if others eval-
uate the results of our work positively we usually
attribute it to our own ability. When we are evalu-
ated negatively, we are more inclined to blame it on
our surroundings or on the behavior of others.

Besides self-esteem we must also mention the
concept of self-worth. The two have a lot in com-
mon, but the sense of our own worth is more com-
plex. From a life span perspective, self-worth is one
of the final products of self-development. It is not
only the result of our overall self-evaluation, but it
also includes our attitude to life, our relationship
to other people and to the world as a whole. Self-
worth is closely connected to moral norms, to an
overall value system, and to a search for the mean-
ing of life. Ultimately, there is a desire and a need
to bring self-integration to a new level, to a higher
and more evolved state of self (e.g., transcendental
or religious context and state of self).

From the point of view of human ecology, the

self represents not only the unique experience and
specificity of each individual, but also the condi-
tions, events, and actual situations of his everyday
life. Undoubtedly, the self is primarily a subjective
mental phenomenon; its quality and meaning,
however, are based on interpersonal interactions
and on the social life of the individual. Conversely,
the way a person perceives and experiences him-
self is reflected in his specific behavior and life ori-
entation, which in turn affects his environment.

Moreover, various issues of self are also com-
mon topics of communication among people. In
this context, the concept of self has its own social
representation and develops its own social value
and its unique social attractiveness. In modern so-
ciety, adult men and women are ultimately respon-
sible for the selves they create. The self is viewed as
a reflexive project that individuals work on during
their whole life and for which they assume author-
ship and self-responsibility (McAdams 1997, 61).

Petr Macek

See also: Adolescent Identity Formation; Ego
Development; Identity Styles; Positive Development;
Self-Efficacy; Sexual Identity Development; Social
Cognitive Theory
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Self-Efficacy
The Roman poet Virgil observed that “they are able
who think they are able.” The French novelist
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Alexander Dumas wrote that, when people doubt
themselves, they make their own failure certain by
themselves being the first to be convinced of it.
There is now ample evidence to suggest that Virgil
and Dumas were absolutely correct.

When he put forth a social cognitive theory of
human functioning, Stanford University psycholo-
gist Albert Bandura painted a portrait of human
behavior and motivation in which self-beliefs are
critical elements. Central among these self-beliefs
are perceptions of self-efficacy, which Bandura de-
fined as “beliefs in one’s capabilities to organize
and execute the sources of action required to pro-
duce given attainments” (1997, 3).

One of Bandura’s key contentions as regards the
role of self-efficacy beliefs in human functioning is
that “people’s level of motivation, affective states,
and actions are based more on what they believe
than on what is objectively true” (1997, 2). For this
reason, how people behave can often be better pre-
dicted by the beliefs they hold about their capabil-
ities than by what they are actually capable of ac-
complishing, for these self-efficacy perceptions
help determine what individuals do with the
knowledge and skills they have. This helps explain
why people’s behaviors may differ when they have
similar knowledge and skills. At the same time,
self-efficacy beliefs are themselves critical deter-
minants of how well knowledge and skill are ac-
quired in the first place.

People’s self-efficacy beliefs should not be con-
fused with their judgments of the consequences
that their behavior will produce. In fact, efficacy
and outcome judgments are sometimes inconsis-
tent. A young man may realize that pleasing social
graces and physical attractiveness will be essential
for wooing the young lass who has caught his eye,
which, in turn, may lead to a romantic interlude
and even a lasting relationship. If, however, he has
low confidence in his social capabilities and
doubts his physical appearance, he will likely shy
away from making contact and hence miss a po-
tentially promising opportunity. High self-efficacy
and negative outcome expectations are similarly
possible. A student highly self-efficacious, with
great confidence in her academic capabilities, may
elect not to apply to a particular university whose
entrance requirements are such as to discourage
all but the hardiest souls.

Typically, however, self-efficacy beliefs help de-
termine the outcomes one expects. Confident indi-

viduals anticipate successful outcomes. Students
confident in their social skills anticipate successful
social encounters. Those confident in their aca-
demic skills expect high marks on exams and ex-
pect the quality of their work to reap personal and
professional benefits. The opposite is true of those
who lack confidence. Students who doubt their so-
cial skills often envision rejection or ridicule even
before they establish social contact. Those who
lack confidence in their academic skills envision a
low grade before they begin an examination or en-
roll in a course. The expected results of these
imagined performances will be differently envi-
sioned: social success or greater career options for
the former, social isolation or curtailed academic
possibilities for the latter.

Because individuals operate collectively as well
as individually, self-efficacy is both a personal and
a social construct. Collective systems develop a
sense of collective efficacy—a group’s shared be-
lief in its capability to attain goals and accomplish
desired tasks. For example, schools develop collec-
tive beliefs about the capability of their students to
learn, of their teachers to teach and otherwise en-
hance the lives of their students, and of their ad-
ministrators and policy makers to create environ-
ments conducive to these tasks. Organizations
with a strong sense of collective efficacy exercise
empowering and vitalizing influences on their
constituents, and these effects are palpable and ev-
ident.

How Self-Efficacy Beliefs 
Influence Human Functioning
Self-efficacy beliefs can enhance human accom-
plishment and well-being in countless ways. They
influence the choices people make and the courses
of action they pursue. Individuals tend to select
tasks and activities in which they feel competent
and confident and avoid those in which they do
not. Unless people believe that their actions will
have the desired consequences, they have little in-
centive to engage in those actions. How far will an
interest in architecture take a student who feels
hopeless in geometry? Whatever factors operate to
influence behavior, they are rooted in the core be-
lief that one has the capability to accomplish that
behavior.

Self-efficacy beliefs also help determine how
much effort people will expend on an activity, how
long they will persevere when confronting obsta-
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cles, and how resilient they will be in the face of
adverse situations. The higher the sense of effi-
cacy, the greater the effort, persistence, and re-
silience. People with a strong sense of personal
competence approach difficult tasks as challenges
to be mastered rather than as threats to be
avoided. They have greater intrinsic interest and
deeper engrossment in activities, set themselves
challenging goals and maintain strong commit-
ment to them, and heighten and sustain their ef-
forts in the face of failure. Moreover, they more
quickly recover their sense of efficacy after failures
or setbacks, and attribute failure to insufficient ef-
fort or to a lack of knowledge and skills that are ac-
quirable. High self-efficacy helps create feelings of
serenity in approaching difficult tasks and activi-
ties. Conversely, people with low self-efficacy may
believe that things are tougher than they really are,
a belief that fosters anxiety, stress, depression, and
a narrow vision of how best to solve a problem. As
a consequence, self-efficacy beliefs can powerfully
influence the level of accomplishment that one ul-
timately achieves. This function of self-beliefs can
also create the type of self-fulfilling prophecy in
which one accomplishes what one believes one can
accomplish. That is, the perseverance associated
with high self-efficacy is likely to lead to increased
performance, which, in turn, raises one’s sense of
efficacy and spirit, whereas the giving in associ-
ated with low self-efficacy helps ensure the very
failure that further lowers confidence and morale.

Of course, human functioning is influenced by
many factors. The success or failure that people ex-
perience as they engage the myriad tasks that
make up their life naturally influences the many
decisions they must make. Also, the knowledge
and skills they possess will certainly play a role in
what they choose to do and not do. However, be-
cause past attainments, knowledge, and skills are
always interpreted by the individual, it is the inter-
pretations that form the foundation for the beliefs
that are developed about subsequent capabilities.
Many talented people suffer frequent (and some-
times debilitating) bouts of self-doubt about capa-
bilities they clearly possess, just as many individu-
als are confident about what they can accomplish
despite possessing a modest repertoire of skills.
Belief and reality are seldom perfectly matched,
and individuals are typically guided by their be-
liefs when they engage the world. As a conse-
quence, people’s accomplishments are generally

better predicted by their self-efficacy beliefs than
by their previous attainments, knowledge, or
skills. Of course, no amount of confidence or self-
appreciation can produce success when requisite
skills and knowledge are absent.

How Self-Efficacy Beliefs Are Created
Individuals form their self-efficacy beliefs by in-
terpreting information primarily from four
sources. The most influential source is the inter-
preted result of one’s previous performance, or
mastery experience. The process of forming self-
efficacy beliefs from mastery experiences is simple
and intuitive: Individuals engage in tasks and ac-
tivities, interpret the results of their actions, use
the interpretations to develop beliefs about their
capability to engage in subsequent tasks or activi-
ties, and act in concert with the beliefs created.
Outcomes interpreted as successful raise self-effi-
cacy; those interpreted as failures lower it.

In addition to interpreting the results of their
actions, people form their self-efficacy beliefs
through the vicarious experience of observing
others perform tasks. This form of efficacy infor-
mation is particularly powerful when people ob-
serve models whom they believe possess the same
level of capability as they do themselves. Observ-
ing the successes of such models contributes to
the observers’ beliefs about their own capabilities
(“If they can do it, so can I!”). Conversely, watch-
ing models with perceived similar capability fail
can undermine the observers’ beliefs about their
own capability to succeed. When people perceive
the model’s capability as highly divergent from
their own, the influence of vicarious experience is
greatly minimized. It bears noting that people
seek out models who possess qualities they ad-
mire and capabilities to which they aspire. A sig-
nificant model in one’s life can help instill self-be-
liefs that will influence the course and direction
that life will take.

Individuals also create and develop self-effi-
cacy beliefs as a result of the social persuasions
they receive from others. These persuasions can
involve exposure to the verbal judgments that oth-
ers provide. Persuaders play an important part in
the development of an individual’s self-beliefs. But
social persuasions should not be confused with
knee-jerk praise or empty inspirational homilies.
Effective persuaders must cultivate people’s beliefs
in their capabilities while at the same time ensur-
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ing that the envisioned success is attainable. And,
just as positive persuasions may work to encour-
age and empower, negative persuasions can work
to defeat and weaken self-efficacy beliefs. In fact, it
is usually easier to weaken self-efficacy beliefs
through negative appraisals than to strengthen
such beliefs through positive encouragement.

Physiological and emotional states such as anx-
iety, stress, arousal, and various mood states also
provide information about efficacy beliefs. People
can gauge their degree of confidence by the emo-
tional state they experience as they contemplate an
action. Strong emotional reactions to a task pro-
vide cues about the anticipated success or failure
of the outcome. When they experience negative
thoughts and fears about their capabilities, those
affective reactions can themselves lower self-effi-
cacy perceptions and trigger additional stress and
agitation that help ensure the inadequate perform-
ance they fear. One way to raise self-efficacy beliefs
is to improve physical and emotional well-being
and reduce negative emotional states. Because in-
dividuals have the capability to alter their own
thinking and feeling, enhanced self-efficacy beliefs
can, in turn, powerfully influence the physiological
states themselves. As Bandura (1997) has ob-
served, people live in psychic environments that
are primarily of their own making.

The sources of self-efficacy information are not
directly translated into judgments of competence.
Individuals interpret the results of events, and
these interpretations provide the information on
which judgments are based. The types of informa-
tion people attend to and use to make efficacy
judgments, and the rules they employ for weight-
ing and integrating them, form the basis for such
interpretations. Thus, the selection, integration, in-
terpretation, and recollection of information influ-
ence judgments of self-efficacy.

Self-Efficacy and Attainment
Since Bandura first introduced the construct of
self-efficacy in 1977, researchers have been very
successful in demonstrating that individuals’ self-
efficacy beliefs powerfully influence their attain-
ments in diverse fields (see Bandura, 1997, and
Stajkovic and Luthans, 1998, for meta-analysis of
research on the relationship between self-efficacy
beliefs and achievement outcomes). Self-efficacy
has generated research in areas as diverse as med-
icine, athletics, media studies, psychology, psychi-

atry, and education. In psychology, it has been the
focus of studies on clinical problems such as pho-
bias, depression, social skills, assertiveness, smok-
ing behavior, and moral development. Self-efficacy
has been especially prominent in studies of educa-
tional constructs such as academic achievement,
attributions of success and failure, goal setting, so-
cial comparisons, memory, problem solving, ca-
reer development, and teaching and teacher edu-
cation. In general, researchers have established
that self-efficacy beliefs and behavior changes and
outcomes are highly correlated and that self-effi-
cacy is an excellent predictor of behavior. The
depth of this support prompted Graham and
Weiner (1996) to conclude that, particularly in
psychology and education, self-efficacy has proven
to be a more consistent predictor of behavioral
outcomes than have any other motivational con-
structs. Clearly, it is not simply a matter of how ca-
pable one is, but of how capable one believes one-
self to be.

Frank Pajares
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Sensitive Periods
Sensitive (or critical) periods are predetermined
times in maturation during which development is
especially vulnerable to exogenous influences or
specific types of experiences that alter or modify
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structures or functions (Bailey and Bruer 2001;
Bornstein 1987, 1989). The effects of these experi-
ences during sensitive periods are often, although
not always, irreversible. These programmed organ-
ism-environment sensitivities typically occur be-
tween the time a structure or function emerges and
the time it reaches its mature state; they occur most
often when the organism is undergoing rapid
growth. For example, the eyes develop most rapidly
in the second month of gestation, and the visual
system is especially vulnerable during this period.

Sensitive periods have been recognized in
many areas of development. Studies of embryol-
ogy have shown that toxins or teratogens that
might have no impact at one point have devastat-
ing impact when administered at another. Etholo-
gists refer to a sensitive period for imprinting and
for various other behavioral tendencies; Konrad
Lorenz (1970) described what seemed to be an in-
nate predisposition for ducklings to imprint on an
object—to become attached to and attempt to re-
main close to whatever salient moving object is
present during a sensitive period occurring shortly
after hatching. Sigmund Freud (1966) spoke of an
oral phase in human development during which
feeding experiences have the greatest impact on
the developing human personality.

The sensitive period concept assigns great im-
portance to early experiences; the theory is that
experiences that occur during that period are
likely to have long-lasting effects and that once a
particular period has passed, it is no longer possi-
ble for specific experiences to exert formative in-
fluences on the developing organism (e.g., Daw-
son, Ashman, and Carver 2000; Murray et al.
1999). With respect to many teratogens, for exam-
ple, older fetuses are at less risk than younger ones.
Even if they are present for only a short time, tox-
ins may alter normal structure or function, or pre-
vent it from emerging at all, whereas those struc-
tures or functions that differentiate earlier or later
remain largely unaffected. Consequently, the ef-
fects of a toxin depend as much or more on timing
of the exposure to it than on the nature of the toxin
itself: Two different toxins may have very similar
effects at the same phase of prenatal life, yet nei-
ther may affect development at other stages.

Two kinds of plasticity are common in sensitive
periods: modifiability and compensation. Modifi-
ability means that, although structures are predes-
tined for specific functions, those functions may

be attuned. Presumptive visual system cells, for ex-
ample, can function competently in new roles with
other cells when transplanted to other organ sys-
tems. To be successful, however, transplantation
must occur early; after a certain sensitive period,
cells die when transplanted. Compensation in-
volves the ability of some cells to substitute for
others, permitting recovery of function after neu-
ronal loss or damage. Studies in the neurosciences
show that, up to a certain point in development,
local cellular defects may be compensated for by
neighboring cells; after their sensitive period,
however, the defect will be permanent (Chugani
1994).

Marc H. Bornstein
See also: Freud, Sigmund
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Sex Role Stereotypes
A sex role stereotype is a set of beliefs held by a
person or group about the typical behaviors asso-
ciated with being male, or masculine, and female,
or feminine. Scholars generally agree that even
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young children understand and use sex-role
stereotypes, and that we learn about sex role
stereotypes in most areas of life (e.g., our families,
schools, and workplaces). Sex role stereotypes, like
stereotypes in general, are often based on some
facts about the group to which they are applied.
However, a stereotype often exaggerates the truth
and may last long after the facts are no longer true
(Leyens,Yzerbyt, and Schandron 1994, 15). For ex-
ample, women are often stereotyped as being
much less intelligent than men.Although men may
in the past have appeared to be smarter because
they were more likely to go to college, today
women outnumber men in college (U.S. Bureau of
the Census 2001, Table 263). There is no evidence
that men are smarter than women.

Stereotypes of sex roles are beliefs held by
groups of people about how males and females
typically behave. They are based on a culture’s no-
tion of behaviors that are appropriate for males and
females (Turner 1970, 283). In industrialized West-
ern societies such as the United States, traditional
sex roles for men include working to support a
family and performing household maintenance
and repairs. Women historically made sure their
families were happy, and they were in charge of
caregiving tasks such as cooking and child care.
Large parts of men’s roles happened outside the
family home, and women’s roles occurred within it.

Sex-role stereotypes are often based on the idea
that masculinity and femininity are opposites
(Bem 1993, 81). Some examples include beliefs
that men go to work and women stay at home, and
that fathers are detached, while mothers are over-
involved with their children. Sex role stereotypes
are often used to emphasize or exaggerate the dif-
ferences between males and females. Some popu-
lar writers even claim that men and women are so
different that they might as well be from different
planets (Gray 1992). Women are frequently stereo-
typed as sex objects, nurturers, immature, and in-
competent. Stereotypes of men include being
strong, in control, self-sufficient, aggressive, and
breadwinning. Although stereotypes can be either
positive or negative, it is usually the way the
stereotype is used that reflects the values attached
to it. For example, being nurturing may also be
viewed as being dependent on others. Similarly,
being in control and self-sufficient may also be
viewed as being inflexible and aloof. There is no
research that supports the underlying stereotype

that men and women are opposites.
People often use sex role stereotypes to com-

pare or to judge others, such as comparing a
woman to the female stereotype to see whether she
is “womanly,” or using the male stereotype to de-
termine whether a man is “manly.” Men who stay
home and take care of their children while their
wives work outside the home are often viewed very
negatively, as are their wives. These men do not fit
the male stereotype of breadwinner, and the wives
don’t fit the female stereotype of caregiver and
nurturer. Sex role stereotypes can also affect work-
place relationships. For example, a supervisor rep-
rimands an employee for not completing a project
on time. If the supervisor is male, he is likely to be
viewed with more respect than if the supervisor is
female because men are supposed to be in charge.
A strict female supervisor might be viewed as a
power-hungry bitch because she is not acting like
a meek, dependent woman. Similarly, children
usually do not make fun of girls because they love
kittens. However, a boy who loves kittens might be
called a wimp or a sissy. It is common to call girls
“tomboys” or to call boys “momma’s boys” when
their behaviors are similar to the stereotypes for
the opposite sex.

Unfortunately, stereotypes are so common in
our society that we sometimes do not notice be-
havior that does not fit the stereotypes. For exam-
ple, our stereotypes about the male sex role may
prevent us from noticing times when men are very
tender and loving. Another possibility is that we
may give tender and loving men more credit than
they deserve because the stereotype is that they do
not nurture. Similarly, it may be more difficult for
women to be recognized as successful athletes or
businesspeople because these are typically
thought of as masculine jobs.

Sex role stereotypes are especially important
when people meet each other for the first time.
When you know little about another person, a
stereotype may seem to be a useful starting point
for you to figure out what the other person is like.
For example, someone meeting a 12-year-old boy
might think that he likes to play video games and
street hockey. An 11-year-old girl might be ex-
pected to like playing with dolls and dressing up.

Sex role stereotypes can be very harmful in
some situations. The stereotype that women are
emotional, unassertive, dependent, and followers
rather than leaders kept women from public office
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for many decades. In fact, sex role stereotypes kept
women from being allowed to vote until 1920. Sex
role stereotypes are extremely destructive when
they cause discrimination against men or women,
or when they limit the choices or the rights of men
or women. They are probably the most destructive
when the person being stereotyped actually be-
lieves the stereotype. It is sad to think that many
women once believed they were not smart enough
to vote—and that all men were!

Kimberly J. M. Downs
Marilyn Coleman
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Roles and Society
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Sexual Abstinence
Sexual abstinence may be defined as not engaging
in sexual activity that could put a youth at risk of
contracting a sexually transmitted disease or

cause pregnancy. As well, it may be influenced by
internal differences such as personal values and
the many external environmental factors that in-
fluence them. Sexuality is a natural part of being
human, yet sexual activity can lead to many nega-
tive consequences. Every year three million
teenagers contract a sexually transmitted disease
(Alan Guttmacher Institute 1994, 19–20). In addi-
tion, “nearly one million teenagers become preg-
nant annually . . .” (National Campaign to Prevent
Teen Pregnancy 2001, 1). Youth who choose to ab-
stain from sexual activity can eliminate the risk of
contracting one of many sexually transmitted dis-
eases while avoiding pregnancy and possible emo-
tional consequences. Since many environmental
factors influence adolescent’s decisions on sexual
abstinence, it is important to take an ecological
perspective.

The various concepts of sexual abstinence can
be thought of as falling on a continuum. On one
end of the spectrum would be the conservative
view that sexual abstinence means abstaining
from any physical contact, including holding
hands and kissing, that could lead to sexual inti-
macy. At the other end of the continuum would be
sexual abstinence as refraining only from vaginal
intercourse, possibly not even including oral or
anal sex. Since kissing is generally not a means of
transmission for sexually transmitted diseases, a
middle approach would be to define sexual absti-
nence as refraining from any sexual activity lead-
ing up to and including intercourse where there is
contact with body fluids that could result in dis-
ease transmission.

Another issue when addressing adolescent sex-
ual abstinence for adolescents is the matter of how
long a youth should abstain from sexual activity.
For example, is it appropriate to simply teach ab-
stinence and hope the youth will abstain a little
longer than without any education? If adolescents
wait even a few months before engaging in sexual
activity, has that helped reduce their chances of
negative consequences a little? Is the goal for them
to finish high school, so that sex is all right for
teenagers who have graduated and could, possibly,
support themselves? Or is the goal abstinence until
they are in a loving monogamous relationship, so
that the risk of disease is cut down and it would
not be such a big problem to have a baby in those
circumstances? Lastly, is sexual abstinence until
marriage, as taught by most religions, the ultimate
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goal? Different groups often take different ap-
proaches. Though sexual abstinence is ideal for
teenagers, it is also important to remember that
the term can be interpreted and defined in differ-
ent ways. Environmental and societal factors influ-
ence adolescents’ views on what they believe sex-
ual abstinence means.

Although few would disagree that sexual absti-
nence is a significant strategy for avoiding
thoughtless and careless sexual experimentation
by young adolescents, the high percentage of sexu-
ally active teenagers indicates that many youth are
not abstaining from sex.“In 1999, nationwide, 49.9
percent of high school students had ever had sex-
ual intercourse; 16.2 percent of these youth have
had four or more sexual partners”(Kann, Kinchen,
and Williams 2000, 2). Ideologies on sex education
vary: At one extreme are those who believe that
youth will have sex anyway, so we had better try to
convince them to take precautions to decrease
their risk; at the other end of the spectrum are
those who advocate giving little real information
and push a rather uninformed “Just say no!” ap-
proach. Regardless of opinions on what should be
taught, the fact remains that the only 100 percent

effective way to prevent pregnancy and sexually
transmitted diseases is sexual abstinence.

“Abstinence should be strongly stressed as the
best choice for teenagers because of its effective-
ness and its consistency with the beliefs of adults
and teenagers” (National Campaign to Prevent
Teen Pregnancy 2001, 1). Nevertheless, there are
different approaches to encouraging abstinence.
Some abstinence-based sex education programs
encourage abstinence while still providing basic
information on sexual reproduction, sexually
transmitted diseases, pregnancy, and contracep-
tive options. This approach encourages abstinence
but still gives information in case youth choose not
to abstain. Other abstinence-only programs do not
cover contraceptives for fear of sending a mixed
message. These programs may emphasize the neg-
ative consequences of sexual activity to try and
deter youth.

Another method uses a faith-based or moral
approach. This type of program often incorporates
the idea of making a promise or commitment to
wait until marriage for sexual activity, sometimes
even using a promise card the youth can sign as a
concrete reminder. The faith-based method often
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gives in-depth information about the negative
consequences of sexual activity, including sexually
transmitted diseases and pregnancy, but also em-
phasizes the moral consequences. This approach
rarely includes information on contraception,
since a commitment to remain chaste is the goal.
Although results of these different types of pro-
grams seem to be mixed, more positive results
have been seen with the virginity pledge. “Adoles-
cents who pledge, controlling for all of the usual
characteristics of adolescents and their social con-
texts that are associated with the transition to sex,
are much less likely than adolescents who do not
pledge to have intercourse” (Diggs et al. 2001, 2).
The type of information provided, along with
many other environmental factors, influences ado-
lescents’ decisions.

Adolescents who have already engaged in sex-
ual activity may have a harder time with sexual ab-
stinence. For this reason, it makes sense to present
sex education before teenagers are already involved
in the activity.A strong abstinence message may be
better received by younger teenagers. Once a youth
has engaged in sexual activity, however, it does not
mean that he must continue. Although it may be
harder for sexually active youth to abstain from
further sexual activity, it is still a good goal. The
faith-based programs may refer to a new commit-
ment to abstain from sex as a “secondary virginity.”

It is also important to remember that sex edu-
cation alone is only one factor that affects an ado-
lescent’s choice to have sex or to abstain from sex.
Individual differences, as well as many environ-
mental factors including family and friends, influ-
ence a youth’s decision. Other societal factors such
as school, media in particular, and even govern-
mental policy also impact this choice.

The Search Institute has identified a framework
of developmental assets, including external and
internal assets. Under the internal assets category
is a grouping of positive values, of which restraint
is one.“Restraint focuses on young people’s believ-
ing it is important not to do some things because
they are against their values. One of the areas ad-
dressed in this item is a commitment to postpon-
ing sexual intercourse” (Benson 1997, 49). The
amount of restraint a youth has can be influenced
by their personal values and faith. Individual hor-
mone levels may affect a teen’s desire for sex, but
teenagers with strong values may exhibit more re-
straint. So, while many factors contribute to the

teen’s choice regarding sexual activity, the differ-
ence between individuals also plays a role.

Looking at environmental influences, those at
the microsystem level are very important. The mi-
crosystem is a “pattern of activities, roles, and in-
terpersonal relations” (Bronfenbrenner 1989, 227).
At this level the adolescent’s family and the values
the family holds can influence whether youth will
abstain from sexual activity. Although a strong re-
ligious faith is no guarantee that the adolescent
will choose abstinence, it is an additional factor
that can influence the decision. The positive effect
of religion is evident for youth who value religion.
They are consistently less likely to engage in sexual
intercourse (Scales and Leffert 1999). Another
family factor is communication. If the parents
value abstinence and share their views with the
youth, this too can influence the adolescent choice.
“Teenagers cited parents more than any other
source as having the most influence over their sex-
ual decision-making” (National Campaign to Pre-
vent Teen Pregnancy 2001, 2). Factors such as
amount of adult supervision for youth can affect
sexual abstinence too. Youth who are home alone
for five or more hours per day are more likely to be
sexually activity (Perkins et al. 1998).

Also at the microsystem level are friends and
peers. Even though abstinent youth may have sex-
ually active friends, those who do may feel abnor-
mal or somewhat pressured to have sex. Similarly,
youth whose friends are abstinent may feel that
sex can wait. In addition to the group of friends an
adolescent spends time with, whether or not these
friends are dating may play a part. “Peers become
central sources of support and influence during
early adolescence”(Huston and Alvarez 1990, 166).
“Pressures for dating and sexual attractiveness are
intensified” (Huston and Alvarez 1990, 166). If
friends tend to drink and attend parties or partic-
ipate in other high-risk behaviors, there may also
be greater risk.

Another microsystem consists of the larger
peer group, including those the adolescent would-
n’t consider close friends, but rather acquain-
tances. This group can also have an impact. If
youth in this larger peer group are sexually active,
it may well be that “peer group pressure is such
that they are forced to accept and condone the sug-
gestive language and behavior of their sexually ac-
tive peers, even if it makes them uncomfortable”
(Elkind 1994, 157). While the teen may not have
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total control over this type of exposure, youth tend
to spend time around other youth with similar val-
ues, lessening the exposure to this kind of pressure
for abstinent teens.

Another environmental factor influencing ado-
lescent choice about sexual activity that most ac-
knowledge but may underestimate consists of the
media. Youth are exposed to an incredible amount
of sexual content in many different media. Gener-
ations have listened to music about love, but music
now is much more explicit than ever before. The
current cultural milieu has music in visual forms,
with MTV and music videos that leave little to the
imagination. It is hard to watch prime-time televi-
sion without running across sexual content or to
find a movie in the theatre without sexual scenes.
Even talk shows often have topics associated with
sex, and soap operas are filled with sexual themes.

Not only is sexual content common, this con-
tent rarely portrays sex in a marriage setting but
instead shows infidelity or casual sex between two
people who are not committed to marriage.
Teenagers viewing these programs may think that
sexual activity is the norm and may feel they are
abnormal if they choose to abstain from sex and
wait until marriage.Although there has been some
hesitation at implying a causal relationship be-
tween viewing sexual content and increased teen
sexual activity, there does seem to be “a relation-
ship between exposure to typical television pro-
gramming and beliefs and expectations concern-
ing sexual behavior within the larger society”
(Roberts 1993, 179). The media may have an even
stronger influence on adolescent beliefs about sex-
ual norms for the many adolescents who do not re-
ceive information from parents on issues such as
kissing and making out all the way up to inter-
course.“Apparently such topics are too embarrass-
ing, too difficult to address” (Roberts 1993, 180).
Fortunately the media constitute only one of the
factors influencing youth. If adolescents are not
overexposed to the media and if they have parents
or other adults who are willing to talk to them
about what they are seeing and help them realize
the sensationalism of much of it, they may not be
as adversely affected.

Youth sexual behavior and attitudes are subject
to influence at many levels.At a macrosystem level,
governmental policies can also influence youth.
What programs are being funded with govern-
ment grants? Are the programs abstinence-only,

abstinence-based, or safe-sex programs? Safe-sex
programs tend to present more information on
the use of birth control to prevent pregnancy and
condoms to help protect the youth from sexually
transmitted diseases than the abstinence based
programs, whereas abstinence-only programs
generally don’t address them at all.A safe-sex pro-
gram may mention abstinence as an option, but it
tends to be a much smaller part of the curricu-
lum. On a more local level does the school have a
health clinic? Does the clinic provide contracep-
tion and distribute condoms without parental
consent or is it geared to work with families? Do
the policies strive to keep parents involved with
their teenagers or to provide services to them
without parental involvement?

Societal factors and the cultural milieu can also
play a part in promoting sexual abstinence. Since
values at the individual and family level can affect
an adolescent’s choice regarding sexual absti-
nence, societal factors that promote those values
can also have an impact. How much our society
values sexual abstinence in teenagers has an im-
pact on the success of efforts to promote sexual
abstinence in adolescents.

Sherry M. Knoppers
See also: Adolescent Pregnancy and Prevention;

Prenatal Decision Making by Adolescents; Search
Institute; Adolescent Mothers
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Sexual Abuse
Sexual abuse is any form of activity in which one
person uses another to satisfy his or her sexual
needs. Sexual abuse includes child sexual abuse,
rape by a stranger, acquaintance rape, and sexual
harassment. Rape is an act in which a person at-
tempts to commit sexual intercourse with another
person by force or threat of force, or even without
force, when a victim is under the influence of
drugs or alcohol (Schwartz and DeKeseredy 1997).
Sexual harassment is an act of sexual threat or
bribery that makes sexual contact a condition of
an individual’s employment or is used as the basis
for employment decision of a victim. Sexual ha-
rassment also includes creating an intimidating
and hostile working environment by inappropriate
verbal and physical behavior, such as persistent
and offensive sexual jokes and comments, un-
wanted touching, and persistent and unwanted re-
quests for dates (Welsh 1999).

Statistics from the FBI Uniform Crime Report-
ing Program (2001) indicate that in the year 2000
there were 90,186 reports of attempted and com-
mitted rapes across the United States. During 2000
the incidence of rape was 32 per 100,000 people.

However, reports of rape underestimate the actual
number of rapes, because many women assaulted
by acquaintances or their husbands do not report
the crime to the police. In addition, standard defi-
nitions of rape do not include the fact that males
are also victims of sexual assault by other males.

Unfortunately, there are still not adequate stud-
ies about sexual harassment. Most studies focus
on sexual harassment of women in the workplace.
Sandy Welsh (1999) reports that studies indicate
that, depending on the sample, between 16 percent
and 90 percent of working women experience sex-
ual harassment in their lifetime.

To properly understand the reasons for the ex-
istence and the effects of different forms of sexual
abuse, we must include all levels of human ecology.
Even though much research has focused on socie-
tal and cultural forces that influence the onset and
existence of sexual abusive behavior, other re-
search is focusing on combining sociocultural and
psychological levels. Sociocultural forces shape the
environment in which children are raised, and this
environment contributes to the creation of inter-
nal characteristics, such as attitudes, dispositions,
and behaviors leading to sexual aggression
(Schwartz and DeKeseredy 1997).

There are several sociocultural factors that
scholars note as possible explanations of the exis-
tence of sexual abuse. One is drug or alcohol use,
which represents one of the major influences on
acquaintance rape. Both men and women are not
necessarily aware that when a man has sexual in-
tercourse with a woman who is too drunk to resist
or to give her consent, such behavior represents
the act of rape (Schwartz and DeKeseredy 1997).
Other sociocultural factors that may create a cli-
mate promoting sexual violence toward females
are specific types of male groups, such as fraterni-
ties or sports groups. These groups often may em-
phasize male dominant/female submissive atti-
tudes, group loyalty, and group secrecy, all of
which may give men an idea that women are ap-
propriate objects for sexual attack (Schwartz and
DeKeseredy 1997).

Culturally supported beliefs and attitudes, such
as male dominance, gender segregation, and inap-
propriately justified sexual violence and harass-
ment may promote sexually aggressive behaviors.
These kinds of beliefs, called rape myths (Burt
1998), may encourage women to blame themselves
for their own assaults, and may lead women and
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men who hold them to be less sympathetic to rape
victims then is the case among women and men
who do not hold these kind of beliefs. Exposure to
sexually violent images facilitates men’s sexual ag-
gression against women, lessens sensitivity to
rape, and increases the acceptance of rape myths
(Donnerstein and Linz 1998).

The effects of sexual abuse can vary.Among the
most common effects are the victim’s sense of a
lack of control over her life, depression, suicidal
ideation, and feeling abandoned (Schwartz and
DeKeseredy 1997). Because of rape myths, victims
blame themselves for their own victimization; they
may have no support from friends, family, and col-
leagues, who may also believe that the victimiza-
tion is the victim’s own fault. Victims who do have
support from their friends and who experience in-
tervention have more favorable likely outcomes
(Schwartz and DeKeseredy 1997).

Women’s responses to harassment may include
sexual avoidance, negotiation, or confrontation.
However, women are more likely to ignore the ha-
rassment, to deflect the harassment by joking or
going along with it, or to make an effort to avoid
the harasser (Welsh 1999). Women do not report
harassment for a variety of reasons, such as a fear
of retaliation or disbelief, or a fear of losing one’s
job or making the situation worse.

Many researchers believe that sexual abuse will
not be eliminated until there is a fundamental
change in the structure of a society as a whole.
Rape awareness educational campaigns, alcohol
policies, and disciplinary procedures may have
some positive effect in preventing some people
from becoming sexual coercive (Schwartz and
DeKeseredy 1997). Education about different
forms of sexual abuse, rape crisis centers, and sex-
ual abuse law reform and legal practices have been
effective in preventing sexual abuse (Schwartz and
DeKeseredy 1997). Broad cultural and structural
changes are needed for fundamental transforma-
tion in the dominant conception of masculinity in
society and culture.

Helena Jelicic

See also: Child Abuse; Domestic Violence; Violence in
Teen Dating
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Sexual Identity Development
A sexual identity is an organized set of perceptions
that an individual has about the meaning of her
sexual attractions and desires, directed toward
forming a sense of self given existing social cate-
gories. Sexual identity is historically and culturally
specific, is selected from those currently available,
is changeable over the life course, and may or may
not be consistent with one’s sexual orientation or
behavior. Current sexual identity categories are
heterosexual, homosexual (or gay), and bisexual.
Other  terms used to describe sexual identity in-
clude questioning, a state of uncertainty about
one’s sexual identity; unlabeled, a refusal to accept
a sexual identity; queer, a political and social ide-
ology that can include all types of sexual identi-
ties; and transgender, not a sexual identity per se,
but a gender role that is inconsistent with one’s bi-
ological sex.

Sexual identity is sometimes mistaken for sex-
ual orientation, a deeply rooted, enduring predis-
position toward erotic or sexual fantasies,
thoughts, affiliations, affection, or bonding with
members of one’s own sex (homosexual), the other
sex (heterosexual), both sexes (bisexual), or, per-
haps, neither sex (asexual). Sexual orientation is
not subject to conscious control, is stable, and is
probably immutable. Sexual orientation is related
to, but is occasionally independent of, sexual iden-
tity and sexual behavior. Thus, an individual might
be homosexual by sexual orientation, identify as
heterosexual, and have sex with both males and fe-
males (bisexual behavior). Another youth might
have a bisexual sexual orientation, identify as gay,
and have sex only with females.

James Marcia’s theories of general identity for-
mation (1980) provide a clear framework to un-
derstand sexual identity development. Marcia pro-
poses different identity statuses that depend on
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whether an adolescent is actively exploring an
identity or actively committed to an identity. Mar-
cia’s four statuses are:

Identity diffusion: The individual has little or
no sense of commitment and is not actively
seeking commitment to any identity.

Identity foreclosure: The individual has
accepted an identity prescribed by another
person or by societal expectations, without
exploring options or experiencing an
identity crisis.

Identity moratorium: The individual is in a
period of crisis, in which he explores a
number of alternatives in an effort to
develop a coherent identity.

Identity achievement: The individual has
completed moratorium and has emerged
with a conscious and relatively clear
commitment to an identity. Achievement is
the ideal form of identity status.

From Marcia’s descriptions, it is clear that sex-
ual identity refers to more than sexual orientation.
For example, an identity moratorium might re-
volve around a crisis over one’s sexual orientation,
but would include identity issues such as what it
means to be a sexual being—issues that are
salient to adolescents and early adults.

Given the increased visibility of same-sex at-
tractions during the last decade in North Ameri-
can culture and given the gains of the feminist
movement, it is likely that far more adolescents
have become consciously aware of how their sexu-
ality is integrated into their personal identity.
However, in a heterocentric society (one that as-
sumes all members are heterosexual) where male
sexuality is still privileged, heterosexual males
may be the least aware of how their personal iden-
tity might include a sexual component. If that is
true, does a heterosexual sexual identity formation
follow the process Marcia theorized? More specifi-
cally, do many heterosexuals achieve a personal
identity; have they passed a period of crisis and
emerged with a conscious commitment to being
heterosexual? Do they even go through a morato-
rium period during which they struggle with what
it means to be heterosexual?

Contemporary research on gay, lesbian, and bi-
sexual sexual identities reveals diverse develop-
mental trajectories, but unfortunately little or no

similar research has been conducted on sexual
identity development among heterosexuals. This
lack may be in large part because many adoles-
cents, parents, peers, educators, health care
providers, and social science researchers assume
that heterosexuality develops “naturally,” and con-
clude that a sexual identity is therefore something
for people of “alternative” orientations. Given this
lack of research, it is difficult to determine whether
a heterosexual identity exists.

An argument could be made that a sexual iden-
tity exists in people of all sexual orientations, in-
cluding heterosexuals. Given the variety of sexual
experiences of adolescents and the sexual changes
of puberty, people of all sexual orientations have
ample opportunity to consider what it means to be
a sexual being. Even though a heterosexual iden-
tity is assumed, is uninvestigated, and may not de-
velop through an entirely conscious process, it may
nevertheless exist. Having a heterosexual identity
could be a form of what theorists call unmarked
identity, whereas having a nonheterosexual iden-
tity is a marked identity. Heterosexual identity
rarely involves a coming-out process, but the ubiq-
uity of heterosexuality in contemporary culture
could be taken as a manifestation of identity.

A possibly stronger argument could be made
that heterosexual identity only exists as a con-
sciousness, or something that one is generally
aware of, especially when its assumptions are vio-
lated, but not something that is a part of one’s
identity. The process of sexual identity formation,
as conceptualized in Marcia’s developmental theo-
ries, does not appear to apply to heterosexuals. The
scant research conducted on heterosexual identity
development confirms the generalization that the
vast majority of heterosexuals are in one of Mar-
cia’s first two stages of identity development: diffu-
sion, where the individual has little or no sense of
commitment and is not actively seeking commit-
ment to an identity, or, at best, foreclosure, where
the individual has accepted an identity prescribed
by societal expectations, without exploring op-
tions or experiencing an identity crisis. Generally,
sexual identity appears not to be as salient to het-
erosexuals, especially to heterosexual males, as it is
to youths who are gay, lesbian, bisexual, unlabeled,
or questioning.

Loren B. Frankel
Ritch C. Savin-Williams
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Smoking and Tobacco Use
Tobacco is a plant-based product that has been
used as a drug in numerous forms by humans for
thousands of years. In today’s world it is most
commonly used in cigarettes, but other forms of
tobacco include cigars, pipes, and bidis (hand-
rolled, flavored cigarettes produced primarily in
India), which like cigarettes are smoked, and moist
snuff and leaf tobacco, which are held in the
mouth or chewed. In 2000, median smoking levels
in the United States, based on state-level statistics,
were 24.5 percent among men and 21.2 percent
among women. Tobacco is one of the world’s most
significant health hazards and leads to about 3.5
million deaths each year, including over 400,000
deaths in the United States, from cancer and other
diseases (Centers for Disease Control 2001). To-
bacco use almost always begins during childhood
or adolescence due to social influences such as
family use, peer use, and media portrayals of
smoking. However, people who continue to use it
in their adult years, despite the health dangers, do
so primarily because tobacco contains a highly ad-
dictive chemical called nicotine.

Nicotine and Addiction
Nicotine can reach the brain within several sec-
onds of inhaling tobacco smoke into the lungs, or
several minutes of holding snuff in the mouth, so
that the nicotine is absorbed into the bloodstream

(Kozlowski, Henningfield, and Brigham 2001). In
the brain, nicotine binds to receptors for the neuro-
transmitter acetylcholine, and a number of
changes take place in the body as a result. Nicotine
can be highly toxic, especially for people who are
not regular users of tobacco. When a person uses
tobacco for the first time, the effect is usually un-
pleasant and includes nausea, light-headedness,
and intoxication. Upon further exposures the body
begins to defend itself and adjusts to the nicotine in
several ways. This adjustment reduces the extreme
reactions to nicotine, and if the person continues to
use tobacco, greater amounts will be needed to pro-
duce the same effect; this physical process is de-
scribed as developing tolerance. For regular users,
nicotine is a mild stimulant and increases atten-
tiveness, heart rate, and blood pressure, among nu-
merous other effects (Benowitz 2001).

Because of the ways that the body is forced to
adjust to continued nicotine exposure, it will begin
to require nicotine in order to function normally. If
the person then stops using tobacco, she will expe-
rience withdrawal, a combination of unpleasant
sensations including irritability, anxiety, and diffi-
culty concentrating.A new dose of nicotine will re-
lieve these symptoms, and therefore the body be-
comes dependent on continued use of tobacco. At
that point, the person is addicted. Studies have
found that tobacco users regulate their daily intake
in such a way as to maintain a stable level of nico-
tine in the blood throughout the day. When they
awake in the morning after having been deprived
of tobacco while they slept, tobacco users typically
are already experiencing mild withdrawal and are
physically uncomfortable until they have their first
cigarette or dose of snuff. Based on evidence such
as the cravings produced by tobacco deprivation
and the difficulty that long-time users have in
quitting even when they are highly motivated,
some researchers have concluded that nicotine is
probably as strongly addictive as other well-
known addictive drugs such as heroin, cocaine,
and alcohol (Benowitz 2001).

Health Effects
The specific health risks of using tobacco vary ac-
cording to the type of tobacco product that is used.
Cigarette smoking is the most lethal form of to-
bacco use, and cigarette smoke contains many
toxic substances besides nicotine, such as carbon
monoxide, ammonia, hydrogen cyanide, formalde-
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hyde, and cadmium (National Cancer Institute
1999). For cigarette smokers, the most critical
health dangers are the increased risks for cancer,
especially of the lungs, and disorders of the heart
and circulatory system such as heart attack, stroke,
and hypertension. Smokers are also at much
higher risk for respiratory diseases such as em-
physema, pneumonia, and bronchitis. Emphysema
is a particularly debilitating, irreversible condition
in which the lungs lose their capacity to handle
oxygen, leading to a great deal of difficulty in
breathing for the rest of one’s life. A woman who
smokes during pregnancy exposes her developing
baby to the risk of birth defects, spontaneous
abortion, and low birth weight. Snuff users are not
at risk for the respiratory diseases that smokers
face, but in addition to nicotine addiction they face
increased probability for oral cancer and other
mouth problems, including lesions, gum recession,
loss of tooth structure, and discolored teeth (Na-
tional Cancer Institute 1992).

There are also health risks associated with
being around smoke from other people’s ciga-
rettes—called secondhand smoke—on a regular
basis, even for people who don’t smoke them-
selves. Such “passive smoking” is associated with a
20 to 30 percent increase in risk for lung cancer,
other respiratory diseases, and cardiovascular dis-
eases. Children are especially sensitive to the
health dangers of secondhand smoke, and exposed
children are at greater risk for asthma and other
chronic lung problems, ear infections, and, in the
case of infants, sudden infant death syndrome
(National Cancer Institute 1999).

Tobacco Use by Youth
The great majority of tobacco experimentation oc-
curs during early and middle adolescence. For ex-
ample, the peak ages for trying a first cigarette are
11–15 (U.S. Department of Health and Human
Services 1994), and about 80 percent of smokers
report that they began smoking before age 18
(Centers for Disease Control 2001). One of the crit-
ical influences on tobacco experimentation is the
young person’s parents: An adolescent is more
likely to begin using tobacco if one or both parents
use it or if the adolescent believes that they would
not strongly disapprove. The adolescent’s friends
and peer group are also highly influential, and
adolescents are much more likely to smoke if they
report that their friends also smoke. Within the

broader social environment, portrayals of tobacco
use in movies and other media have also been
found to be powerful influences on early use. Fi-
nally, personal factors such as the adolescent’s var-
ious beliefs about tobacco use are important as
well. For example, young people who mistakenly
believe that tobacco is used by most people in so-
ciety will be more likely to try it themselves (U.S.
Department. of Health and Human Services 1994).

For many years the most common strategy for
preventing young people’s tobacco use was school-
based educational programs. The early school-
based programs, which often aimed only to in-
crease students’ knowledge about tobacco’s
dangers, were generally not effective in reducing
the percentage of students who tried tobacco or
who became regular users. Over time, however, ed-
ucational programs became more sophisticated
and began to focus on helping students to counter-
act the social influences to use tobacco, as well as
on teaching useful life skills such as coping with
stress. Programs also began to reach beyond the
classroom to include community organizations,
parents, and mass media. Several of these later
programs have been found to be effective in pre-
venting tobacco use by many adolescents, with ef-
fects sometimes extending through the high
school years (U.S. Department. of Health and
Human Services 2000).

In addition, in the 1990s public health officials
turned their attention to controlling tobacco-re-
lated features of young people’s environments.
These community-wide approaches include rais-
ing the price of tobacco through government tax
policies; reducing young people’s access to to-
bacco, by such means as strictly enforcing age re-
strictions on tobacco sales; broadcasting antito-
bacco media campaigns; and restricting tobacco
advertising that would appeal to children and ado-
lescents. In sum, current approaches to tobacco
prevention reflect the need to address all of the so-
cial contexts in which young people live and grow.
Perhaps due to this combination of activities, to-
bacco use by youth began to decline in the late
1990s. The Monitoring the Future project, which
surveys a national sample of American high school
youth each year, reported that daily cigarette
smoking among twelfth-graders in the United
States dropped from a high point of 24.6 percent in
1997 to 19.0 percent in 2001 (University of Michi-
gan 2001).

Smoking and Tobacco Use 647



Helping People to Quit
Once a person has become addicted to nicotine,
quitting tobacco is extremely difficult, but it is not
impossible. The process of quitting usually in-
volves several failed attempts before an individual
is finally successful.A valuable recent development
is nicotine replacement therapy, which is adminis-
tered under a doctor’s care.With this approach, the
person stops using tobacco immediately but con-
tinues to receive nicotine in steadily decreasing
amounts from gum, a nasal spray, or a patch that is
placed on the skin and slowly releases nicotine
into the bloodstream. This therapy does not com-
pletely eliminate the discomfort of withdrawal, but
it makes the process easier to manage until the
body’s addiction is overcome (Kozlowski, Hen-
ningfield, and Brigham 2001). Many people trying
to quit also benefit from individual counseling or
working together with a support group of similarly
motivated tobacco users.

The Politics of Tobacco Control
The 1990s were a time of turbulent change for the
status of tobacco in American society. Many com-
munities passed laws that protected nonsmokers
from the dangers of secondhand smoke. Several
states increased tobacco taxes, established
statewide tobacco control programs, and
launched large-scale media campaigns. Informa-
tion about the tobacco industry was revealed that
showed that for many years, tobacco companies
had manipulated their products to be as addic-
tive as possible, while also trying to hide infor-
mation about tobacco’s dangers (Hurt and
Robertson 1998). These revelations helped to
turn public opinion significantly against the to-
bacco industry. In addition, over forty states
joined together to sue the major tobacco compa-
nies, seeking payment for their health care costs
in treating tobacco-related illnesses. This legal
action led to a settlement in November 1998 be-
tween the largest tobacco companies and 46
states, under which the companies agreed to pay
about $10 billion per year to the states and also
accepted restrictions relating to tobacco advertis-
ing and other business practices. Although the
settlement represents a historic event, there is
considerable debate about how valuable it will
eventually be for the goal of reducing tobacco use
in the United States (Daynard et al. 2001). Despite
the developments of recent years, tobacco re-

mains one of the most significant challenges for
our society’s health.

Marc T. Braverman

See also: Cancer: Prevention and Screening;
Cardiovascular Disease; Healthy Indoor Air; Indoor
Air Pollution; Low Birth Weight Infants; Tobacco
Prevention and Youth
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Social Capital
Social capital refers to the social relationships an
individual has and the benefits derived from social
relationships. Social capital provides an important
conceptual link between the individual and the so-
cial context. Individuals have access to social capi-
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tal through membership in social networks or
other social structures (Portes 1998). By being in-
volved with different groups, whether informal or
formal, people have access to benefits—whether
information, opportunities, or other forms of sup-
port. In contrast to economic capital, which refers
to money or other financial or physical resources,
social capital is often intangible. Nonetheless, it is
a specific positive outcome or advantage that
stems from a relationship or membership in a so-
cial network. For example, a lead on a summer job
accessed through an adult who works at that store
or company could be considered social capital.

French sociologist Pierre Bourdieu (1985) orig-
inally described social capital as the actual and
potential resources an individual has access to
through a formal or informal network of people.
Such a network could be an organization at school
or an ethnic group. Social capital in such a case
would be the profits derived from membership in
that group. For example, if a person shares an eth-
nic identity with another, she might be awarded a
higher sense of trust or inclusion than if she did
not. Additionally, being part of a union might give
one advantages in her job.

In America, James Coleman (1990) popularized
the idea of social capital by using it to explain ed-
ucational outcomes in children. He defined the
term as the set of resources present in family rela-
tionships and community social organizations
that are useful in the cognitive or social develop-
ment of young people. In his research he found
that social factors contributed strongly to chil-
dren’s educational outcomes. Specifically he dis-
covered that parents’ relationships with their chil-
dren and their children’s schoolwork were
significant factors in predicting academic success.
He also found that children with a tighter social
network between their parents, friends, and teach-
ers did better academically than those students
with less of a social network.

Since Coleman’s application of the term, it has
grown in popularity, and some confusion has
arisen over its meaning. For some, social capital
refers only to the benefits gained through relation-
ships (Portes 1998), and for others it refers to the
benefits and the social ties themselves (Coleman
1990). A point of ambiguity in the literature is the
nature of the beneficiary. Depending on the au-
thor, either the individual or the society may be the
focus of study, with the individual gaining re-

sources through relationships (Bourdieu 1985;
Coleman 1990; Portes 1998) or society as the ben-
eficiary of social capital (Fukuyama 1995; Putman
2000). Specifically, Putman refers to social capital
as benefits created for society through civic in-
volvement. He argues that a society flourishes
when people are engaged in public life (e.g., volun-
teer service, voting). Within the existing literature,
the failure to make clear whether the focus is on
benefits to the individual or benefits to society is a
major source of confusion.

Within the developmental sciences, social capi-
tal generally refers to the benefits reaped by the in-
dividual. Scholars have been interested in under-
standing the nature of the benefits of social capital
and the interpersonal processes through which
they arise. Studies suggest that youth with more
social capital report higher levels of academic
achievement, greater college enrollment, stable
employment, self-competence, psychological ad-
justment, prosocial involvement, religiousness,
moral behaviors, health, and decreased rates of
problem behavior (Furstenberg et al. 1999).

Although it is clear that youth can benefit
through social resources and relationships, the na-
ture of the relationships involved is less under-
stood. Existing research suggests that relation-
ships promoting social capital are characterized by
social interaction, trust, and shared beliefs, values,
and goals (Tsai and Ghoshal 1998). Frequency of
interaction with family members, friends, or other
adults is an important element in promoting social
capital. In addition to the presence of individuals
in children’s lives, the degree of perceived trust
greatly impacts the ability of a relationship to pro-
duce social capital. Finally, relationships that share
a common understanding also provide more op-
portunities for social capital to arise. Current re-
search demonstrates that youth who have access to
dense social networks of relationships that are in-
teractive, trustworthy, and have a shared sense of
understanding have access to more social capital
than youth who do not.

Pamela Ebstyne King

See also: Community Youth Development; Search
Institute; Social Support; Youth Mentoring
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Social Cognitive Theory
In the early 1940s, and at the height of the behav-
iorist movement in psychology,American psychol-
ogists put forth theories of social learning and im-
itation that rejected behaviorist notions of
associationism in favor of drive reduction princi-
ples. These theories, however, failed to explain how
individuals initiate novel behaviors or why they
imitate the actions of others even when they are
not directly reinforced for doing so. Soon after tak-
ing a position at Stanford University in 1953, psy-
chologist Albert Bandura began a program of re-
search in which he focused on these unexplained
mechanisms that underlie human learning. In
1963, with his doctoral student Richard Walters,
Bandura published Social Learning and Personal-
ity Development, broadening the frontiers of tradi-
tional social learning theories with the now famil-
iar principles of social modeling, observational
learning, and vicarious reinforcement.

Bandura’s research underscored the paramount
role of social modeling and of the proximal social
ecology of human development, in motivation,
thought, and action (Lerner 1990). Until that time,
American psychologists focused on the conse-
quences of one’s actions as the only influence on
human learning. Bandura showed that learning
consisted of much more than trial and error, con-
ditioning, and reinforcement, and he provided ev-
idence demonstrating that individuals can gain
knowledge and competence by observing the ac-
tions of models in their social ecology (e.g., par-
ents, teachers, peers, or mentors). Moreover, he
showed that observers did not simply mimic these

actions. Rather, observers are able to extract the
rules underlying the actions of models and thus
generate novel behaviors in a similar style while at
the same time go beyond what they have directly
seen or heard.

With the publication of Social Foundations of
Thought and Action: A Social Cognitive Theory,
Bandura (1986) advanced a cognitive interactional
model of human functioning that accords a central
role to cognitive, vicarious, self-regulatory, and
self-reflective processes in human adaptation and
change. According to this social cognitive theory,
people are self-organizing, proactive, self-reflect-
ing, and self-regulating, rather than reactive or-
ganisms shaped and shepherded by environmen-
tal forces or driven by concealed inner impulses.

From this theoretical perspective, human func-
tioning is viewed as the product of a dynamic in-
terplay of personal, behavioral, and environmental
influences. For example, how people interpret the
results of their own behavior informs and alters
their environments and the personal factors they
possess, which, in turn, inform and alter subse-
quent behavior. This theory is the foundation of
Bandura’s conception of reciprocal determinism
(1986), the view that (a) personal factors in the
form of cognition, affect, and biological events, (b)
behavior, and (c) environmental influences create
interactions that result in a triadic reciprocity.
Bandura altered the label of his theory from “social
learning” to “social cognitive,” both to distance it
from prevalent social learning theories of the day
and to emphasize that cognition plays a critical
role in people’s ability to construct reality, self-reg-
ulate, encode information, and perform behaviors.

The reciprocal nature of the determinants of
human functioning in social cognitive theory
makes it possible for therapeutic and counseling
efforts to be directed at personal, environmental,
or behavioral factors. Strategies for increasing
well-being can be aimed at improving emotional,
cognitive, or motivational processes, increasing
behavioral competencies, or altering the social
conditions under which people live and work. In
school, for example, teachers have the challenge of
improving the academic learning and confidence
of the students in their charge. Using social cogni-
tive theory as a framework, teachers can work to
improve their students’ emotional states and to
correct their faulty self-beliefs and habits of think-
ing (personal factors), improve their academic
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skills and self-regulatory practices (behavior), and
alter aspects of the school and classroom struc-
tures that may work to undermine student success
(environmental factors).

Bandura’s social cognitive theory stands in
clear contrast to theories of human functioning
that overemphasize the role that environmental
factors play in the development of human behav-
ior and learning. Behaviorist theories, for example,
show scant interest in self-processes; theorists as-
sume that human functioning is caused by exter-
nal stimuli. Because inner processes are viewed as
transmitting rather than causing behavior, they
are dismissed as a redundant factor in the cause-
and-effect process of behavior and unworthy of
psychological inquiry. For Bandura, a psychology
without introspection cannot aspire to explain the
complexities of human functioning. It is by look-
ing into their own conscious minds that people
make sense of their own psychological processes.
To predict how human behavior is influenced by
environmental outcomes, it is critical to under-
stand how the individual cognitively processes
and interprets those outcomes. More than a cen-
tury ago, William James argued that “introspective
observation is what we have to rely on first and
foremost and always” (1981, 185). For Bandura, “a
theory that denies that thoughts can regulate ac-
tions does not lend itself readily to the explanation
of complex human behavior” (1986, 15).

Similarly, social cognitive theory differs from
theories of human functioning that overempha-
size the influence of biological factors in human
development and adaptation. Although it ac-
knowledges the influence of evolutionary factors
in human adaptation and change, it rejects the
type of evolutionism that views social behavior as
the product of evolved biology, but fails to account
for the influence that social and technological in-
novations that create new environmental selec-
tion pressures for adaptation have on biological
evolution (Bussey and Bandura 1999). Instead,
the theory espouses a bidirectional influence, in
which evolutionary pressures alter human devel-
opment, such that individuals are able to create
increasingly complex environmental innovations.
These innovations themselves create selection
pressures for the evolution of specialized biologi-
cal systems for functional consciousness, thought,
language, and symbolic communication. This
bidirectional influence results in the remarkable

intercultural and intracultural diversity evident
on our planet.

Social cognitive theory is rooted in a view of
human agency in which individuals are agents
proactively engaged in their own development and
can make things happen by their actions. Key to
this sense of agency is the fact that, among other
personal factors, individuals possess self-beliefs
that enable them to exercise a measure of control
over their thoughts, feelings, and actions, that
“what people think, believe, and feel affects how
they behave” (Bandura 1986, 25). Bandura pro-
vided a view of human behavior in which the be-
liefs that people have about themselves are critical
elements in the exercise of control and personal
agency. Thus, individuals are viewed both as prod-
ucts and as producers of their own environments
and of their social systems. Because human lives
are not lived in isolation, Bandura expanded the
conception of human agency to include collective
agency. People work together on shared beliefs
about their capabilities and common aspirations
to better their lives. For example, in family, com-
munity, and work settings, success depends on the
collective, interactive effect of group members.
This conceptual extension makes the theory appli-
cable to human adaptation and change in collec-
tivistically oriented societies as well as individual-
istically oriented ones.

Environments and social systems influence
human behavior through psychological mecha-
nisms of the self-system. Hence, social cognitive
theory posits that factors such as economic condi-
tions, socioeconomic status, and educational and
familial structures do not affect human behavior
directly. Instead, they affect it to the degree that
they influence people’s aspirations, self-efficacy
beliefs, personal standards, emotional states, and
other self-regulatory influences. In all, this social
cognitive view of human and collective function-
ing, which marked a departure from the prevalent
behaviorist and learning theories of the day, had a
profound influence on psychological thinking and
theorizing during the last two decades of the twen-
tieth century and into the new millennium.

Fundamental Human Capabilities
Rooted within Bandura’s social cognitive perspec-
tive is the understanding that individuals are im-
bued with certain capabilities that define what it is
to be human. Primary among these are the capa-
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bilities to symbolize, plan alternative strategies
(forethought), learn through vicarious experience,
self-regulate, and self-reflect. These capabilities
provide human beings with the cognitive means
by which they are influential in determining their
own destiny.

Humans possess an extraordinary capacity to
symbolize. By drawing on their symbolic capabil-
ities, they can extract meaning from their envi-
ronment, construct guides for action, solve prob-
lems cognitively, support thoughtful courses of
action, gain new knowledge by reflective thought,
and communicate with others at any distance in
time and space. For Bandura, symbols are the ve-
hicle of thought, and it is by symbolizing their ex-
periences that human beings can provide their
lives with structure, meaning, and continuity.
Symbolizing also enables people to store the in-
formation required to guide future behaviors. It is
through this process that they are able to model
observed behavior.

Through the use of symbols, individuals solve
cognitive problems and engage in self-directed-
ness and forethought. People plan courses of ac-
tion, anticipate the likely consequences of these ac-
tions, and set goals and challenges for themselves
to motivate, guide, and regulate their activities. It
is because of the capability to plan alternative
strategies and think through the results they will
have that one can anticipate the consequences of
an action without actually engaging in it.

People learn not only from their own experi-
ence but also by observing the behaviors of others.
This vicarious learning permits individuals to
learn a novel behavior without undergoing the
trial-and-error process of performing it. In many
situations, it keeps them from risking costly and
potentially fatal mistakes. The observation is sym-
bolically coded and used as a guide for future ac-
tion. Observational learning is governed by the
processes of attention, retention, production, and
motivation. Attention refers to one’s ability to se-
lectively observe the actions of a model. For their
part, observed behaviors can be reproduced only if
they are retained in memory, a process made pos-
sible by the human capability to symbolize. Pro-
duction refers to the process of engaging in the ob-
served behavior. Finally, if engaging in the
observed behavior produces valued results and ex-
pectation, the individual is motivated to adopt the
behavior and repeat it in the future.

Individuals have self-regulatory mechanisms
that provide the potential for self-directed changes
in their behavior. The manner and degree to which
people self-regulate their own actions and behav-
ior depend on the accuracy and consistency of
their self-observation and self-monitoring, the
judgments they make regarding their actions,
choices, and attributions, and, finally, the evalua-
tive and tangible reactions they make to their own
behavior through the self-regulatory process. This
last subfunction includes evaluations of one’s own
self (one’s self-concept, self-esteem, values) and
tangible self-motivators that act as personal incen-
tives to behave in self-directed ways.

For Bandura, the capability that is most “dis-
tinctly human” (1986, 21) is that of self-reflection;
hence it is a prominent feature of social cognitive
theory. Through self-refection, people make sense
of their experiences, explore their own cognitions
and self-beliefs, engage in self-evaluation, and
alter their thinking and behavior accordingly.

Of all the thoughts that affect human function-
ing, and standing at the very core of social cogni-
tive theory, are self-efficacy beliefs,“people’s judg-
ments of their capabilities to organize and execute
courses of action required to attain designated
types of performances” (Bandura 1986, 391). Self-
efficacy beliefs provide the foundation for human
motivation, well-being, and personal accomplish-
ment; unless people believe that their actions can
produce the outcomes they desire, they have little
incentive to act or to persevere in the face of diffi-
culties. Much empirical evidence now supports
Bandura’s contention that self-efficacy beliefs
touch virtually every aspect of people’s lives—
whether they think productively or in a self-debil-
itating way, pessimistically or optimistically; how
well they motivate themselves and persevere in the
face of adversities; their vulnerability to stress and
depression; and the life choices they make.

Frank Pajares
See also: Bandura, Albert; Self, Self-Concept, and Self-

Esteem; Self-Efficacy; Vygotsky, Lev
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Social Justice and 
Human Science Programs
Social justice is a value that recognizes the impor-
tance of distributing societal benefits and burdens
in a manner that is fair for everyone. Inherent in
the value of social justice is the notion that all of
society’s members should equitably share both the
resources and opportunities that society has to
offer, as well as the difficulties or burdens that it
presents.

Social justice is typically understood as charac-
terizing an ideal type of relationship between soci-
ety and individuals in which all individuals have a
share in the common good. In its simplest defini-
tion, it involves the equitable distribution of soci-
ety’s burdens and benefits (Meara, Schmidt, and
Day 1996). It is commonly assumed that there are
two basic elements in a socially just world: (1) in-
dividuals must be active and productive partici-
pants in society, and (2) society must enable indi-
viduals to participate in this way. At its most
concrete level, social justice implies the preserva-
tion of the dignity of every human person, the
right of all people to have access to the resources
they need, and the right of people to be involved in
the decisions that affect their lives and the com-
munity in which they live.

However, as we look at society, it is evident that

some people experience more than their fair share
of society’s burdens while others experience an
abundant supply of benefits. For example, the in-
come gap between wealthy and poor families is
currently at the widest point it has reached in the
past fifty years. As another example, research
shows that low-income and minority children are
more likely to be in lower-quality child-care pro-
grams than other children (Children’s Defense
Fund 1999, 2000). In short the issues confronting
our nation’s children and families, including
poverty, racism, interpersonal and community vi-
olence, abuse, drug addiction, and homelessness,
point up the injustices that exist for large numbers
of individuals and groups.

These injustices challenge the human sciences
(e.g., psychology, sociology, anthropology, educa-
tion) to embrace a public commitment to work to-
ward solutions. Scientific knowledge is increas-
ingly being viewed not only as an end in itself but
as a means to improve the human community. As
the social sciences seek to renew their vision for
the new century, they are embracing within their
agenda an explicit focus on the promotion of so-
cial justice.

As an ideal, social justice is not new to the
human sciences. Various disciplines and profes-
sions have long been challenged from within their
own ranks to make the human sciences useful in
the solution of human problems. For example,
many decades ago, the president of the American
Psychological Association, George Miller, urged
the profession to “give psychology away.” Since that
time, professionals for the most part appear to
have avoided any explicit discussion of social jus-
tice under the assumption that science must be
value-free. However, more recently, there is grow-
ing recognition that staying neutral in the face of
human suffering represents a value in itself and,
further, is ethically indefensible.

Recently many professionals have begun to ad-
dress explicitly the issues of social justice in a
number of areas. For example, psychologist Ed-
ward Zigler, who is the architect of the widely
lauded Head Start Program for preschoolers, has
been an outspoken advocate for responding to the
needs of young children and their families who
live in poverty (Zigler and Styfco 2001). Seymour
Sarason (2001) has been a strong voice in pressing
schools to broaden their approach to education so
that it includes meeting the psychosocial as well as
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the academic needs of children. Richard Lerner
has called for social scientists to conduct research
that engages public policy and to promote in their
universities a commitment to collaborative re-
search and service in their communities (Lerner,
Fisher, and Weinberg 2000).

Seeking social justice often implies working for
structural changes in economic and social institu-
tions that will make it easier for everyone to care
for themselves and to contribute to society. Re-
cently, a number of social scientists have embraced
structural changes to service delivery that can lead
to a more socially just society. For example, in their
“Communities That Care” model of systemic inter-
vention in poor neighborhoods, David Hawkins
and his colleagues have promoted systemic change
in communities by identifying the needs of all of
the members of a community and then mobilizing
community resources to comprehensively address
those needs (Pollard, Hawkins, and Arthur 1999).
Many others in the fields of sociology, psychology,
anthropology, and education have worked actively
as researchers and practitioners to transform op-
pressive institutions and ultimately to change the
basic premises of unjust systems.

It is becoming very clear that advocating for is-
sues of social justice is important if professions are
to continue to have the respect of the communities
in which they work. As Naomi Meara, Lyle
Schmidt, and Jeanne Day have pointed out that
communities grant professional autonomy to pro-
fessions that perform needed services and take se-
riously (above their own self-interest) the welfare
of the individuals with whom they work and the
good of the community at large (1996).

Developmental psychologists now recognize
that context impacts development. Too often inter-
ventions in the social sciences have focused on
what is wrong with the individual without taking
into account the context in which the person is liv-
ing. Consequently individuals were often blamed
for factors that may have been outside of their con-
trol. The recognition that context impacts develop-
ment and the understanding of how context affects
a person’s development can result in more socially
just interventions that support changes in the en-
vironment rather than in the person.

Whether interventions focus on the individual
or systems, multiple levels of development (e.g.,
biological, psychological, social) should be taken
into account so that the whole person is consid-

ered. For example, effective violence prevention
programs require simultaneous attention to com-
munity, familial, and emotional issues.

Socially just interventions are also informed by
our growing understanding of development over
the life span. It is becoming increasingly accepted
that early childhood interventions are necessary to
help prevent problems later in life. These interven-
tions require society to allot more resources to
work with very young children. This recognition of
the importance of serving young children who
cannot advocate for themselves exemplifies the
principles of social justice.

Service providers have also tended to focus on
the deficits or weakness of clients, rather than on
strengths. The work of Milbrey McLaughlin (2000)
shows that inner-city youth who participate in
community groups designed to foster their
strengths have a greater sense of self-worth and
agency than their peers. Thus focusing on promot-
ing strengths is as important as targeting weak-
nesses.

In summary, the values of social justice are crit-
ical to inform research and practice in applied de-
velopmental science if it is to be a science that
serves all of the members of society. With social
justice as a value, social scientists and service
providers will recognize that the context in which
people develop includes their access to resources
as well as their access to power and privilege in so-
ciety. Thus, many social scientists believe that it is
their responsibility to not only work to understand
human development, but also to help ensure that
everyone can have equal access to both the privi-
lege and pain that are inherent in our society.

Mary E. Walsh
James G. Barrett

See also: Community Youth Development;
Comprehensive Community Initiatives; Participatory
Action Research; Philosophy of Human Ecology
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Social Support
Social support is the construct studied by sociolo-
gists, psychologists, and health scientists that
serves to identify and explain the nature, signifi-
cance, and outcomes of social relationships. Most
social support theorists concur that social support
refers to social transactions that are “perceived by
the recipient or intended by the provider to facili-
tate coping in everyday life, and especially in re-
sponse to stressful situations” (Pierce, Sarason,
and Sarason 1990). The study of social support de-
rived from the need to understand the relationship
of social interactions to health and well-being.

Several theories provided a precedent for the
study of social relationships and their significance
for health and well-being. For example, the foun-
dational relationship between mother and child is
said to be the key to the ability to establish all later
social relationships (Ainsworth 1979). A few stud-
ies have also demonstrated that the absence of at-
tachment has resulted in serious consequences for
development. Harry Harlow (1965) showed that
monkeys raised in isolation without a caring
mother had later difficulties in all of their relation-
ships. Spitz (1946) found that children institution-
alized in infancy without a loving primary care-
giver had difficulty thriving and forming
attachments later in life.

Three scholars, John Cassel, Gerald Caplan, and
Sidney Cobb, could be declared the Fathers of So-

cial Support. They laid much of the groundwork for
the metaconstruct of social support. John Cassel
(1976) was an epidemiologist and physician. He
claimed that psychosocial processes play a role in
the etiology of disease and that social support can
have a profound impact in stress-related disorders.
Gerald Caplan (1974) worked in the area of preven-
tive psychiatry and community mental health. He
also realized the influence that social interactions
had on the result of life changes and crises. He
viewed support systems not only as including fam-
ily and friends, but also groups and neighborhood
settings that provided informal services.

Sidney Cobb (1976) shared the view of Cassel
and Caplan regarding the importance of social
support and its relationship to stress and well-
being. He more clearly defined social support as
“information” that would lead a person to believe
that they are loved and cared for, valued and be-
longing to a group with shared communication
and obligation. Cobb further explained that this
“information” served to fulfill needs and to protect
individuals from adverse consequences of crises
and stressors (Vaux 1988).

Conceptual Triad of Social Support
The field of social support grew out of a desire and
need to understand how social interactions im-
prove or inhibit health and how to improve health
through social interactions. Early research on so-
cial support demonstrated that social support had
many positive effects on physical and mental
health (Cohen and Syme 1985; Cohen and Wills
1985). The research focused on how social support
prevented stress, how it buffered stress, and how it
might have a direct positive effect on health unre-
lated to stress (Tilden and Weinert 1987).

Although research in these areas has con-
tributed much to our knowledge of social support,
the inconsistencies in the terms used to address
concepts of social support became confusing.
These inconsistencies had to do with the range of
relationships that contribute to social support, the
importance of the objective aspects of social rela-
tionships, and the role of the actual supportive be-
havior versus the recipient’s perception of that
support behavior, in addition to the various forms
support may take (Vaux 1988). In his study of so-
cial support,Alan Vaux (1988) helped to conceptu-
alize the distinction in concepts and articulated
the now accepted triad of social support theory:
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support network resources, support behaviors, and
support appraisals.

The term “support network resources” refers to
the number of persons that a person turns to for
assistance (family, friends, peers, coworkers, and
so forth) or comes in contact with on a daily basis.
The term “support behaviors” refers to the behav-
iors that are generally recognized as intentional ef-
forts to help a person. These could be emotional,
such as listening and offering love, comfort, affec-
tion, or advice; or practical, such as giving finan-
cial or material help. Supportive behaviors may not
always be considered helpful. The term “support
appraisal” refers to the subjective evaluative as-
sessment of the supportive network relationships
or supportive acts (Vaux 1988).

The social support network may influence
health status directly through information sharing
or by motivating healthy behavior. Or it may affect
health indirectly through encouragement to com-
ply with regimes or to maintain health-promoting
behavior such as exercise (Stewart 1994). Network
members may provide advice and models of be-
havior or give support provisions that augment
immunity (e.g., Bloom 1990).

Social Networks and Health
Epidemiological studies also have assessed the re-
lationship between social networks and health
habits of adults. Men and women who had more
extensive social networks were shown to have bet-
ter health practices (Berkman and Breslow 1990).
Rick Zimmerman and Catherine Connor (1989)
found that the greatest influences on health behav-
ior in descending order were family, friends, and
coworkers. They also found the most helpful sup-
portive behaviors were supportiveness, encourag-
ing maintenance, and modeling health change.

The social network may also contribute to
health by linking informal and formal support. It is
not unusual that seeking lay support may be the
first step to seeking professional help (Wills 1983).
Some scholars have concluded that the greater the
density of support network, the less the need for
professional help (e.g., Sarason, Pierce, and Sarason
1990). Individuals with weaker ties are more likely
to need more formal services (Auslander and
Litwin 1990). People who wait for support to be of-
fered may receive less support, whereas individuals
who can seek help and communicate needs influ-
ence receipt of support (Eckenrode 1983).
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People experiencing stressful life events tend to
seek help first from their network of family and
friends, before seeking help from professionals
skilled in dealing with a particular problem (De-
Paulo 1982). This approach works well when the
support network is large and the need is small. As
the need grows, as the stressors grow, people may
tend to less frequently turn to the same support net-
work. One reason for this tendency has to do with
reciprocity. The fact that an individual may not be
able to reciprocate a supportive act may contribute
to a sense of their own weakness or threaten their
self-esteem (DePaulo 1982). It is sometimes easier
to turn to professional help; the feeling of indebted-
ness is diminished, since professionals receive com-
pensation. Also, studies have indicated that emo-
tional support offered by health care professionals is
beneficial to health (Whichter and Fisher 1979).

One of the greatest problems in understanding
how support relates to promoting health is that the
supportive behavior is often a function of not only

who is available to be supportive, but also how the
support-givers perceive the individual’s need for
support and perhaps more importantly the indi-
vidual’s perception of the received support. There
needs to be a match between support given, sup-
port needed, and support perceived.

The importance of perception in social support
is evidenced in the consistent findings that it is the
perception of social support that is most closely
related to health outcomes (Rohrle and Sommer
1994). The emphasis on perceived support fits well
with the early conceptualizations of social support
by Cobb and Cassel (Sarason, Pierce, and Sarason
1990).

Social support is of particular interest to health
care professionals because of its impact on health,
health behavior, and health-services utilization.
Research has shown that social support has direct,
indirect, and interactive effects on physical and
mental health (Cohen and Syme 1985; Cohen and
Wills 1985).
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Compared to families with healthy children,
families with chronically ill children tend to have
smaller networks. Rather than network size, per-
ceived availability of social support has been asso-
ciated with positive psychological functioning in
parents of sick children (Kupst and Schulman
1988). Because of the amount of time spent in hos-
pitals, families usually have a need to talk with
people who are informed about their family mem-
ber’s disease. Consequently, professionals often be-
come a significant part of a family’s support net-
work, and the family comes to depend highly on
them (Eiser 1994). Alexandra Quittner (1992) has
suggested that individuals become satisfied with
smaller networks in these circumstances, espe-
cially as the support is usually readily available
and can provide practical and emotional help.

In a study by Jan Wallander and James Varni
(1989), the relationship between social support
and adjustment was investigated in a relatively
large sample of children being treated for a range
of chronic conditions. They found that children re-
ported by their mothers to have a high degree of
social support from family and friends were rated
as better adjusted than children who had a lot of
support in just one of those areas.

The body of research on social support and
children’s health is beginning to grow. Family sup-
port is crucial for both healthy and ill children and
adolescents. Families play a significant role in the
development of health behaviors (e.g., Scales and
Leffert 1999). Children and adolescents need to
know there is an available adult they can count on,
one who loves them unconditionally.

In addition to the family and positive family
communication, the support network for children
and adolescents also includes other adult relation-
ships, caring neighborhood, caring school climate,
and parent involvement in schooling. Although
each of these types of support is strongly related to
a youth’s feeling of being connected and cared
about, the Search Institute found that the influence
of (perceived) support from parents is substan-
tially greater than support from school or neigh-
borhoods (Scales and Leffert 1999).

The “most critical variable” predicting health
and resiliency throughout childhood and adoles-
cence is the caring and supportive relationship
with an adult (Garmezy 1993). This finding was
supported by another national study on over
twelve hundred seventh–twelfth graders. Family

support was one of the fundamental forces that
most positively influenced adolescent’s health and
risk behavior (Resnick et al. 1997).

The Search Institute documents the positive
outcomes associated with parental support. In one
particular study, parental support has been posi-
tively associated with lower occurrences of sub-
stance abuse, higher self-esteem, self-concept, aca-
demic self-concept, self-worth, less delinquency,
and higher school achievement and involvement
(Scales and Leffert 1999).

For children and adolescents, positive develop-
ment requires a constant exposure to positive fam-
ily support. Family support contributes to a feeling
of safety, and is essential for promoting healthy de-
velopment. It is support in its fullest sense—the
positive relationships with parents, other adults,
teachers, and peers that are essential to a child’s
health and well-being (Benson 1997). Youth who
feel supported (who experience perceived sup-
port) achieve more, get into trouble less, enjoy bet-
ter health and are more giving to others. This per-
ception of support is foundational for a healthy
and successful life

Conclusion
Social support is a complex and transactional
process between the individual and social rela-
tionships, one that occurs throughout the life span.
Furthermore, these transactions take place within
a changing ecological context. A network of sup-
portive relationships must be developed and
maintained (Vaux 1988, 68).

Susan Mlynarczyk

See also: Friendship across the Life Span; Old Age,
Social Relationships in Positive Development;
Resiliency; Search Institute; Social Capital; Stress;
Suicide; Treatment Adherence
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Spanier, Graham B.
Contributors to the scholarly and professional di-
mensions of human ecology may distinguish
themselves as prolific researchers conducting im-
portant and rigorous studies of human-context re-
lations; as gifted professionals applying knowledge
of the sciences contributing to human ecology to
programs or therapeutic interventions aimed at
enhancing human life; as visionary academic and
professional leaders guiding a nation’s institutions,
both to deliver higher-quality educational experi-
ences to diverse citizens and to become engaged
with communities in order to make value-added
contributions to people’s lives and contexts; or as
compassionate and compelling advocates for mar-
shaling the financial, human, and spiritual re-
sources of our communities to create policies and
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programs that make effective, scaled, and sus-
tained contributions to positive and healthy devel-
opment. Excellence in any one of these domains of
scholarly and professional life would bring de-
served professional admiration and public ac-
claim. Graham B. Spanier has made extraordinary,
and typically singularly creative and influential,
contributions to all four domains.

Graham Basil Spanier was born in 1948 in
Capetown, South Africa. His father had fled the
terrors of Nazi Germany. And soon both parents,
fearful of the racial practices associated with
apartheid, immigrated to the United States and
settled in Chicago, where Graham spent his child-
hood and adolescence. This period presaged
some of the extraordinary achievements that
Graham Spanier later make as an adult. For in-
stance, he and his boyhood friend, Brian Ross
(who himself eventually became a nationally
renowned television journalist), had as teenagers
their own radio show in Chicago. Their work was
so well respected that they were granted inter-

views with many of the prominent performers of
the 1960s.

Spanier received his B. S. degree in 1969 from
Iowa State University, majoring in sociology and
minoring in psychology and mathematics. He re-
ceived as well an M. S. degree from Iowa State,
where he again majored in sociology and minored
in psychology. In 1973 he completed his Ph.D. in
sociology at Northwestern University, where his
mentor was the distinguished family scholar,
Robert F. Winch. During his doctoral training,
Spanier was both a National Institute of Mental
Health (NIMH) Doctoral Fellow (1971–1972) and
a Woodrow Wilson Fellow (1972–1973).

Graham Spanier’s first academic position un-
dertaken after the completion of his Ph.D. was at
Pennsylvania State University, the institution at
which at this writing he serves as president, as he
has since 1995. Spanier joined the then Division of
Individual and Family Studies (now the Depart-
ment of Human Development and Family Studies)
in 1973, where he was appointed assistant profes-
sor of Human Development and Sociology. Spanier
achieved the rank of full professor by the time he
was 32 years old. In addition, in recognition of his
burgeoning vision for programmatic and institu-
tional advancement and of the reliance colleagues
placed on his wisdom and leadership, Spanier was
called on to undertake increasing administrative
responsibilities at both departmental and col-
legewide levels. He served as Divisional Professor
in Charge before becoming Associate Dean for
Resident Instruction in the College of Human De-
velopment from 1979 to 1982.

Spanier’s initial period of service at Penn State
was not only a time of growth in his administra-
tive experiences and accomplishments. It was as
well a period wherein Graham Spanier established
himself in the United States and internationally as
one of the premier scholars of human develop-
ment and more specifically of family development.
In his more than a hundred scholarly publications,
including ten books, Spanier did conceptually cre-
ative, methodologically rigorous, and substan-
tively significant research on marital quality and
stability across the life course, the interrelations
between child development and marital and fam-
ily relations, separation and divorce, adolescence,
and human sexuality. His work was foundational
in the integration of demographic and life course
perspectives about the family with the life span de-
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velopmental view of the dynamic relations be-
tween individual and family development.

This scholarship contributed centrally to un-
derstanding the historical and ecological bases of
family continuity and change across the course of
ontogenetic and family time, and brought to the
fore of scientific interest the links between re-
search about the family and the role of societal ac-
tions (for example, policies, programs, or thera-
peutic interventions) in improving the lives of
families, of spouses, and of children. Spanier’s re-
search reflected key interests he has championed
throughout his career, in his roles as researcher,
practitioner, administrator, and advocate. These
interests involved the integration of research and
application, and served as a centerpiece for the
then burgeoning area of applied developmental
science, with its focus on the integration of the re-
searcher and his institution—the university—
with the interests of families and children, and its
concern with using the knowledge and resources
of higher education more generally to collaborate
with communities in building, bringing to scale,
and sustaining effective efforts to improve the lives
of children, adolescents, and families.

Spanier’s scholarship also made enduring
methodological and measurement contributions
to the study of marital and family relations. The
measure of dyadic adjustment that he developed in
1976 has remained one of the most respected and
widely used indices of relationship quality in the
study of human development and family relations.
Across his career, Spanier’s research has been sup-
ported by grants from numerous private founda-
tions and state and local funders, including the
Woodrow Wilson Foundation, the Institute for Life
Insurance, the New York State Education Depart-
ment, the National Institute of Mental Health, and
the National Science Foundation.

Believing in the critical linkage between
scholarship and application and outreach that
later became a signature emphasis in his leader-
ship of American higher education, Spanier’s
scholarship on marital and family relations was
combined with his training in and practice of
family therapy. In addition to his productive re-
search career and his increasing administrative
duties, Spanier maintained an active practice in
marriage and family therapy. Indeed, he holds
professional certification in this field and, since
1973, has been a Clinical Member and Fellow of

the American Association for Marriage and Fam-
ily Therapy.

The importance of Spanier’s scientific contri-
butions has justifiably earned him the accolades of
his colleagues in the scholarly community and re-
sulted in his being asked to undertake positions of
intellectual and professional leadership in his
field. For instance, from 1979 to 1984 Spanier was
the founding editor of the Journal of Family Issues.
In addition, he served as an associate editor
(1977–1981) of the Journal of Marriage and the
Family, and a member of the editorial advisory
board or an editorial reviewer for a score of other
scholarly journals. In addition to numerous lead-
ership positions in the American Sociological As-
sociation and the American Association for Mar-
riage and Family Therapy, Spanier served from
1987 to 1988 as the president of the National
Council of Family Relations. In 1998, he was made
a Fellow of that organization. He is also a Fellow of
the George H. Gallup International Institute and of
the American Association for Marriage and Family
Therapy. In 1987, he received from the American
Home Economics Association the James D. Moran
Award for Outstanding Contribution to Research.

In 1982, Spanier left Penn State and embarked
on a career path involving increasing institutional
administrative duties and greater and greater na-
tional leadership of higher education. In 1982,
Spanier joined the State University of New York at
Stony Brook, where, through 1986, he served as the
Vice Provost for Undergraduate Studies and as
professor of sociology and professor of psychiatry.
From 1986 through 1991, Graham Spanier served
as the Provost and Vice President for Academic Af-
fairs, and as professor of human development and
family studies and professor of sociology at Ore-
gon State University. From 1991 to 1995, Spanier
served as the chancellor of the University of Ne-
braska-Lincoln and as professor of sociology, pro-
fessor of family and consumer sciences, and pro-
fessor of family medicine.

In 1995, Graham Spanier returned to Penn
State as its sixteenth President. He was also ap-
pointed as professor of human development and
family studies, sociology, demography, and family
and community medicine. Spanier has overseen a
period of enormous growth in the high-quality
productivity of Penn State in regard to its instruc-
tional, research, and outreach missions. For in-
stance, through his vision and leadership Penn
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State created the Schreyer Honors College, the
Penn State World Campus, and the School of Infor-
mation Sciences and Technology, and merged with
the Dickinson School of Law. He also reoriented
Penn State’s numerous branch campuses in order
to enhance their service to their communities and,
to underscore his commitment to making higher
education a force for equity, social justice, and civil
society, he encouraged Penn State Cooperative Ex-
tension to expand its outreach to the diverse
youth, families, and communities of Pennsylvania.

In fact, as an expansion of this leadership at
Penn State, Graham Spanier has become at the be-
ginning of the twenty-first century arguably the
university president providing the single most sig-
nificant leadership within the nation for engaging
universities collaboratively with their communi-
ties. His vision is to promote positive youth and
family development through the integration of the
scholarship of knowledge generation, transmis-
sion, preservation, and application. Spanier
chaired the Kellogg Commission on the Future of
State and Land-Grant Universities and was the in-
tellectual and administrative force behind the
publication in 1999 of what is generally seen as a
watershed document in the development of com-
munity-university partnerships serving youth and
families, Returning to Our Roots: The Engaged In-
stitution. Underscoring his commitment to the
young people of the United States and to fostering
enhanced futures for them, Spanier served also on
the Board of Trustees of the National 4-H Council
and was a founding member of the board of direc-
tors of the University Corporation for Advanced
Internet Development (Internet 2). Spanier also
served as chair of the National Collegiate Athletic
Association (NCAA) Division 1 Board of Directors
and, as well, as a member of the Association’s exec-
utive committee. At this writing, Graham Spanier
serves as the chair of the board of the National As-
sociation of State Universities and Land-Grant
Colleges—a certain indication of the esteem and
respect accorded him by his fellow leaders of
American higher education.

Spanier’s leadership of Penn State and the na-
tion’s system of higher education is predicated on
integrating the best of scholarship with the vision
and values of the diverse communities served by
colleges and universities. His vision is one of a
democratic, socially just and civil society, where all
people and all communities are enriched by and

contribute to the enrichment of the students, fac-
ulty, staff, and administrators of institutions of
higher education. It is also a vision of and for the
enhancement of the lives of all people of the na-
tion. Writing in 1999, Spanier explained his goals
for Penn State:

Enhancing the quality of life for children,
youth, and families in the context of their
communities is a long-term program that 
we believe will make a real difference on 
major problems of our time. Integration and
outreach of this magnitude, which combines
not only the missions of research, teaching,
and service but also expertise, resources,
delivery systems, networks, and partnerships,
is the essence of our model for Penn State in
the 21st century. This model is built on
restructuring for a new level of engagement
with society, yet it cannot move forward on
restructuring alone. It is propelled by a vision
that sees the value of an entirely new
relationship for the university with the society
that upholds it. Only when the university does
a better job of sustaining that same society
can it expect to reap the reciprocal benefits of
increased public confidence and support. Out
university is eager to move to the next level in
promoting human, economic, and cultural
development. (1999, 204)

Human ecology is an integrated conceptual
perspective that sees all levels of the ecology of
human development as synthesized systemically
over the course of life. Graham Spanier’s career
and his life have advanced and indeed embody the
human ecological perspective. He has seamlessly
synthesized his careers as a scholar of family de-
velopment, a practitioner of interventions to en-
hance marriage and family life, a visionary and
productive national leader of higher education,
and a passionate and effective advocate for pro-
moting positive lives among the diverse children,
adolescents, families, and communities of Amer-
ica and the world.

However, if there is one facet of his life that at-
tracts greater passion than his work to foster the
human capital of a civil society, it is the passion
Graham Spanier has for his wife Sandra, an ac-
claimed professor of twentieth-century American
literature, and the love and devotion they share for
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their two children, their son Brian and their
daughter Hadley. Graham Spanier adds in his life
resumé his love of his own family to the unflagging
devotion he has to all the families of his nation and
world.

Richard M. Lerner

See also: Cooperative Extension System (CES); 4-H
Youth Development; Philosophy of Human Ecology
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Stress and Health in Adolescence
Generally, stressful experiences are frequent in
everyday life and causes people to draw upon
adaptive resources. Adolescence is a period that is
considered as particularly stressful, because the
transition from childhood to adolescence has
changed in qualitative and quantitative aspects.
First, the time span allowed for this transition

varies depending on specific tasks. The age at
which adolescents complete their education and
enter the workforce is later than in the past. Physi-
cal maturation is accelerated, and due to more lib-
eral norms and values, adolescents begin hetero-
sexual relations earlier than in the past decades. In
America, as in other modern democratic societies,
there is a noticeable trend toward value pluralism,
calling, on the one hand, for positive, tolerance-
promoting values, and, on the other hand, leading
to the disintegration of existing value systems.
Adolescents are left with a vaguely defined behav-
ior code to guide them in their age-specific devel-
opmental tasks. These changes are further compli-
cated by changes in living conditions and social
environments, which are reflected by the increasing
numbers of single-parent families or stepfamilies,
increasing rates of unemployment and economic
hardship, and the continuous migration of foreign
families, partly from poorer backgrounds, into
American society with high Western standards.
These conditions constitute the developmental
context in which adolescent development in the bi-
ological, cognitive, and social domain unfolds.

In recent years, there has been widespread in-
terest in identifying the properties that make
events stressful. In research on adolescents, two
different types of stressful events have been ana-
lyzed, which differ in their frequency, predictabil-
ity, control, and negative impact on adolescent
health.

The first type of stressors refers to normative
demands. The adolescent years are characterized
by numerous biological, cognitive, and social
changes. In American society, increased responsi-
bilities, accessibility to adult rights, and school
changes mark the transition to adulthood. In par-
ticular, early adolescence (approximately ages 11
to 13 years) is considered to be a difficult yet chal-
lenging phase due to pubertal developments, rela-
tional changes, and school transition. Most early
adolescents enter a new school, and the strain as-
sociated with adjusting to new academic and so-
cial environments may be potentiated by the bio-
logical developments occurring in puberty, such as
changes in physical size and body concept or the
emergence of sexual desires and anxieties about
sexuality. Feelings of being different, not meeting
the norm, or having matured too quickly or not
quickly enough represent additional stressors that
arise in the pubertal phase of development. In ad-

Stress and Health in Adolescence 663



Overworked office worker at his desk, surrounded by a huge pile of papers and files (Michael Siluk)



dition, parent-child relationships change, and the
adolescent’s interactions with and acceptance by
friends become increasingly important.

In midadolescence, the adolescent’s needs for
peer acceptance are especially great, and the ado-
lescent begins to spend more time with peers out-
side of the home. Stressors emerge in relation to
these changes, as there are more disputes with par-
ents about curfews, clothing, driving, and personal
freedom. Increased rates of parent-adolescent con-
flict have been consistently found in research for
decades, particularly in early and midadolescent
samples. Dating and the initiation of intimate het-
erosexual relationships also occur in this phase
and may be accompanied by stressors such as fear
of rejection or feelings of incompetence. In late
adolescence, the increasing independence from
parents may result in the adolescent’s establishing
an independent household. Graduation from high
school is considered to be a significant juncture in
the transition to adulthood. All of these events are
normative in that they occur at about the same
time for the majority of individuals in this age
group and are associated with specific develop-
mental tasks and corresponding expectations of
family, friends, and society. These stressors are
highly predictable, comparably frequent, and per-
ceived as mildly stressful and controllable.

In addition to these changes, other, non-nor-
mative stressors or critical life events can increase
the likelihood of maladaptation. Non-normative
family stressors have been studied intensively.
Adolescents are more at risk for developing psy-
chopathology when the family situation is unsta-
ble or when there is serious marital discord. In ex-
treme cases, marital discord may lead to divorce, a
phenomenon that has increased in the United
States over the years and currently results in every
second marriage being dissolved. The influence of
parental divorce on a child’s well-being has been
frequently studied. The chronicity of the stressors
is also relevant. Often high levels of stress precede
the event and persist long after it has occurred.
Many of the non-normative stressors experienced
by adolescents are controlled or influenced by
family situations and are chronic in nature. Ongo-
ing, stressful family situations can produce more
discrete life events, such as separation or divorce.
Psychiatric illness in one or both parents is an-
other chronic stressful life situation. Most studies
on this kind of stressor have focused on maternal

dysfunction and its impact on adolescent health;
little attention has been devoted to paternal disor-
ders. Additional sources of familial stress occur
following the death of a relative, instances of child
molestation or abuse, parental drug abuse or crim-
inal activities, or chronic illness in the family.

To summarize, these stressors are critical life
events that are relatively infrequent, hardly pre-
dictable, and extremely burdensome. Because
most of these events are hardly foreseeable and
can seldom be controlled or influenced by the ado-
lescents, anticipatory preparation for or coping
with the stressor is extremely difficult. Conse-
quently, the emergence of non-normative stressor
may have more dramatic health consequences for
adolescents than normative stressors. However,
due to the unusual timing and the high stressful-
ness of non-normative events, social support may
be greater and thus buffer the potentially damag-
ing effects on health.

In evaluating the effects of normative and non-
normative stressors, number, timing, and syn-
chronicity of changes has to be considered. By def-
inition, non-normative stressors occur quite
seldom; however, should they occur simultaneously
or in rapid sequence with normative or develop-
mentally related stressors, serious health damage
may result. The risk for an unfavorable outcome in-
creases exponentially with increased number of
critical life events experienced by adolescents. In
the studies that have been done, adolescents did
not show an increased risk for psychopathology as
long as only one non-normative stressor was in-
volved. When two major stressors occurred simul-
taneously, the risk became four times as great.
Thus, non-normative stressors potentiate one an-
other, so that the combination of stressors is more
than the sum of effects of individual stressors. Fur-
thermore, additional non-normative stressors may
appear in their wake. The different types of stres-
sors that occur within a developmental phase inter-
act with one another in a yet unknown way to pro-
duce health-damaging effects.

Although normative stressors such as school
change, physical maturation, and the onset of ro-
mantic relationships are expected, age-appropri-
ate, and moderately stressful, the accumulation of
diverse normative stressors may also have delete-
rious effects. School changes are particularly
stressful for girls. Due to their more rapid matura-
tional development in puberty, physical changes
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are more likely to occur around the time they enter
a new school. Owing to their slower development,
boys are less likely to be confronted with both nor-
mative stressors simultaneously.

In addition, the timing of events has been
found to influence health outcomes, particularly in
normative stressors. This correlation has been ex-
tensively researched with respect to pubertal tim-
ing. A large body of work has indicated that, when
the timing of pubertal development deviates from
normative expectations, problematic outcomes
may be the result. Again, girls are more affected.
Early maturing girls are more likely to develop a
more negative body image and are also more likely
to develop eating disorders or behavioral and
emotional symptoms. Unusual timing of a norma-
tive event such as physical maturity may touch off
changes in relationships with parents and peers.

In summary, early adolescence is a period of
rapid cognitive, social, emotional, and physical
changes. Although these changes per se have few
harmful effects on most adolescents, there are cer-
tain vulnerable subgroups. Unusual timing of nor-
mative stressors, an accumulation of non-norma-
tive stressors, or an interaction between
non-normative and normative stressors can be
considered as risk factors. There are fewer changes
in late adolescence than in early or midadoles-
cence, which probably accounts for the finding
that the transition to adulthood does not present
major adaptation problems. From midadolescence
to late adolescence, parent-adolescent conflict de-
creases. The power relation between parents and
adolescents has changed, and a new balance be-
tween closeness and separateness has been estab-
lished. Further, relationships with close friends
have matured and romantic relations developed.
In addition, although the average youth shows a
decline in school achievement in early and mi-
dadolescence, achievement is improved as adoles-
cents enter college or take up full-time jobs.

Because stressful experiences are ubiquitous
for the adolescent years, the adolescent’s ability to
cope with different types of stressors is critically
important. Adaptive coping responses are thought
to moderate the effects of different types of stres-
sors on adolescent health. Overall, a positive and
adaptive way of dealing with stressors during ado-
lescence has been substantiated by research. Cop-
ing strategies such as taking action, seeking social
support, or seeking information were the most fre-

quently reported strategies found in adolescent
samples. Taken together, adolescents can be con-
sidered as competent copers, able to deal well with
stressors arising in different fields such as school,
parents, peers, and romantic relations. Despite this
overall active and adaptive approach, there is evi-
dence that coping strategies vary according to age
and gender. The differences are outstanding in
using social support and help-seeking behavior.
Girls are more likely to seek social support than
boys. In addition, females more frequently discuss
a problem or stressful event with others and try to
approach the person concerned. Female adoles-
cents rely more heavily on social networks; for ex-
ample, they discuss problems more freely with the
person concerned and in general talk their prob-
lems over and ask for help and assistance. These
trends have been seen continuing into adulthood,
indicating a general tendency among females to
rely more heavily on social networks than males or
to seek help in extrafamilial settings. Male adoles-
cents, on the other hand, worry less about prob-
lems, expect fewer negative consequences, and use
distraction more frequently than females.

These gender differences in coping styles have
been frequently linked to gender differences in
stress perception. Female adolescents experience
changes in their environment and in themselves as
being very stressful and threatening. When a num-
ber of minor events were compared, it became ob-
vious that females perceived the same events as
more stressful and more permanent than males
did. In addition, they reported more relationship
stressors than males and felt four times more
threatened by these same stressors than males.This
suggests that females are more affected by conflicts
in close relationships and perceive most stressors,
particularly relationship stressors, as having a
chronic nature. There is also evidence that males
are less affected by normative stressors, whereas
non-normative stressors have greater health conse-
quences for them, compared to females.

Empirical studies provided mixed evidence for
the explanatory power of stress in the etiology of
various psychological and somatic disorders. Fre-
quent, sustained daily stressors, due to their
chronic nature, might play a greater role in the de-
velopment of psychopathology than the occur-
rence of isolated major life events. This finding is
probably due to the higher amount of social sup-
port when experiencing non-normative stressors,
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which protects the adolescent from more severe
health damage.

It is not fully clear how gender differences in
stress perception are linked with the emergence of
gender-specific psychopathology and differences
in help-seeking behavior. Several authors argue for
higher levels of minor stressors in females as com-
pared to males. However, there are also studies
speaking against a typically higher level of stress in
females and arguing that, generally, males are more
vulnerable to the effect of major losses, that is,
events such as marital discord and parental di-
vorce, than females.Currently, research neither pro-
vides a clear support for the links between gender
differences in stress perception and subsequent
symptomatology, nor does it consistently support
the hypothesis of an increase in stressors across the
adolescent years only in females. There is some ev-
idence that females experiencing both biological
and psychosocial changes are more vulnerable for
depression or depressive symptoms; but research
focusing on this issue in males is still missing.

The research findings reviewed so far suggest
that females are more sensitive to relationship
stressors, but the health consequences of these per-
ceived elevated levels of stress are not clear. Most
symptoms were experienced on a subclinical level.
Whether the long-term outcome may lead to more
severe health damageis a question that should be
examined in future research. This is a challenging
task, because the factors contributing to adoles-
cents’ maladaptation are complex and closely inter-
twined with normative developmental changes.

Inge Seiffge-Krenke

See also: Resiliency; Social Support
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Suicide
Suicide is the intentional act of killing oneself, in
contradistinction to homicide, which involves the
killing of others. Suicide may be completed, result-
ing in death, or attempted, resulting in varying de-
grees of injury. The latter is sometimes referred to
as parasuicide, pseudocide, or a suicide gesture.

Suicide is typically considered to be an active
process in which death is sought through firearms,
ingestion of poisons or medications, hanging, and
other immediate means of ending one’s life. How-
ever, less obvious expressions of a wish to die reflect
hidden or unconscious motives. David Lester
(1993) argues that some alcoholics, drug addicts,
heavy smokers, obese individuals, and those who
refuse to comply with medical protocols—such as
diabetics who consume dangerous foods or medical
patients who do not take their medication—may be
passively determined to destroy themselves. If these
forms of self-destruction are included in suicide
statistics, the true prevalence of suicide is far greater
than that reported by most experts.

Reasons for suicide are complex, and it may
represent the enactment of numerous wishes: to
die (in order to end pain or escape unbearable cir-
cumstances), to triumph over death (in order to
assert control and mastery), to kill self and others
(in order to hurt others toward whom one is
angry), to be killed (in order to relieve guilt and
sadness from perceived wrongdoing), to punish
(in order to retaliate, induce guilt and hurt in oth-
ers, or abandon them), to be punished (in order to
express self-hatred or compensate for perceived
transgression), to be rescued, experience reunion
with a deceased person, or be reborn (in order to
achieve a fresh start, cleansing, or restoration).

Reactions to suicide also vary by culture. In
North America, suicide is generally regarded as
morally, socially, and religiously unacceptable.
Thus it remains stigmatized and shrouded in se-
crecy, permitting the flourishing of myths and
shame, and preventing widespread dissemination
of effective methods of intervention. For other cul-
tures, suicide is an honorable alternative to shame,
as for example among Japanese samurai warriors,
who commit hara-kiri after experiencing pro-
found loss of face.

Demographics
Suicide is a democratic phenomenon; it affects all
cultures, races, ethnicities, ages, and genders. In
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the United States, suicide is the eighth leading
cause of death, resulting in almost 31,000 annual
deaths, or 85 each day. In addition, an estimated
ten to twenty times more people make a suicide at-
tempt (Centers for Disease Control and Prevention
2001, 1; U.S. Public Health Service 1999, 1, 3).

Whereas females attempt suicide approxi-
mately three times more often than males (Flan-
ders 1991, 23), males complete suicide four times
more often (Centers for Disease Control and Pre-
vention 2001, 1; U.S. Public Health Service 1999,
3). This discrepancy is observed in most countries,
populations, and historical times and is partly due
to the methods employed. Females often overdose
on poisons, including medications, a slow process
that allows time for rescue. Males usually utilize
more lethal methods, such as firearms and hang-
ing, which preclude subsequent intervention. Re-
gardless of gender, 59 percent of all suicide fatali-
ties involve handguns (U.S. Public Health Service
1999, 3). Contrary to popular media portrayals,
only 35 percent of those who commit suicide leave
a suicide note (Lester 1993, 76).

Whites commit suicide at twice the rate of
Asian Americans, Latinos, and African Americans,
although rates among the latter have been rising.
Whites accounted for 90 percent of all suicides in
1998, with White males constituting the largest
group overall, 73 percent (Centers for Disease Con-
trol and Prevention 2001, 1; Eberhardt et al. 2001,
217–219). Native American Indians (especially
males) and Alaska Natives are also overly repre-
sented among completed suicides. Among Native
American Indians, however, this varies by tribe,
degree of social integration, importance of reli-
gion, and adherence to traditional cultural values.
Certain subgroups of Asian Americans/Pacific Is-
landers (AAPIs) have suicide rates that surpass the
national average. For example, among women 65
years and over, Asian Americans have the highest
suicide rate and AAPIs living in Hawaii die of self-
inflicted injuries more than the rest of the popula-
tion (Centers for Disease Control and Prevention
2002, 2–3; Eberhardt et al. 2001, 219). Suicide is
also higher among U.S. immigrants, perhaps due
to increased stress and isolation and reduced so-
cial support.

Suicide is considerably higher among widowed
and divorced than married adults. Marital status
differences were most apparent among the elderly.
In 1992, widowed and divorced men suicided 2.7

times more often than married men. Similarly,
widowed and divorced women suicided 1.8 times
more often than their married counterparts (Cen-
ters for Disease Control and Prevention 2001, 2).
Thus, marriage is a greater protective factor for
men than women. Motherhood also offers protec-
tion; childless women commit suicide more often
than women with children.

Increased suicide is also observed among cer-
tain professionals, such as psychiatrists, psycholo-
gists, dentists, physicians, and police officers, as
well as among unemployed men. Students attend-
ing elite universities have higher suicide rates, al-
though students in general are not at greater risk
than the general population of youths. Social class
differences are not consistently observed, but re-
gions with the highest quality of life have the high-
est suicide and lowest homicide rates. It is possible
that a higher quality of life makes it difficult to
blame unhappiness on external sources, such as
poverty or the economy. Precluded from directing
anger externally, people turn their feelings inward
and experience them as depression.

Over the past forty-five years, suicide has esca-
lated almost 300 percent among teenagers and
young adults. Indeed, among 15- to 24-year-olds,
suicide is now the third leading cause of death,
surpassed only by accidents and homicide (U.S.
Public Health Service 1999, 3). If the true number
of suicides that are disguised as accidents were
known, suicide would likely become the leading
cause of death among this age group. In 1998,
youths experienced more deaths from suicide than
from AIDS, cancer, pneumonia, heart disease,
stroke, birth defects, chronic lung disease, and in-
fluenza collectively (Centers for Disease Control
and Prevention 2001, 2). Although African Ameri-
can teenagers suicide less often than White youths,
between 1980 and 1996 the suicide rate doubled
among 15- to 19-year-old African American males
(U.S. Public Health Service 1999, 3).

There has also been an increase in the preva-
lence of suicide among children 10 to 14 years of
age, for whom it is the fourth leading cause of
death (U.S. Public Health Service 1999, 3). Appar-
ent suicides among young children are usually at-
tributed to other causes, such as accidents, be-
cause it is commonly believed that an
understanding of the permanency of death must
first be achieved before one is capable of inten-
tionally killing oneself. In early childhood, chil-
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dren usually believe that death, like sleep, is transi-
tory and reversible.

The age cohort at greatest risk is the elderly.
With age, suicide rates increase, and they are high-
est among those 65 years and older, especially
among White males, who constituted 83 percent of
elderly suicides in 1998. Perhaps because people
are living longer, the incidence of suicide has in-
creased significantly among 80- to 84-year-olds
during the past two decades (Centers for Disease
Control 2001, 1).

There is some evidence that suicide varies over
time and season. For example, suicides peak dur-
ing spring and autumn and are more prevalent on
Mondays. Suicides are consistently down during
times of war, probably due to increased feelings of
interpersonal connectedness when everyone is
perceived as partaking in a shared cultural event.

Risk Factors
Numerous biological, psychological, and social
variables contribute to the development of suicidal
thoughts and actions. No single event is likely to
produce suicidality; rather, the desire to die is the
consequence of several stressors that coalesce over
a relatively brief period of time. These stressors are
experienced as overwhelming, particularly among
those who are vulnerable due to previous life ad-
versities, have low tolerance for adversity, and suf-
fer current support network deficits. The following
factors are associated with increased suicide risk.

Genetics
Although suicide tends to run in families, it is diffi-
cult to know whether that tendency is the conse-
quence of genetics or socialization and learning.
Having one or more family members commit sui-
cide increases the risk of suicide among other fam-
ily members. It may be that suicide comes to be ex-
pected or considered a viable means for coping with
intolerable psychological pain. However, adopted
children who suicide have more suicides in their bi-
ological families than their adopted families, sug-
gesting that a propensity for suicide is inherited.
Furthermore, there is a strong genetic component to
depression, bipolar disorder (manic depression),
schizophrenia, and alcoholism, the psychiatric dis-
orders most commonly associated with suicide.

Biology
People with low levels of serotonin, a brain chemi-

cal responsible for regulating mood and impulse
control, particularly in the frontal cortex, are more
likely to attempt and commit suicide. The lower
the level, the more frequent and violent are the at-
tempts. Other biological markers that are associ-
ated with increased suicide risk include elevated
levels of the stress hormone cortisol and atypical
brain electrical impulses that possibly suggest
minimal brain dysfunction. Women make more
suicide attempts during the premenstrual and
bleeding stage of their menstrual cycle, suggesting
an association between suicide and hormone lev-
els and mood.

Early Childhood Experiences
A history of parental loss, childhood abuse and
neglect, family aggression, or academic pressure is
more apt to be present among suicidal individu-
als. Parental loss, whether due to death, separa-
tion, or divorce, is associated with later depression
and suicide, especially during subsequent
episodes of real or threatened loss. Completed sui-
cides are most related to multiple losses, at an
early age, and often for tragic reasons. Abused
children also exhibit higher incidence of suicide
and other self-injurious behavior, especially when
abuse is paired with neglect. Aggressive families,
in which brutality dominates and children develop
a low threshold for frustration and poor impulse
control, also contribute to heightened suicidality.
Finally, excessive parental demands for academic
excellence contribute to suicide in youths, who
may come to view themselves as inherently worth-
less and unlovable unless they are both perfect
and accomplished.

Psychiatric Disorders
Almost all suicidal individuals suffer from a diag-
nosable and treatable mental illness, most notably
clinical depression. In fact, the lifetime mortality
rates from suicide are 15 percent among sufferers
of recurrent depression, 20 percent for bipolar dis-
order, 18 percent for alcoholism, and 10 percent for
schizophrenia (American Foundation for Suicide
Prevention 2001).

Drug and Alcohol Use and Abuse
Alcohol is a central nervous system depressant
that can result in increased sadness, even days fol-
lowing ingestion. Consumption can exacerbate an
existing depression and, especially for sensitive in-
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dividuals, induce depression when as few as five to
six drinks are consumed per week. Furthermore,
mixing alcohol and drugs is often highly lethal,
and either alone can lead to confusion, diminished
impulse control, and increased courage to die, all
of which enhance the likelihood of self-destructive
behavior and death.

Health Problems
Illness may result in diminished abilities; loss of
identity, dreams, and financial resources; and feel-
ings of alienation and isolation. Among adoles-
cents, simply feeling different from peers (e.g., be-
cause of a severe case of acne) can precipitate a
crisis. Among the elderly, pain, growing disability,
isolation, loss of function and independence, and
death of elderly friends and family can be particu-
larly heartrending and contribute to the desire to
surrender their life. For the terminally ill and some
elderly persons, the decision to die may seem ra-
tional, especially if they feel that they have lived a
contented life and wish to avoid further sorrow,
loss, and certain death.

Loss and Rejection
Loss or rejection often precipitates a suicide crisis.
Loss may be real, perceived, or threatened, tangible
or intangible. Concrete events include lost relation-
ships (through death, divorce, or separation), em-
ployment, housing, and changed geography. Many
suicides follow the breakup of a relationship, a re-
cent disappointment, and disciplinary action. Less
tangible may be lost self-concept, self-worth, sta-
tus, security, expectations, and hope.

Others
Additional factors that are associated with ele-
vated suicide risk include impulsivity, aggression,
easy access to guns, isolation, difficulty accessing
mental health services, refusal to get help because
of shame or embarrassment, religious or cultural
belief that suicide is an acceptable or noble way to
cope with problems, media presentations of the
suicide of famous celebrities, and local suicide
clusters or epidemics.

Danger Signs
Most suicides are preceded by danger signs that
suggest death is being considered. The presence 
of several danger signs indicates high risk for
suicide.

Suicide Threat
Any direct allusion to suicide should be taken seri-
ously. Intent, however, can be conveyed indirectly,
through humor for example, in order to test or pro-
tect the person being told. Examples of indirect
statements include, “You’d be better off without
me,” “I want to go to sleep and never wake up,”
“Have you ever thought about suicide?” and “I’m
going away on a long, long trip.” Suicide intent may
also be conveyed through poetry, songs, and es-
says.

Previous Attempt
A previous suicide attempt is the greatest risk fac-
tor for a subsequent attempt. Individuals who at-
tempted once are three times more likely to attempt
again, and repeat attempters are 600 times more
likely than the general population to die from self-
inflicted injuries (Flanders 1991, 33). Suicide at-
tempts are sometimes regarded as a call for atten-
tion. Although there is some truth to this, all
desperate cries for help should be taken seriously; if
not, some people will make repeated attempts until
they eventually kill themselves. Indeed, 10 percent
of attempters ultimately die by their own hands,
and as many as two-thirds of suicide victims had
made previous attempts (Flanders 1991, 33).

Depression
The risk of suicide increases significantly with the
presence of depression. Depression is manifest
through sadness, irritability, emotional outbursts,
crying, insomnia or increased sleeping, lack of ap-
petite or increased hunger, low energy, poor con-
centration and memory, difficulty taking pleasure
in things previously enjoyed, feelings of guilt or
worthlessness, and thoughts of death. A severely
depressed person may experience many of these
symptoms, as well as feeling hopeless, helpless, un-
motivated, indecisive, highly anxious, and uninter-
ested in socializing and maintaining proper hy-
giene. It is likely that severity of depression is less
important than feelings of hopelessness in pre-
dicting suicidal risk.

Behavior and Personality Changes
Sudden, drastic changes in a person’s behavior
may suggest that something important is occur-
ring, including giving up on life or preparing for
death. For example, a normally outgoing, friendly,
energetic person who becomes morose and with-
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drawn may be depressed or resigned to die. Like-
wise, a highly motivated and accomplished stu-
dent who loses interest in academics, whose
grades fall, or who shows up to class late or drunk
or stoned may be experiencing serious emotional
problems. Finally, someone who has been suici-
dally depressed for an extended time and suddenly
snaps out of it may be experiencing relief because
she is no longer conflicted about whether to live or
die: The person has decided on dying and thus has
achieved inner peace.

Setting Affairs in Order
People who are planning to die may write a will or
give away prized personal possessions to friends
and family. Arrangements may be made for the
care of pets.

Suicide Imitation and Contagion
Knowledge of people who have killed themselves
increases the risk of suicide shortly thereafter. Sui-
cides, especially of celebrities, that are published
on the front page of newspapers result in increased
suicides over the following months, particularly
among youths and within the districts supplied by
the newspaper. The greater the publicity, the more
subsequent suicides and single-car crashes (which
may well be masked suicides) are observed. Other
media presentations of self-inflicted deaths also
influence suicide incidence. For instance, a 1985
television movie broadcast in New York State re-
sulted in elevated suicide rates, though only for
that state. Some studies find that mass media rep-
resentations affect only youths and last seven to
ten days following exposure.

Suicide clusters also suggest the importance of
imitation. For example, turn-of-the-century Rus-
sia experienced seventy child suicides within a
single school district over a two-year period. The
University of California at Berkeley experienced
the suicide deaths of five males by jumping from
buildings within one month. Finally, for a dozen
years following the hanging of a prominent man
who was conflicted about his love for two women,
it was common for others in a similar situation to
seek a similar outcome (Davidson 1989).

Treatment
Psychotherapy is helpful when the pain of living
becomes unbearable. Whether delivered by a psy-
chologist, social worker, or other mental health

professional, psychotherapy affords an environ-
ment in which feelings are shared and explored
and coping techniques are learned. When extreme
or protracted distress is experienced, especially
when accompanied by suicidal thoughts, medica-
tions that affect a person’s feelings, thoughts, and
behaviors are sometimes used to restore stability
and contentment. Psychotropic medications are
usually prescribed by a psychiatrist, a medical
doctor whose specialty is mental health and whose
primary focus is symptom reduction and manage-
ment of medication side effects. Antidepressants,
especially selective serotonin reuptake inhibitors,
effectively reduce depression and suicidal
ideations. Because anxiety and insomnia increase
suicide risk, anxiolytic drugs, particularly benzo-
diazepines, which specifically target anxiety, may
also be considered. Mood stabilizers effectively
treat bipolar disorder (manic depression) by re-
ducing mood swings from extreme highs to ex-
treme lows. Medications are most effective when
combined with psychotherapy.

If depression appears annually in late autumn
when daylight hours are short and resolves by
spring as daylight hours increase, seasonal affec-
tive disorder (SAD) may be the cause. It is treated
with phototherapy, or light therapy, in which time
is spent sitting in front of a special lamp that mim-
ics natural daylight.

In cases of severe depression that do not suffi-
ciently respond to medications and psychotherapy,
electroconvulsive therapy (ECT) may be pre-
scribed. ECT involves electrically stimulating the
brain by placing electrodes on the head while a pa-
tient is anesthetized, in order to induce a seizure.
Remission of the depression and suicidal ideation
is usually achieved after six to twelve treatments.
Unlike in the past, current methods are painless,
with minimal, usually short-term, side effects.
During periods of extreme suicidality, hospitaliza-
tion may be required to reduce symptoms,
strengthen coping abilities, return the person to
previous levels of functioning, and avert further
emotional deterioration or breakdown.

Kenneth M. Cohen

See also: Social Support; Suicide in Older Adults 
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Suicide in Older Adults
The word suicide has been used for centuries to
mean the willful taking of one’s life. The phrase
“commit suicide”has its origins in the legal and re-
ligious prohibitions of suicide and therefore has
criminal and moral connotations. With the advent
of biomedical understanding, there is a growing
consensus that one does not commit suicide as one
might commit a crime or sin. Thus the phrase
“commit suicide” may be anachronistic. Suicide is
not synonymous with attempted suicide. Most
people who attempt suicide will never die by their
own hand; only a minority of suicides have previ-
ously made a suicide attempt. The phrase “older
adult” is used in contrast to “younger adult,” but no
firm age cut-off exists at which one becomes older,
and the age at which one is considered older in a
given society is mediated by societal attitudes. An
accepted but arbitrary convention is to use 65
years of age as a cutoff, but this group is heteroge-
neous. Risk factors for suicide in a 65-year-old and
an 85-year-old probably differ, but data are un-
available. As a multidetermined product of inter-
secting forces at multiple levels of analysis ranging

from the molecular to the macro, suicide in older
adults is an exemplary object of inquiry in human
ecology.

Facts and Figures
Suicide is more common than homicide, particu-
larly among older adults.White males 85 years and
older have a suicide rate that is almost six times
the age-adjusted rate in the United States. In most
countries men have higher suicide rates than
women. In the United States, rates for males in-
crease with age, but rates for women peak in
midlife and remain stable or decline thereafter. In
many other countries, however, later life is the time
of highest risk for both men and women. Suicide
rates for people who are single or widowed are
higher than those for married people. There is no
consensus on the question of socioeconomic sta-
tus and suicide, but our research suggests that a
plurality of older suicides did not graduate from
high school, and that lower levels of education
confer risk (Conwell and Duberstein 2001).World-
wide suicide rates vary substantially across geopo-
litical region. The term “geopolitical” is used in-
stead of geographic to emphasize that suicide risk
may be amplified or ameliorated both by biocli-
matics (temperature, exposure to sunlight), and by
legal instruments, economic arrangements, reli-
gion, and other aspects of human ecology. Period-
icity is a term that has been used to refer to differ-
ences in rates as a function of time, defined as day
of the week, day of the month, month of the year,
or season. Suicide rates in the northern hemi-
sphere, for example, tend to be higher during the
warmer months than the colder months. Birth co-
hort effects are also important. Due to shared ex-
posure to life-shaping events such as economic de-
pressions, wars, political upheaval, or child-rearing
practices, suicide risk may vary with birth cohort.
For example, the large post–World War II birth co-
hort has had higher suicide rates than immedi-
ately preceding cohorts.

Role of Psychiatric Disorders
Once the province primarily of religion and the
law, suicide has been recast largely as a biomedical
public health problem. Research conducted over
the past half century has shown that close to 90
percent of adults who take their lives have a diag-
nosable psychiatric disorder at the time of death,
most frequently major depression, alcohol abuse
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or dependence, or schizophrenia. Among older
suicides, the most common diagnosis is a first
episode (rather than a recurrence) of mild to mod-
erate major depression (Conwell and Duberstein
2001). Ironically, this disorder may be malignant
in part because it is relatively mild, making it more
difficult to detect, diagnose, and treat. Underdiag-
nosis represents a major obstacle to prevention.
Mild symptoms in people with histories of ade-
quate adjustment may be difficult to detect and
treat, because health care providers, friends, rela-
tives, and others are not cued into the possibility of
suicide risk (Duberstein 2001).

Role of Physical Illness
Just when pioneering psychiatric research has led
to calls for public health solutions to the problem
of suicide, fears of the prospect of growing ill and
infirm in a body that steals one’s independence
has sparked debate about the legal right to die with
dignity. The legal system had been relatively pe-
ripheral to debates about suicide for more than a
century, but it has begun to intervene, most visibly
in the Netherlands and in Oregon (United States).
These activist courts are the exceptions that prove
the rule. Given the prevailing legal climate, it is not
surprising that there is a lack of good epidemio-
logical data on the prevalence of what is called ra-
tional suicide or physician-assisted suicide. Al-
though assumptions about a causal link between
physical illness and late-life suicide have rarely
been tested, our data suggest that suicide in the ab-
sence of potentially treatable psychological dis-
tress or frank psychiatric disorder is rare (Conwell
and Duberstein 2001). In their review of suicide
risk in more than sixty diseases among adults of
all ages, Clare Harris and Brian Barraclough
(1994) marshaled good evidence that HIV/AIDS,
head and neck cancers, Huntington’s disease, mul-
tiple sclerosis, peptic ulcer, renal disease, spinal
cord injury, and systemic lupus conferred in-
creased suicide risk.

At least two interpretative frames may be ap-
plied to these findings. Biological frameworks as-
sume that particular disorders have pathophysio-
logical effects on brain function and thereby
increase risk for depression and suicide. Examples
include tumors that affect the central nervous sys-
tem, endocrine disorders, or certain medications
used in the treatment of serious systemic illness.
Social-constructionist frameworks emphasize the

symbolic meaning of the disease to the individual,
as derived from societal norms as well as personal
experiences. A cancer diagnosis could be inter-
preted as a death sentence, particularly among
those who have witnessed a relative succumb to
the illness.

Contemporary Questions and Directions
The emerging, controversial discipline of molecu-
lar psychiatry seeks to identify genetic predisposi-
tions to depression and suicide that could poten-
tially be targeted pharmacologically using
genomics. At a macro level, societal attitudes to-
ward mental illness, aging, and suicide could dis-
courage early recognition and treatment of symp-
toms that confer risk for suicide. Advertising and
public education campaigns designed to eradicate
stigma could prove useful. Rigorous research and
debate on the detection, definition, diagnosis, and
treatment of mental disorders is needed to opti-
mize the effectiveness of new biological treat-
ments and public health campaigns.

Paul R. Duberstein
Yeates Conwell

See also: Mental Illness in Old Age; Suicide
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Sustainable Development
The concern for sustainability, or as it is more
commonly called, sustainable development, is
based on recognition of “the need to ensure a bet-
ter quality of life for all, now and into the future, in
a just and equitable manner, whilst living within
the limits of supporting ecosystems” (Agyeman,
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Bullard, and Evans in press). The concern for sus-
tainability represents an attempt to look holisti-
cally at the human condition, at human ecology,
and to foster holistic solutions, rather than our
current piecemeal policy solutions to humanity’s
greatest problems. Achieving sustainable develop-
ment requires focusing on quality of life, on pres-
ent and future generations, on justice and equity in
resource allocation, and on living within ecological
limits. Sustainable development is therefore a pol-
icy framework for improving the way we do things
on this planet of finite resources.

Since the 1980s, there has been a massive in-
crease in published and online material dealing
with sustainability and sustainable development.
This increase has led to competing and conflicting
views over what the terms mean, and what is the
most desirable means of achieving the new policy
goal. To some, the concepts are too all-encompass-
ing to be of any use. To others, the concepts offer a
holism that is lacking in our current reductionist
policy making. According to Redclift (1987), sus-
tainability as an idea can be traced back to two de-
velopments. These were the neo-Malthusian “lim-
its to growth”debates of the 1970s, led by Professor
Jay Forrester at MIT and Britain’s Ecologist maga-

zine, and the 1972 UN Stockholm Conference on
the Human Environment.

The single most frequently quoted definition of
sustainable development comes from the World
Commission on Environment and Development
(1987): “Sustainable development is development
that meets the needs of the present without com-
promising the ability of future generations to
meet their own needs” (World Commission on
Environment and Development 1987, 43). This
definition implies an important shift away from
the traditional, conservation-based usage of the
concept as developed by the International Union
for the Conservation of Nature (IUCN) in its 1980
World Conservation Strategy, to a framework that
emphasizes the social, economic, and political
context of development. By 1991, the IUCN had
modified its definition: “to improve the quality of
life while living within the carrying capacity of
ecosystems” ( International Union for the Conser-
vation of Nature 1991). However, unlike the first
definition in this entry, neither the World Com-
mission on Environment and Development
(WCED) definition nor the IUCN definition
specifically mentions justice and equity, which
most commentators now hold to be of fundamen-
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tal importance in developing sustainable commu-
nities and futures.

It was the 1992 United Nations Conference on
Environment and Development in Rio de Janeiro,
more popularly known as the Earth Summit,
which boosted sustainability and sustainable de-
velopment to their current high-priority status in
policy-making circles among all levels of govern-
ments around the world. The major policy out-
come of the Earth Summit was Agenda 21, a global
agenda for sustainable development in the twenty-
first century that was adopted by more than 178
Governments. The Commission on Sustainable
Development (CSD) was created in December
1992 to ensure effective follow-up of the Earth
Summit and to monitor and report on the imple-
mentation of Agenda 21 at the local, national, re-
gional, and international levels. The successor to
the Earth Summit was the 2002 World Summit on
Sustainable Development in Johannesburg.

Recent thinking, according to Philip McNaghten
and John Urry (1998,215),reflects the “growing im-
petus within the policy making community to
move away from questions of principle and defini-
tion. Rather they have developed tools and ap-
proaches which can translate the goals of sustain-
ability into specific actions, and assess whether real
progress is in fact being made towards achieving
them.” Prominent among these tools, they argue,
are sustainability indicators. Sustainability indica-
tors help policy makers and communities under-
stand what current conditions are (e.g., what the
levels of sulfur dioxide pollution are); which way
the indicator is going (whether there is less sulfur
dioxide pollution or more); and how far we are from
where we want to be (how far sulfur dioxide levels
are from the target values set by the community?).

Economics has been influenced by sustainabil-
ity. The economics of sustainability says that we
must not diminish our “natural capital,” that is, our
stocks of natural assets that yield a flow of goods
for the future, assets such as a forest, a fish stock,
or an aquifer. These stocks provide important eco-
logical services, such as a harvest or flow that is
potentially sustainable year after year. If the forest,
fish stock, or aquifer is our natural capital, the har-
vest or flow is our “natural income.”

There are three types of natural capital:

Renewable, such as living species and
ecosystems

Replenishable, such as surface water and
groundwater

Nonrenewable, such as fossil fuels and
minerals

Natural capital is more than just an inventory of
our resources. It comprises the components and
structures of the ecosphere, the totality of global
ecosystems. Since renewable and replenishable re-
sources are essential for life support, these forms
of natural capital are fundamental and are called
critical natural capital. They cannot be traded or
allowed to depreciate.

The “strong” model of sustainability says that
we should conserve and enhance our natural capi-
tal stocks and live on the income generated by
them. The “weak” model says that it is acceptable
to lose natural capital if we substitute the equiva-
lent “human capital”; for example, human-made
microwave transmission and optical fibers have
greatly reduced the need for natural copper. The
problem with weak sustainability is that substitu-
tion doesn’t work in many cases; for example, nat-
ural capital such as a forest is often a prerequisite
for human capital such as a sawmill. In other
cases, human capital simply cannot substitute for
critical natural capital.

Another economic issue that sustainability fo-
cuses on is how we measure progress. The tradi-
tional measure is GNP (Gross National Product).
This measure was developed in the 1940s to see
how well different countries were doing in terms of
wealth generation. It is a measure of human activ-
ity that is rewarded by a payment. GNP measures
the value of goods and services produced by U.S.
nationals anywhere in the world; since 1991, the
preferred measure has been GDP (Gross Domestic
Product); a measure of the value of goods and
services produced within the boundaries of the
United States. GDP doesn’t, however, account for
human activities such as domestic and family
tasks, taking care of kids or the elderly, volunteer
or community work, and leisure time activities.
GDP is therefore only a measure of wealth, that is,
standard of living, not unpaid human activities
that  contribute to quality of life, which is increas-
ingly important in civil society. Unpaid human ac-
tivities create social capital, the cement that keeps
societies functioning normally. Neither GNP nor
GDP provide information on wealth distribution,
on social development, or on environmental exter-
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nalities, such as oil spills. If a country is generating
massive wealth that is, has a high GDP, but is pol-
luting massively, or is near social breakdown
through crime, stress, and ill health, can we say
that this it is developing sustainably?

Many countries are now seeking alternative
ways of looking at development that take into ac-
count the environmental externalities (such as the
costs of pollution, depreciation of natural assets,
loss of ecosystems) and the social development is-
sues of wealth distribution, equity, and the like.
One example is the Index of Sustainable Economic
Welfare (ISEW). The problem is, while GNP meas-
ures standard of living, that is, the amount of
money in our pockets, which for many is rising,
ISEW measures quality of life (are you afraid to
walk the street?), which is falling for most people.
The message? More money doesn’t mean more
happiness.

Some policies for sustainable development that
are being implemented in different parts of the
world include the following:

Eco taxes, which shift the tax burden from
good things like employment, to bad
things, like pollution and resource use.

Elimination of agricultural and energy
subsidies, which are environmentally
damaging through their encouragement to
overuse energy, fertilizer, pesticides, and
irrigation water. Sustainable agriculture
relies on recycling of nutrients, natural pest
control, labor intensity, and less use of
artificial products.

Recycling and renewables would be given
greater prominence. The study of industrial
ecology is showing how industrial systems
can be made to mimic the closed cycle

patterns of natural systems with materials
reuse and minimal or zero waste.

Efficient transportation systems, which replace
energy intensive automobile transport with
high-speed trains, public transit, greater
use of bikes and walking, redesign of cities
and suburbs through smart growth and
New Urbanism projects to minimize
transportation needs through mixed-use
developments.

Julian Agyeman

See also: Consumption, Ethical; Environmental
Movement in the United States and People of Color;
Environments of Children; Social Capital; UNICEF

References and Further Reading
Agyeman, Julian, Robert Bullard, and Bob Evans. In

press. Just Sustainabilities: Development in an
Unequal World. London: Earthscan/MIT Press.

International Union for the Conservation of Nature. 1991.
Caring for the Earth. London: Earthscan.

Jacobs, Michael. 1992. The Green Economy: Environment,
Sustainable Development and the Politics of the
Future. London: Pluto Press.

McNaghten, Philip, and John Urry. 1998. Contested
Natures. London: Sage.

Middleton, Neil, and Philip O’Keefe. 2001. Redefining
Sustainable Development. London: Pluto Press.

Milbrath, Lester. 1989. Envisioning a Sustainable Society.
Albany: SUNY Press.

Redclift, Michael. 1987. Sustainable Development:
Exploring the Contradictions. London: Routledge.

Roseland, Mark. 1998. Toward Sustainable Communities:
Resources for Citizens and Their Governments.
Gabriola Island, BC: New Society Publishers.

Wackernagel, Mathis, and William Rees. 1996. Our
Ecological Footprint. Gabriola Island, BC: New Society
Publishers.

World Commission on Environment and Development.
1987. Our Common Future. Oxford: Oxford University
Press.

676 Sustainable Development



Teaching Older Adults 
to Use New Technologies
In today’s society, the segment of the population
aged 60 and older is growing at an unprecedented
rate. Gerontechnology, a new area in the study of
human aging, has focused on developing technol-
ogy to promote independence and reduce disabili-
ties associated with old age. Although the promise
of new technologies is great, this potential is highly
dependent on the ability of older adults to learn to
use such technologies. For this reason, it is impor-
tant that effective training programs be developed
to teach older adults how to use new technology.
The discipline known as human factors provides
an effective means of accomplishing this goal.
Human factors is a science focused on optimizing
interactions between humans and the machines
that they use, thereby resulting in improved safety
and quality of life. When methods to teach older
adults to use new technologies are being devel-
oped, a systems approach to human factors re-
search is effective because the characteristics of
the person, the environment, and the technology
itself are considered through a series of sequential
steps: needs assessment, task and person analysis,
selection and design of training programs, and
evaluation.

The initial step of needs assessment deter-
mines the content of training materials by explor-
ing whether training is necessary, what goals older
people wish to accomplish, what skills need to be
taught, and the characteristics of those who will
benefit most from training. This step is crucial,
given evidence that older adult users and nonusers

of new technologies such as the Internet share
common goals and express positive attitudes
about learning to use new technology.

Task and person analyses follow needs assess-
ment and are conducted to determine the charac-
teristics of device function and of people who will
use the device. Specifically, task analysis defines
the step-by-step procedure for operating a device
and results in a list of requirements and abilities
that are essential to effectively operate that device.
For example, correct use of a blood glucose moni-
tor requires the completion of a procedure com-
posed of fifty-one substeps (Rogers et al. 2001, 6).
Of equal importance is the person analysis, which
defines the capabilities and limitations of those
who will learn to use a new technology. Because
the human body and mind change with age, per-
son analysis is especially important when design-
ing training programs for older adults. Due to
well-documented age-related changes in memory,
attention, vision, and audition, older adults have
special needs that should be considered when de-
veloping any training program.

From the results of the task and person analy-
ses, the most appropriate design and selection of
training options can be used to facilitate learning.
For instance, older adults’ decline in memory may
decrease the likelihood that they will remember
the fifty-one-step procedure used to operate a
blood glucose monitor. Training techniques such
as the provision of well-organized written instruc-
tions may assist in reconciling the differences be-
tween task requirements and personal limitations.

Once a training program is in place, evaluation
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of that program is necessary to ensure that train-
ing is effective. To evaluate a program, measures of
successful learning such as retention of informa-
tion and ease of device usage should be examined.
If a training program is deemed ineffective, the
adoption of new training techniques and needs as-
sessment information should be considered.

Following the systems approach to human fac-
tors and continually revising training programs to
meet the special needs of trainees, institutions,
and individuals may build programs to effectively
teach older adults to use new technology. Through
increased access to new technologies and reduced
frustrations associated with effective training pro-
grams, older adults’ daily activities will be en-
hanced and their ability to maintain an independ-
ent lifestyle will be extended. For instance, older
adults may choose to take an active role in their
health care maintenance by learning to use home
medical devices such as blood glucose monitors,
or they may increase accessibility to their personal
finances by learning to use automatic teller ma-
chines (ATMs).

The benefits of teaching older adults to use new
technology extend far beyond the empowerment
and continued autonomy of the older individual to
the economic and emotional stability of families
and society. New technologies provide a means for
older adults to age in place at home, thereby pro-
longing an independent lifestyle and avoiding
nursing home care. Given the emotional and fi-
nancial costs of institutionalized care, family
members and society benefit from older adults’ ef-
fective use of new technology.As new technologies
emerge in the future, the systems approach de-
scribed here can be adopted to optimize interac-
tions between humans and machines, thus result-
ing in effective training programs that benefit
people of all ages across a variety of educational
contexts.

Christopher B. Mayhorn
See also: Aging and Technology; Housing and Older

Adults; Intergenerational Programs in Communities;
Older Adults: Preparation for Future Care; Outdoor
Mobility in Old Age
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Temperament
Temperament can generally be defined as a behav-
ioral or emotional trait that differs across individ-
uals, appears early in life, is relatively stable over
the life span, and is, at least to some degree, influ-
enced by biology. This broad definition of tem-
perament is generally agreed upon by most psy-
chologists, but there is a devil in the details. The
majority of the many questions about tempera-
ment can be summarized into two broad themes:
what the structure of temperament is and how bi-
ology is related to this structure. As noted above,
one of the things that temperament researchers
agree upon is that temperament reflects individual
differences in the way individuals interact with the
environment. Accordingly, temperament has be-
come an important factor in predicting other be-
havioral outcomes.

Temperament, broadly defined, is among the
oldest concepts in psychology. Indeed, the general
manner in which temperament is defined by be-
havioral scientists today differs very little from the
way the ancient Greeks talked about the essential
nature of a person. Galen, a Greek physician of the
second century A.D. whose works were considered
authoritative for many centuries, used the four hu-
mors to identify nine basic temperament types,
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five of which were the result of balanced relation-
ships among the four humors and four of which
were derived from the dominance of one humor
over the others (Kagan 1994). If one replaces the
humors with genes and neurochemicals, the ap-
proach to temperament taken by Galen seems lit-
tle different from that of contemporary tempera-
ment researchers.

One of the primary questions facing tempera-
ment researchers is how to identify a temperament
trait; what exactly are the dimensions of tempera-
ment? One of the issues that make answering this
question so challenging is that temperament is not
a kind of behavior, like aggression, prosocial be-
havior, risk-taking, or other categories of behav-
iors. Rather temperament is a quality of behaving.
Alexander Thomas and Stella Chess suggested that
temperament is understood to be the “how of be-
havior” (1977). Similarly, Strelau (1987) defines
temperament as the stylistic aspects of behavior
rather than the content of behavior. Thus, typically

temperament is not so much observed as it is in-
ferred from abstract descriptions of the qualitative
aspects of an individual’s behavior. As a result, the
identification of a temperament trait is sensitive to
the qualitative descriptions used to describe it.
Perhaps the importance of this kind of description
accounts for Strelau’s (1997) identification of
nearly eighty different terms used to refer to tem-
perament characteristics. A primary emphasis in
temperament research has then been to seek a
convergence of descriptive terms. For example,
how different are arousal and sensory threshold,
approach/withdrawal and behavioral inhibition,
and emotionality and quality of mood?

Another common defining characteristic of
temperament is that it appears quite early in de-
velopment and is relatively stable over the life
span. It is for this reason that the study of tem-
perament has often focused on infancy and early
childhood. The assumption has been that tem-
perament is not an acquired characteristic; one
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doesn’t learn ones temperament, rather one is sim-
ply born with a given temperament profile. Further,
these in-born traits persist throughout the life
span, though they may change form. For example,
an infant may have a withdrawal-oriented tempera-
ment, but lacking the physical capacity to move in-
dependently may cry when presented with novel
situations or toys or people. This response has the
fortunate, for the infant, effect of prompting a care-
giver to either remove the infant from the stimulus
or the stimulus from the infant. In either case it ef-
fectively increases the distance between the infant
and that which makes him uncomfortable.

As such children grow through early childhood,
middle childhood, adolescence, and so on, they no
longer need to rely exclusively on others to control
their environment. They can themselves retreat
from situations that make them uncomfortable,
and they may actively seek out environments that
are of low stimulus intensity. In adolescence they
may begin to use depressant drugs such as alcohol,
narcotics, or nicotine to effectively withdraw from
situations that make them uncomfortable, but
which there is strong social pressure to be part of
(parties, school functions, and the like). These be-
haviors are quite different in form, but they yield
the same functional effect.

The assumption that temperament traits are
not acquired and are persistent across situation
and developmental period segues nicely into the
assumption that temperament is a behavioral trait
that has its origins in biology. Indeed, some have
argued that a behavioral characteristic cannot be
considered a temperament trait unless it has
strong biological underpinnings (e.g., Strelau
1998). The title of an influential edited book on
temperament sums this assumption up nicely:
Temperament: Individual Differences at the Inter-
face of Biology and Behavior (Bates and Wachs
1994). Strelau has identified six assumptions of
temperament research that reflect the strong as-
sertion that temperament is biological in origin:

Any psychological function depends on the
brain.

Genetic influences seem to be important in
determining individual differences in
temperament traits.

If genetic factors play an essential role in
determining individual differences in
temperament, then there must exist

intervening variables of a biological nature
that are transferred genetically through
generations.

The universality of temperament traits across
cultures implies that there must be species-
specific carriers of these traits that have a
biological background.

The presence of temperament traits and clear-
cut individual differences in this domain
since early childhood cannot be explained
by environmental factors.

The existence of temperament traits not only
in humans but also in other mammalian
species serves as the basis for two
important assumptions: (a) In the process
of biological evolution, temperament traits
must have played an important adaptive
function; (b) There must be some
biological mechanisms in common for both
humans and other mammals that mediate
temperament traits. (1994, 120)

A substantial issue in understanding the nature
of temperament is the relationship between tem-
perament and personality. In many ways, espe-
cially to the general public’s understanding, they
seem to be the same thing. Often in our common
discourse, we use temperament and personality
interchangeably. One of the more notable person-
ality researchers of the twentieth century, the late
Hans Eysenck, took this view. According to
Eysenck (1991), semantically the concepts of tem-
perament and personality are indistinguishable.

Arnold Buss and Robert Plomin (1984) suggest
that temperament is a precursor to personality.Ac-
cording to their view, temperament is the core set
of behavioral dimensions that provide the founda-
tion for personality. This view of temperament as a
precursor to personality, or as the biological foun-
dation of personality, has recently become more
widely accepted (Halverson, Kohnstamm, and
Martin 1994). However, there are several difficul-
ties in relating the concepts of personality and
temperament. Strelau (1987) argues that first,
temperament is biologically determined, while so-
cial processes determine personality. Second, the
structure of personality is shaped much later in
development than that of temperament, which is
thought to be present very early in childhood. Per-
sonality is also thought to be a behavioral phe-
nomenon exclusive to humans, whereas tempera-
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ment traits such as approach and withdrawal have
been shown in many species. It should be noted,
however, that several researchers are currently ex-
ploring the existence of what are called the big five
personality factors in primates (James King and
Aurelio Figueredo 1997).

One way that many researchers have thought
about temperament as the “quality of behaving,”
and differentiated it from personality, is by defin-
ing temperament as an emotional trait. Gordon
Allport (1937) originally proposed this view,
defining temperament as constituted by the emo-
tional characteristics of behavior. Albert Mehra-
bian (1991) has outlined a general emotion theory
of temperament, in which the key concept is the
emotion state, defined as the transitory emotion
that serves to relate situations to personality vari-
ables. The average of emotion states over time and
across situations constitutes the emotion trait or
temperament.

Several temperament researchers have dis-
cussed temperament as a dynamic developmental
process (e.g., Rothbart, Ziaie, and O’Boyle 1992;
Strelau 1991). This perspective is not incompatible
with an emotion- or personality-based view. The
difference rather is one of static vs. dynamic and
addresses the assumption of temperamental sta-
bility. For example, Mary Rothbart and her col-
leagues (1992) defined temperament as created by
individual differences in reactivity and self-regu-
lation. According to this approach, self-regulation
and reactivity are the two defining aspects of tem-
perament. Self-regulation refers to the set of
processes that modulate activity, including selec-
tive attention and responsiveness to cues. Reactiv-
ity refers to the arousability of the multiple physi-
ological and behavioral systems of the organism.
As the child develops, self-regulating processes in-
creasingly moderate reactive processes. Tempera-
ment is defined by an individual child’s reactivity
to environmental events and stimuli, in combina-
tion with her ability to self-regulate those
processes. Thus, a highly reactive child could ap-
pear similar in temperament to a less reactive
child, if the former child has adequate self-regulat-
ing skills.

Another widely accepted conception of tem-
perament is the goodness-of-fit model proposed
by Alexander Thomas and Stella Chess (1977).
Based on an analysis of the relationship of nine
behavioral dimensions in the context of the indi-

vidual’s environment, temperament can be de-
fined in terms of the goodness of fit between an
individual’s behavioral style and the environmen-
tal demands placed upon him. Chess and Thomas
define goodness of fit in the following way:

There is a goodness of fit when the person’s
temperament and other characteristics, such
as motivations and levels of intellectual and
other abilities, are adequate to master the
successive demands, expectations, and
opportunities of the environment. If, on the
other hand, the individual cannot cope
successfully with the environmental demands,
then there is a poorness of fit. With a goodness
of fit, psychological development and
functioning progress favorably. With a
poorness of fit, the individual experiences
excessive stress and failures at adaptation,
and his or her development takes an
unfavorable course. (1991, 16)

Using the goodness-of-fit model, one can begin
to see the relationship between temperament and
ecology. One of the foundations of ecological ap-
proaches to developmental psychology is that de-
velopment is a product of both individuals and en-
vironments actively shaping one another.
Temperament plays a key role in the manner in
which an individual actively shapes and organizes
her unique ecological environment. Shy, inhibited
children seek to find or modify their environments
in such a way that they will have to experience lit-
tle novelty. Conversely, outgoing, uninhibited chil-
dren actively elicit novel experiences, always seek-
ing to try new things. Indeed, as a result of this
organizing role and the way in which it interacts
with various ecological factors, temperament is re-
lated to a number of developmental outcomes such
as substance use, academic success, eating disor-
ders, adolescent risk-taking behaviors, and mem-
ory.

Moreover, there is a small but growing body of
evidence that suggests that temperament itself
may be modified by ecological factors (Wachs and
Kohnstamm 2000). The goodness-of-fit model of
temperament certainly suggests that under the
right ecological conditions an underlying tem-
perament trait may never become evident. How-
ever, a case for the stronger statement that tem-
perament traits are the result of a multitude of
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developmental factors might be made. Such devel-
opmental factors might include biological and be-
havioral reactivity; self-regulatory cognitive-be-
havioral attributes; caregiver attitudes and
behaviors that serve to encourage or undermine
self-regulatory abilities; and ecological factors
providing a contextual setting, as well as directly
facilitating or suppressing self-regulatory skills. It
may be the dynamic interplay of all of these vari-
ables over the course of development that serve as
the foundation of temperament profiles rather
than simply individual differences in biology
alone.

Ty Partridge

See also: Child Development, Cultural and Community
Influences on; Ecodevelopmental Theory; Epigenetic
Principle
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Tobacco Prevention and Youth
The ecological approach to youth tobacco preven-
tion stresses the need for interventions to target
larger social environments versus focusing
specifically on individual change. Substantial ev-
idence exists that prevention efforts only target-
ing individual behavior and education are mar-
ginally effective at bringing about significant
reductions in tobacco use (Cummings 1999).
Since tobacco addiction is the most preventable
cause of death in the United States and almost all
individuals who become addicted to nicotine
start smoking or chewing as adolescents, it is im-
perative that we consider the larger socioecologi-
cal systems that encourage and support youth to-
bacco use and addiction.

The tobacco industry relies on its ability to at-
tract adolescents to experiment with its products
in order to create a new stream of customers
chronic users either quit or die of tobacco-related
diseases. An adolescent who starts smoking today
will typically smoke for a minimum of sixteen
years if male and twenty years if female (Pierce
and Gilpin 1996). The end result of youth experi-
mentation with tobacco products can be devastat-
ing, including long-term nicotine dependency and
the subsequent life-threatening diseases caused by
prolonged use of tobacco products. Because nico-
tine addiction almost always begins in adoles-
cence, it is paramount to develop strategic and
successful prevention interventions for young peo-
ple. By that course of action, millions of individu-
als can be spared the dire health consequences as-
sociated with chronic tobacco use.
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Historic efforts to prevent youth drug use, in-
cluding tobacco, can be broadly categorized by in-
terventions focusing on either supply or demand.
Supply interventions can be defined as efforts
aimed primarily at eliminating or reducing the
ability of youth to obtain tobacco products and
hence prevent them from becoming addicted to
nicotine. Laws aimed at restricting or eliminating
the sale of tobacco products to minors are an ex-
ample of supply-based interventions. Demand-
based interventions represent the majority of to-
bacco prevention approaches. These interventions
aim to reduce or eliminate adolescent interest in
tobacco or desire to experiment with or initiate to-
bacco usage. The three main classifications of de-
mand-based programs are (a) the information
deficit model, (b) the affective education model,
and (c) the social influences model.

The information deficit approach provides spe-
cific knowledge or information about the dangers
of tobacco use. Often these messages are aimed at
inducing fear about the long-term health impacts
of being addicted to nicotine. Although providing
information about the effects of tobacco use re-
mains an important function for educators, stud-
ies indicate that information alone is not an effec-
tive method to modify the behaviors of most
youth. Because of the limitations inherent in infor-
mation-based interventions, researchers turned to
the development of affective models. These inter-
ventions use motivational or affective techniques
that are aimed at increasing self-worth and help-
ing young people develop a value system based on
a healthy nontobacco lifestyle. Affective educa-
tional models have proven to be no more effica-
cious than their predecessor.

Tobacco prevention efforts have most recently
focused on the social factors that encourage youth
to use tobacco products. Overall, the social influ-
ence models recognize the tremendous impact
that social environments play in facilitating or pre-
venting youth from smoking or chewing tobacco.
Interventions based on this model typically in-
clude ways youth can resist both peer pressures
and marketing pressures from the tobacco indus-
try. These methods often include training in social
and life skills, communication skills, or decision-
making skills, or all three. One reason given for the
success of these approaches is that they focus
more on the short-term immediate issues facing
adolescents. In contrast, information programs

that use scare tactics focus on the long-term health
risks and complications of tobacco use. For adoles-
cents, this information not only may be hard to
imagine but does not directly address and relate to
their current needs and life situation.

Traditionally, both demand and supply to-
bacco-control programs have focused almost ex-
clusively on individual behavior change and indi-
vidual education. Programs focusing solely on
individuals as the target of intervention typically
do not consider how broader systemic elements
(i.e., peer groups, families, tobacco companies and
retailers, community organizations, schools,
health-care institutions, legal bodies, and so on)
can interact and contribute to youth tobacco use.

In contrast to the historic supply and demand
interventions, ecological approaches include the
profound influence of environment on behavior. In
terms of tobacco prevention specifically, tobacco
use is conceptualized as an interaction between
individual characteristics and elements of social
contexts. That is, a young person’s tobacco experi-
mentation and use is influenced and shaped not
only by personal and individual factors, but also by
contributions from the psychosocial environments
in which people live. Rather than targeting specific
individuals or groups, the ecological approach
aims to alter tobacco use in entire populations by
impacting the larger social systems that contribute
to and support adolescent nicotine addiction.

Those interested in using ecological interven-
tions need to address the larger structures and sys-
tems that influence individual tobacco-use behav-
ior. In fact, an ecological prevention effort may not
involve any direct service to individuals at all
(Cummings 1999). As with individual approaches,
ecological efforts may focus on either supply or de-
mand dimensions; the ecological approach, how-
ever, targets multiple systems and utilizes multiple
strategies. In addition, ecological approaches are
appealing because they contribute to community
development and empowerment by facilitating
community organization and coalition develop-
ment (Aguirre-Molina and Gorman 1996).

Ecological interventions that attempt to de-
crease the supply of tobacco products examine
larger systemic structures that enable youth to ob-
tain tobacco, including public policy, local city or-
dinances, retailer education, and even cigarette tax
laws. For example, a community-based program in
California (Bidell et al. 2000) targets local ordi-
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nances for retailer display of cigarette products, as
an effective means to reduce illegal sales rates to
minors. An ecological framework can also be uti-
lized when intervention goals are centered on re-
ducing the demand for tobacco products.

The association between exposure to problem-
atic peer behavior and adolescent substance use
highlights the potential for prevention efforts that
intervene at the level of the peer environment
(Coker and Borders 2001). Policies limiting to-
bacco advertising, as well as media efforts aimed
at changing tobacco-related norms, may con-
tribute to decreased demand for tobacco products.
Strategies that enhance family management and
monitoring of youth activities can also play a role
in decreasing opportunities for substance use and
hence reduce youth’s desire to use tobacco prod-
ucts (Dishion and Skaggs 2000). Family manage-
ment skills and the quality of caregiver-adolescent
relationships can mediate the influence of peer as-
sociations. Adolescents with a positive bond to
caring adults may be less likely to engage with sub-
stance-using peers, and the involvement of family
members decreases opportunities for young peo-
ple to engage with deviant peers (Dishion, Capaldi,
and Yoerger 1999; Dishion and Skaggs 2000).

In summary, an ecological model to prevent
youth tobacco addiction posits that both mental
and somatic health of children is directly con-
nected to the health of families, schools, commu-
nities, corporations, and the society as a whole.Ac-
cordingly, ecological interventions target the
various systems within which adolescents develop,
seeking to curtail both the demand for and supply
of tobacco products.

Markus P. Bidell
Maureen A. Buckley

See also: Community Youth Development; Smoking
and Tobacco Use
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Transition from School 
to Work and Adult Life
In schools, universities, and businesses today, the
term “transition” is used most commonly to refer
to the process of learning and applying the skills
necessary to successfully move from childhood
through adolescence and into adult life. Preparing
students for this transition has been assumed to
be an important job of schools for many years, but
it has become even more of a primary focus in re-
cent years as a result of new federal legislation
(e.g., the 1991 Secretary’s Commission on Achiev-
ing Necessary Skills, the School-to-Work Oppor-
tunities Act of 1994, and the 1997 reauthorization
of the Individuals with Disabilities Education
Act), increased research, and more comprehensive
assessment techniques. This recent work has
much to contribute to the field of human ecology.
Not only has this work involved experts from a va-
riety of different fields and professions (e.g., psy-
chologists, sociologists, and teachers), but it has
also examined a variety of different levels of fac-
tors believed to influence success in this transi-
tion (e.g., societal, neighborhood, school, and
family factors).
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In the past decade, new federal legislation has
dramatically changed transition services. In 1991,
the U.S. Department of Labor released the Secre-
tary’s Commission on Achieving Necessary Skills
(SCANS), identifying four sets of skills that they
said schools should teach students to prepare
them for adulthood: (1) resources (the ability to
identify, organize, plan, and allocate resources), (2)
information (the ability to acquire and use infor-
mation), (3) systems (the ability to understand
complex interrelationships), and (4) interpersonal
skills (the ability to work with others). The School-
to-Work Opportunities Act of 1994 then provided
money to states to design and implement pro-
grams addressing skills such as these through
three primary transition components: school-
based learning, work-based learning, and “con-
necting activities,” which help students link skills
learned at school and work. Finally, in 1997, the In-
dividuals with Disabilities Education Act (IDEA)
was reauthorized and a requirement added stating
that, in addition to their academic goals, all special
education students must by age 14 have goals in
their individual education plans (IEPs) addressing
their transition needs.

Results of a recent survey of young adult work-
ers and their employers support the need for sys-
tematic preparation for the transition to work (Pe-
terson 1982). The survey found that both groups
valued functional and social maturity skills more
than practical job skills in preparing students for a
successful transition. These skills can be learned
both at school and in the workplace. Research by
Jeylan Mortimer and Michael Finch at the Univer-
sity of Minnesota (Mortimer and Finch 1996, 8)
has demonstrated the potential benefits of quality
part-time work for adolescent and adult develop-
ment. Mortimer’s group conducted a long-term
study examining the impact of adolescent work on
later life and found that work of twenty hours or
less in a job that provides the adolescent with op-
portunities to exercise independence and respon-
sibility is related to a more successful transition to
adulthood.

Consistent with the beliefs of human ecologists,
Mortimer and Finch have also urged scholars to
take a more “ecological” approach to examining
the factors that influence the transition process
(1996, 1). In the 1970s, Urie Bronfenbrenner
(Bronfenbrenner 1979) designed an ecological
model for explaining human behavior, arguing

that individual actions are influenced by interac-
tions among multiple different levels of factors, in-
cluding societal, neighborhood, school and family
factors. As yet unpublished work by the author of
this entry (Hyson 1999) outlines the range of fac-
tors at the individual, micro-, exo-, and macrosys-
tem levels of Bronfenbrenner’s model that research
has shown to be related to a successful transition
to work (see Figure 1). I also suggest that the sig-
nificance of each of these factors changes as an in-
dividual grows and develops. For example, while
part-time work experience may be important for
adolescents, school success and peer relationships
may be more significant factors in childhood.

In fact, researchers, practitioners, and policy
makers are agreeing more and more that the tran-
sition process is a lifelong process beginning well
before the individual acquires her first “real job.”
School programs addressing the transition process
reflect this movement. Two primary types of pro-
grams exist at this time:“career development” pro-
grams and “transition” programs. The former are
designed primarily for college or career-bound
students and focus mainly on helping students
identify their career interests and aptitudes and
explore potential career paths. The latter are meant
for special education students and are designed to
help them learn the work-related skills necessary
to make the transition to work, postsecondary
learning and adult life. Increasingly, however, re-
searchers and policy makers are calling for more
integrated transition programs, designed to ad-
dress the needs of all students.

In fact, research has shown that effective career
development and transition programs share simi-
lar strengths. Effective programs (1) involve fami-
lies, businesses, and community agencies as equal
partners in preparing students for a successful
transition, (2) begin early in a student’s academic
career, and (3) focus on teaching work-related
competencies such as those outlined in the SCANS
report (Levinson 1995a, 912; Levinson and Brandt
1997, 541). Stephen Hamilton and Mary Hamil-
ton’s recent comprehensive report on the imple-
mentation of the School-to-Work Opportunities
Act (Hamilton and Hamilton 1999) and a Web site
created by the All Means All School-to-Work Pro-
ject at the University of Minnesota (www.ici.coled.
umn.edu/all) provide descriptions of several ex-
emplary integrated transition programs at the
school, district, region, state, and corporate levels.
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Stephen Hamilton (1990) has also closely exam-
ined the apprenticeship model popular in Ger-
many and advocates for its usefulness in providing
youth with the on-the-job training necessary for a
successful transition to work and adult life.

It is impossible to design any successful transi-
tion program, however, without knowing the
strengths and weaknesses of the students it will be
serving.Any effective transition program includes,
within its curriculum, assessment tools designed
to help teachers and students identify the interests,
aptitudes, and skills outlined above. According to
the experts, the most effective assessments employ
a variety of tools, including student interest inven-
tories, learning styles inventories, interviews, vo-
cational evaluations, behavior rating scales, and
portfolios (Levinson 1995b). In addition, although
practitioners vary in the specific tools they use, re-
cent work in the field suggests that all assessments
should include an evaluation of the work-related
skills necessary for a successful transition.

Daniel M. Hyson

See also: Catholic Schooling: The Achievement of Poor
and Minority Students; Community Schools;
Developmental Transitions across the Life Span;
Early Intervention and the Individuals with
Disabilities Education Act; Full-Service Schools; High
School; High School, Advising Students in; Young
Adulthood
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Treatment Adherence
Adherence, sometimes referred to as compliance,
is typically defined as the extent to which the pa-
tient’s behavior corresponds to medical or health
advice (Haynes, Taylor, and Sackett 1979). The
term “adherence” has become more popular than
“compliance” because it reflects a mutual or inter-
active responsibility shared at least by the health
care provider and the patient (Rudd and Marshall
1990).

Treatment nonadherence is a significant prob-
lem; it crosses treatment regimens, age and gender
groups, and socioeconomic strata. It is estimated,
for example, that 50 percent of individuals discon-
tinue participation in cardiac rehabilitation pro-
grams within the first year, 16 percent to 50 percent
of hypertension patients discontinue their medica-
tion within the first year of treatment (Flack,
Novikov, and Ferrario 1996), and 20 percent to 80
percent of patients who have antidepressant med-
ications prescribed fail to adhere to the prescrip-
tion after one month (DiMatteo, Lepper, and
Croghan 2000). Nonadherence rates for hormonal
replacement medication over one to two years
range from 27 to 61 percent (Faulkner et al. 1998).
Rates of treatment adherence decline with in-
creases in regimen complexity. Since the beneficial
effects of risk reduction on many chronic diseases
and problems are not realized immediately, long-
term adherence is essential for the strategies to be
effective (Burke, Dunbar-Jacobs, and Hill 1997).

Most research involving treatment adherence
has focused either on the role of the provider or on
the patient. Treatment adherence research has typ-
ically neglected to consider the multiple layers of
the patients’ social context and the influence of
that context on their treatment adherence.
Lawrence Wallack and Marilyn Winkleby (1986)
and others have suggested that the environmental
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context, including social and political factors that
ultimately affect individual choice, has been un-
derstudied and undervalued.

Examining treatment adherence may begin with
a patient’s behavior, but one must also consider the
multilevel influences on patients’ treatment adher-
ence. Kenneth McLeroy and his colleagues (1988)
developed an ecological model for health promo-
tion that is a variation on Urie Bronfenbrenner’s
model (Bronfenbrenner 1979). The model devel-
oped by McLeroy and his colleagues is composed of
five factors: intrapersonal factors, interpersonal
factors, institutional factors, community factors,
and public policy issues. In this ecological model,
attention is directed not only at the behavior of the
individual but also at the many environmental fac-
tors affecting behavior. The importance of using an
ecological model to understand treatment adher-
ence  becomes clear if one looks at the role of these
factors as revealed by studies examining pharma-
cological behaviors among older adults.

Intrapersonal factors that may influence med-
ication adherence include such characteristics of
the individual as knowledge, attitudes, cognitive
abilities, and motivation. It is well documented, for
example, that adherence requires that adults tak-
ing medications understand the purpose of taking
them and the potential side effects they may en-
counter. In other words, patients must be aware of
the negative experiences associated with taking
the medication as well as with the benefits to be
gained. Hypertension, for instance, is an asympto-
matic disease, but there are side effects associated
with antihypertensive medications (e.g., sexual
dysfunction, headaches). Antihypertensive med-
ications, however, significantly decrease the risk of
such diseases as coronary artery disease, stroke,
and congestive heart failure.

Other intrapersonal factors that potentially af-
fect treatment adherence include memory prob-
lems. Declines in memory function may con-
tribute to missed doses (Park 1994). In terms of
specific diseases, such as mental illness or AIDS,
the stigma attached to the disease is a powerful
obstacle to seeking care, particularly among older
adults (Sirey et al. 2001), for whom seeking care in
the mental health sector entails both countering
the discriminatory idea that depressive symptoms
are not a normal part of aging and confronting the
stigma attached to mental health treatment. The
effect of the stigma is greater once treatment is ini-

tiated and the individual must face the reality of
having a diagnosis, taking medication, meeting
with a clinician, and so on (Link et al. 1989).

Interpersonal processes include both formal
and informal social network and social support
systems, including the family, work group, and
friendship networks, as well as relationships with
the healthcare provider. Perceived social support,
either from family members (Trevino et al. 1990)
or from the healthcare provider (Stanton 1987),
may enhance medication adherence. Support from
one’s social network may provide necessary infor-
mation, encouragement, or logistic means for en-
suring medication adherence, as well as increasing
the likelihood of individuals seeking preventive
health care services such as hypertensive screen-
ing and treatment.

The relationship between provider and patients
has a significant impact on treatment adherence.
There are several compelling reasons to identify
ways to improve physician-patient communica-
tion, especially in the management of chronic dis-
ease. Many patients want a more active role in their
medical care. Patients of physicians who involve
them in treatment decisions have better health
outcomes, both in psychological and functional
status, than those whose physicians do not (Joos et
al. 1996). Furthermore, patients who feel that they
have participated in decision making are more
likely to follow through on those decisions than
those who do not (Cooper-Patrick et al. 1999). Sec-
ond, many chronic diseases, such as hypertension
and diabetes, require substantial responsibility by
the patient for implementing treatment regimens
settled on during the physician-patient visit. Effec-
tive physician-patient communication must in-
clude the transfer of sufficient information to hy-
pertensive patients to permit them to implement
the treatment regimen correctly, and equally im-
portantly must persuade patients that the agreed-
upon regimen should be carried out (Kaplan,
Greenfield, and Ware 1989). Conversely, short, im-
personal consultations where the patient’s expecta-
tions remain unfulfilled have a detrimental effect
on blood pressure control (Stason et al. 1994). Ju-
dith Hall, Debra Roter, and Nancy Katz (1988), for
example, observed greater adherence among pa-
tients of physicians who communicated positively
(e.g., gave reassurance, support, and encourage-
ment) and refrained from negative communica-
tions (e.g., anger and disapproval). Sherrie Kaplan
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and her colleagues (1989) reported that hyperten-
sive patients whose physicians were less control-
ling or who allowed more patient participation
during the office visits had better functional status
and lower follow-up blood pressure than patients
of more controlling physicians. Thus, interper-
sonal relationships, particularly between providers
and patients, have the potential for having a signif-
icant impact on patients’ treatment adherence.

In terms of treatment adherence, institutional
factors may be related to barriers to care and may
exist at the patient, provider, or organizational lev-
els (Miller et al. 1997). Many individuals from
lower socioeconomic strata lack health insurance
and are unable to afford required medical devices
and medications. The cost of therapy and of the
medical visit, and perhaps also the time off from
work, may significantly reduce the patients’ dis-
posable income. Good health may become a low
priority for the patient or the patient’s family, or
both, because of other competing needs and lim-
ited resources. In addition to the patient’s limited
resources, health personnel and facilities are not
always available where people live and work. Barri-
ers to adequate treatment adherence include lack
of health insurance, lack of a primary care physi-
cian for hypertension care, long distances to travel,
and waiting times, as well as the cost of care and
medications.

The influence of community and public policy
factors on treatment adherence remains underre-
searched, but some attention has been given to the
influence of nonadherence on public health, which
is a concern of both the community and public pol-
icy makers. Treatment adherence research among
tuberculosis and HIV/AIDS patients has been es-
pecially concerned with public health issues.

Tuberculosis remains an important public
health problem, particularly in urban areas. Treat-
ment of latent tuberculosis infection with isoni-
azid reduces the risk of developing the active dis-
ease by 60 percent to 90 percent (Whalen et al.
1997). Although isoniazid therapy is highly effica-
cious and inexpensive, its usefulness is limited by
poor adherence to treatment by asymptomatic pa-
tients. Poor adherence also contributes to in-
creased drug-resistant strains of tuberculosis.

Community and public policy issues impacting
treatment adherence have gained more attention
in the United States with the advent of new med-
ications and the AIDS epidemic. As with tubercu-

losis, suboptimal medication adherence has been
recognized as having significant public health im-
plications for patients with human immunodefi-
ciency virus (HIV). Infected patients who take
highly active antiretroviral therapy (HAART) and
do not adhere well to their regimen allow ongoing
viral replication and facilitate the emergence of
HIV-1 variants resistant to the drugs being used
(Race, Dam, Obry, Paulous, and Clavel 1999). The
public health implications of nonadherence to
combination therapies for HIV/AIDS is further
problematic because, despite reduction in the fre-
quency of dosing, and in the clarity of instructions
for taking medications at meal times, most of the
regimens continue to involve more than twenty
pills, capsules, or tablets per day. The combination
therapy regimen for a person living with HIV is
among the most complex regimens ever pre-
scribed for continuous and open-ended treatment
for a large population (Chesney et al. 1999). In ad-
dition to the complex medication regimen,
HIV/AIDS treatment adherence is further compli-
cated by the fact that optimal adherence is typi-
cally observed when medications remove symp-
toms, whereas adherence is adversely affected if
medications produce side effects. Unfortunately,
the early stages of HIV/AIDS, like hypertension,
are asymptomatic, so there are no symptoms pres-
ent for the drug to remove, and as with medication
for hypertension, the new therapies for HIV/AIDS
do produce side effects.

Treatment adherence can have a strong impact
on community and public policy issues in other
ways. Overdosing, underdosing, or erratic intake
intervals can diminish drug action and cause ad-
verse effects, as well as reducing the effectiveness
of treatment. Poor adherence to hypertension
medication, for example, is associated with in-
creased risk of stroke, coronary heart disease, hos-
pitalization, and mortality (e.g., McCombs et al.
1994). Bruce Psaty and his colleagues (1990) re-
ported that individuals on beta blocker therapy for
hypertension had a fourfold increase in relative
risk of coronary heart disease when they failed to
renew prescriptions at intervals allowing for at
least 80 percent adherence, as compared to pa-
tients who did renew their prescriptions. As a con-
sequence, nonadherence has considerable finan-
cial implications, contributing to the increasing
cost of medical care (Whitney et al. 1993). Given
the aging of our society and the subsequent in-

688 Treatment Adherence



creases in health care expenditures, particularly
medication costs, the role of nonadherence is likely
to play an increasingly important role because of
its contribution to unnecessary costs.

The preceding discussion has focused on iden-
tifying the need for, and the characteristics of, an
ecological perspective on medication adherence,
with brief examples to clarify each level of the eco-
logical model. The purpose of an ecological model
is to focus attention on the environmental causes
and impacts of medication nonadherence. It is im-
portant to acknowledge that, although many of
these levels of influence may affect the individual’s
behavior, the ecological model implies reciprocal
causation between the individual and her environ-
ment. Thus, the most successful interventions are
those that target not only the individual, but also
the family, healthcare providers, the community,
and public policy.

Hayden B. Bosworth
See also: Asthma; Hypertension and Blood Pressure

Control; Juvenile Diabetes; Social Support
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Twins
Twins are two individuals who are born from the
same mother at the same time. Twins are fascinat-
ing because they are the perfect natural experi-
ment that allows us to study how genes and the en-
vironment interactively influence human
development. Twins can be either fraternal (dizy-
gotic) or identical (monozygotic). Fraternal twins
occur when the mother releases two ova (eggs) at
the same time. Two separate sperm then fertilize
these eggs. Fraternal twins share about 50 percent
of their genes. Any additional similarities between
these twins are due to sharing the same environ-
ment. Genetically, fraternal twins are essentially
brothers and sisters. Therefore, fraternal twins
may or may not be the same gender, and they usu-
ally do not resemble each other more than any
other brother or sister do. Identical twins occur
when a single fertilized egg splits in two within the
first two weeks after conception (further splitting
of the egg may result in multiples). Identical twins
share 100 percent of their genes. Therefore, identi-
cal twins are always the same gender and may ap-

pear to be physically identical. Any differences be-
tween identical twins are due to the environment.

Fraternal twins are much more common than
identical twins. Overall, fraternal twins occur in
approximately 1 in 125 births. However, rates of
fraternal twinning vary with ethnicity (fraternal
twinning rates are 1 in 330 for Asians, 1 in 125 for
Caucasians, 1 in 62 for African Americans, and 1 in
11 for Nigerians). In addition, mothers who are be-
tween the ages of 35 and 39, who are taller or heav-
ier, who have had more pregnancies, and who have
used fertility drugs are all more likely to have fra-
ternal twins (Kyvik 2000; Segal 1999). Recently,
there has been an increase in the fraternal twin-
ning rate in the United States. This increase is most
likely due to the increase in the number of women
delaying childbearing and in the number of
women using fertility drugs during the past few
decades. The prevalence of identical twinning has
remained stable, with identical twins occurring in
about 1 in 250 births. Identical twinning appears
to happen randomly. Factors such as genes, ethnic-
ity, and age do not influence this type of twinning
(Kyvik 2000).

Twin Research
Many researchers use “twin studies” to examine
whether a trait or behavior is influenced more by
genes or the environment. Twin studies compare
similarities (and differences) in behaviors across
twin pairs. As mentioned previously, identical
twins and fraternal twins both usually share simi-
lar environments; identical twins, however, share
more of their genes (100 percent) in comparison to
fraternal twins (who share about 50 percent).
Therefore, if the concordance rate (similarity) for a
trait is greater for identical twins than for fraternal
twins, it is thought to be genetically influenced.Al-
ternatively, if the concordance rate for a trait for
identical twins is similar to the rate for fraternal
twins, then the environment is believed to be more
influential than genes for that particular trait.

Twin studies have shown that identical twins
are much more similar to one another in physical
characteristics such as height and weight than are
fraternal twins. Identical twins also resemble each
other more in personality characteristics such as
shyness, extraversion, and activity level, in com-
parison to fraternal twins. Therefore, these traits
are believed to be influenced at least partially by
genes. Twin studies also have indicated that per-
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sonality characteristics such as optimism, drink-
ing behaviors and alcoholism, psychopathology
(e.g., conduct disorder, schizophrenia, manic-de-
pression), and intelligence all are influenced by
genes. Nonetheless, it is important to understand
that the environment also influences these traits.
Twin studies have revealed that genetic influences
explain approximately one half of the variation of
these traits, which means that the environment ac-
counts for the other half (Segal 1999). Research
has repeatedly shown that environmental or con-
textual factors such as family relationships, peer
relations, and social class also influence the mani-
festation of these traits. Moreover, these environ-
mental factors may interact with genes to influ-
ence the expression of traits and behaviors. For
example, a young adult who has a genetic predis-
position for alcoholism may be even more likely to
develop alcoholism if his peers are heavy drinkers
and he frequently drinks with them. In contrast, if
he is rarely exposed to alcohol and therefore never
drinks, he will not develop alcoholism.

Developmental Issues of
Twins across the Life Span
Twins may not progress through normal develop-
mental stages in the same manner that singletons
(individuals without a twin) do. Many develop-
mental tasks are apt to be more difficult for twins.
For example, during infancy, all humans experi-
ence a need to psychologically individuate from
their mother and to begin to recognize themselves
as separate persons. This process may be twice as
difficult for twins because they also need to indi-
viduate from their twins (Stewart 2000).

Similar problems may occur during adoles-
cence, when identity formation typically takes
place. Identity formation may be particularly diffi-
cult for identical twins (Ainslie 1985). Some twins
may never develop a separate sense of identity.
These twins may live together, never marry, and
even continue to dress like one another. Alterna-
tively, other twins may continuously wrestle with

the issue of identity and try to be as different from
one another as possible.

During adolescence, twins also may struggle
with the development of autonomy, or independ-
ence. The development of autonomy entails emo-
tionally pulling away from parents and becoming
an independent person. By the end of adolescence,
most individuals have achieved a sense of auton-
omy, and they begin to function more independ-
ently. However, this process may be more difficult
for twins, because in order to function as an inde-
pendent person, they also need to achieve auton-
omy from their twin.

In contrast, some developmental tasks may be
easier for twins in comparison to singletons. For
example, during late adolescence and early adult-
hood, the development of intimacy or the ability to
form close, intimate relationships with others oc-
curs. This task may be effortless for twins, because
they have experienced an extremely intimate rela-
tionship with another since the time they were
conceived. Similarly, learning how to empathize
with others also is likely to be easier for twins,
since they have always had another individual to
be concerned about. As can be seen, twins can
teach us a great deal about genes, the environment,
and human behavior in general.

Christine McCauley Ohannessian

See also: Epigenetic Principle
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UNICEF
UNICEF, The United Nations Fund for Children, is
a body devoted to the well-being of children and
women around the globe. UNICEF works in 161
countries addressing children’s needs, both in cri-
sis situations and on an ongoing basis. It is one of
the oldest bodies within the United Nations and
has been one of the most evolutionary and effec-
tive, supporting initiatives that include immuniza-
tion, education, child labor practices, nutrition,
and the rights of children. Over 90 percent of
UNICEF’s budget goes directly to its programs,
and most of its employees are in the field.

History of UNICEF
When the United Nations was created in 1945,
there was no UN body especially focusing on the
problems facing children. However, the funding
from the closing of the United Nations Relief and
Rehabilitation Administration (UNRRA) was
granted to a new United Nations fund: the United
Nations International Children’s Emergency Fund.
The money provided food to the children who suf-
fered in Western and Eastern European countries
because of the destruction caused by World War II.
The continued need of these children for help led
to the UN General Assembly passing Resolution 57
(I) in 1946, which extended UNICEF’s mandate.
UNICEF became known as an impartial organiza-
tion devoted to the needs of children, regardless of
their nation’s political affiliation.

In 1950, when it was time for the UN General
Assembly to terminate UNICEF’s temporary fund-
ing devoted to the needs of children in crisis, the

newly developing nations spoke out. They wanted
UNICEF to become active in their own nations. By
1953, the children’s organization had become a
permanent fixture in the UN system, and the title
was changed to the United Nations Children’s
Fund, but the acronym UNICEF was retained. Hav-
ing heard the needs of the Third World, UNICEF’s
new focus was on sustainable development, as
UNICEF realized that children were not a separate
cause, they were part of every cause. The focus
shifted from emergency postwar relief to long-
term preventative health care. During this time
there were mass campaigns of education about
and vaccination against epidemic diseases, such as
tuberculosis, yaws, trachoma, leprosy, and malaria.
The first epidemic disease to be dramatically re-
duced was yaws, treated and cured with a few
penicillin shots. This campaign against yaws was
especially successful in Southeast Asia. With expe-
rience UNICEF began to realize that if parents and
communities were part of the UNICEF programs,
then children would both directly and indirectly
benefit.

In 1959, the United Nations General Assembly
adopted the Declaration of the Rights of the Child,
focused on children’s rights to education, nutri-
tion, and health care. Most importantly this docu-
ment granted children the rights not explicitly
granted to them in the Universal Declaration of
Human Rights of 1948, and stressed the impor-
tance of the role of the family and community in
the lives of children.

The UN General Assembly named the 1960s the
Decade of Development. The vaccination work of

U
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the 1950s had been productive, but for UNICEF to
address the needs of the Third World, more work
was needed. The 1960 report, Children of the De-
veloping Countries, was compiled from reports by
specialized UN agencies including the World
Health Organization (WHO) for the nutritional
needs of children, the UN Educational, Scientific
and Cultural Organization (UNESCO) for the edu-
cational needs of children, the UN Bureau of Social
Affairs for the social welfare needs of children, and
the International Labour Organization (ILO) for
the work and livelihood needs of children. This re-
port was revolutionary in incorporating children
into the social and economic understandings of
what development plans should include. The re-
port encouraged further aid in traditional areas

such as maternal and child health care, and in new
areas such as education, women’s issues, water
supplies, and sanitation.

The eradication of so many serious diseases in
the developing world through UNICEF’s efforts led
to a population boom that threatened to cause a
shortage of natural resources in these areas. In re-
sponse to these challenges, UNICEF coordinated a
movement to alleviate poverty in newly independ-
ent countries and in 1965 was awarded the Nobel
Peace Prize for its work. Part of the plan for of the
alleviation of poverty was a push for increased ed-
ucation. For example, UNICEF supported teacher
training and supplied teaching tools in newly in-
dependent African countries. In 1965, education as
a means of sustainable development constituted
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forty-three percent of UNICEF’s aid to Africa
(http://www.unicef.org/about/timeline.html). In
another response to these challenges, the UNICEF
Executive Board chose, in 1966, to promote “re-
sponsible parenthood.” In using this terminology,
UNICEF signaled that its aim was to improve the
survival, well-being, and quality of life of children,
mothers, and families. Family planning was not
the goal. The goal was to consider the broader con-
text of mothers’ and children’s health and to pro-
mote the status of women, improve literacy, raise
the average age of marriage, and avoid unwanted
pregnancies.

As economies were in steady decline in the
1970s, populations were growing exponentially in
developing countries. The UN General Assembly
declared the 1970s the second Development
Decade. To continue working toward the alleviation
of poverty, UNICEF began operating at a grassroots
level, with nongovernmental organizations (NGOs)
and directly with local and regional communities.
During the 1970s, OPEC’s oil shock and two disas-
trous world harvests in 1972 and 1974 led to price
increases in both energy and food costs. This
ended cheap development for poorer countries.
UNICEF responded to villagers’ perception of their
needs by promoting local solutions to local prob-
lems. Though mobile health care vehicles became
more common in rural areas, it was seen as more
important to train community-based practitioners
and NGOs to identify common childhood illnesses
and to treat these illnesses on their own. In 1978,
the radical goal of “Health for All by the Year 2000”
was set. 1979 was declared the International Year of
the Child, rekindling the attention paid to the Dec-
laration of the Rights of the Child of 1959.

In the 1980s UNICEF moved back to the pro-
motion of child survival. The “Child Survival and
Development Resolution” pushed for the use of
simple medical technologies referred to as GOBI.
This acronym stood for Growth monitoring, Oral
rehydration therapy (ORT) to treat childhood diar-
rhea, Breastfeeding as a good start in life, and Im-
munization against the six vaccine-preventable
childhood killers. In support of these initiatives, in
1981 the World Health Assembly adopted the In-
ternational Code of Marketing of Breastmilk Sub-
stitutes, to stop a decline in breastfeeding. Toward
the end of the 1980s UNICEF began to recognize
the especially important role of women in the edu-
cation of their children, in particular their daugh-

ters. In 1989 the UN General Assembly adopted the
Convention on the Rights of the Child, which be-
came international law the following year, with the
most widespread ratification of any human rights
treaty—today all UN members except Somalia
have ratified it.

The 1990s focused on implementation of the
Convention on the Rights of the Child with initia-
tives in universal primary education and control of
specific diseases and nutritional deficiencies. Dur-
ing the mid-1990s, UNICEF focused almost exclu-
sively on the effects of war on children, publishing
reports on the detrimental effects that war had on
the development of children, especially in areas of
sub-Saharan Africa. In 1998, the United Nations
Security Council debated the issue of children in
armed conflict, polling children in war-torn coun-
tries. UNICEF found that millions of children had
been killed or disabled, orphaned, sexually ex-
ploited and abused, abducted and recruited as sol-
diers, uprooted from their homes, separated from
their families, and faced with heightened risk of
disease and malnutrition. After assessing their
findings, UNICEF recommended that countries
ban the involvement of children under 18 years old
from direct participation in armed forces. To date
the 2000 Optional Protocol to the Convention on
the Rights of the Child, which works to this end,
has been ratified by fourteen countries and signed
by ninety-seven.

In 2001, the Say Yes for Children campaign was
launched as part of the Global Movement for Chil-
dren. This campaign emphasizes the importance
of mobilizing every citizen of every nation to be-
come empowered to change the world for children.
The Say Yes for Children campaign asks people all
around the world to pledge their support for criti-
cal actions that are crucial to improving children’s
lives. The ten actions are: Leave No Child Out, Put
Children First, Care for Every Child, Fight
HIV/AIDS, Stop Harming and Exploiting Children,
Listen to Children, Educate Every Child, Protect
Children from War, Protect the Earth for Children,
and Fight Poverty: Invest in Children. These em-
phasize the most important actions so that chil-
dren’s rights will be protected and accepted
around the globe.

Structure
Although UNICEF initiates many successful pro-
grams, it is not an autonomous body within the
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United Nations. It is subordinate to the Economic
and Social Council (ECOSOC) and works on proj-
ects in conjunction with other UN agencies like the
World Health Organization (WHO), the Food and
Agriculture Organization (FAO), and the Interna-
tional Labor Organization (ILO). UNICEF’s main
decision making body is its executive board, made
up of thirty member states elected by ECOSOC’s
executive director and staff. The UNICEF staff is
both voluntary and paid, and of the 5,600 on staff,
86 percent work in the field. In 2000, the total
UNICEF budget was $1.1 billion. Of this, 92 per-
cent was spent on its programs, 7 percent went to
management and administration and 1 percent to
write-offs and other charges. In 2000, 64 percent of
UNICEF’s income came from governments. The
rest of the income was from direct fund-raising
through the sale of greeting cards and other prod-
ucts, and through organizations such as the United
States Fund for UNICEF.

Melissa Winchester
Marguerite Barratt

See also: Breastfeeding and Lactation; Sustainable
Development
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Violence in Teen Dating
Violence in teen dating is defined as the threat or
actual use of physical, sexual, or verbal abuse by at
least one member of an unmarried couple against
the other member within the context of a dating
process. This definition excludes married individ-
uals and divorced couples, includes a range of dat-
ing experiences from the first date to cohabitation,
and applies to both heterosexual and homosexual
relationships (Levy 1993; Sugarman and Hotaling
1989). All academic disciplines, professionals, and
practitioners in the fields of human ecology, social
work, and education should be knowledgeable
about this issue, as its prevalence is high and its
consequences potentially deadly.

Approximately one in five female students in
the ninth through twelfth grades reports being
physically or sexually abused by a dating partner
(Silverman et al. 2001). The rate of violence against
females by male dating partners is three to six
times higher than intimate violence against males.
In addition, both minor and major injuries that re-
sult from dating violence are significantly more
common among female adolescents than among
males (Himelein 1995; Silverman et al. 2001).

The experience of both physical and sexual dat-
ing violence among adolescent girls is associated
with substance use (heavy smoking, alcohol, co-
caine), unhealthy weight control (bulimia), suici-
dal thoughts and behaviors, and pregnancy. Other
sexual risk behaviors include having sexual inter-
course before the age of 15 and having three or
more sexual partners within the past three months
(Silverman et al. 2001). Dating violence is also as-

sociated with lower school performance, greater
number of violent dating experiences, and being
exposed to violence in community and family set-
tings (Kreiter et al. 1999).

Date rape is not an urban phenomenon. Girls in
rural communities are at risk for date rape as well.
A study of seventh-, eighth-, and ninth-grade girls
in a rural school district found that girls who have
few friends and a negative self-image were more
likely to accept unwanted sexual aggression by
their dates in order to get and keep a boyfriend
(Vicary, Klingman, and Harkness 1995).

The prevalence of teen dating violence is not
surprising, given gender expectations for boys and
girls in our culture. For example, aggressive behav-
ior in sports by boys is not only sanctioned, it is re-
warded. Boys are seen as “macho” and “cool” if they
can control their girlfriends (Nifong 1996). For
girls, the pressure to be in a relationship, the diffi-
culty in cutting ties with popular boys, and the
presence of girlfriends who reinforce the idea that it
is okay for a boyfriend to use violence are the
strongest factors relating to girls’ involvement in
teen dating violence (Nifong 1996).Adults reinforce
the notion that is okay for a boy to use violence
against a girl when they tell “Mary” that “Johnny”
wouldn’t have pulled her hair if he didn’t like her.

There are a number of warning signs that a re-
lationship may be headed toward abuse (Wilson
1997). Abusive partners may become extremely
jealous, possessive, have a controlling attitude,
have low self-esteem or unpredictable mood
swings, abuse alcohol and other drugs, and have
uncontrollable anger.

V
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Extreme Jealousy
Everyone gets jealous sometimes; the key word is
“extreme.” Signs of extreme jealousy include be-
coming angry and abusive or withdrawn and sulk-
ing if one’s partner talks to other people, wants to
spend time with friends, or expresses positive feel-
ings for anyone else.An abusive adolescent partner
treats his girlfriend as if she is a possession be-
longing solely to him. The possessive person will
not want his girlfriend to share her time or energy
with anyone else. A controlling attitude is charac-
terized by one partner completely ruling the rela-
tionship and making all of the decisions. The vic-
tim’s point of view is not important. Often the
controlling partner tries to tell the other person
how to dress, whom to talk to, and where to go.

Low Self-Esteem
People with low self-esteem don’t think much of
themselves. In a dating relationship a person with
low self-esteem may say,“I’m nothing without you,”
or “You are the only person who understands me.”
Nobody stays in the same mood all the time, but a
dramatic shift from being jealous, controlling, or
angry to being sweet, charming, and loving is an-
other danger sign to be aware of in a dating partner.

Substance Abuse
Many of the reported violent episodes in dating re-
lationships are carried out when one or both part-
ners have been drinking or doing drugs. Alcohol
and drug use lower a person’s self-control, but they
are not direct causes of violence.

Mood Swings
Anger is not a “bad” emotion. How people handle
their anger may be problematic. People whose
anger seems to explode may hit walls or lockers,
yell loudly, call names, or actually threaten others
with violence. If a young man is constantly getting
into fights with other boys, he may not hesitate to
use violence against his girlfriend.

Other Indicators
Other signs to be aware of may include quick in-
volvement and commitment to a relationship,
using force during an argument, demonstrating
hypersensitivity, blaming others for his problems
or feelings, being cruel to animals or children, hav-
ing a history of abusing dating partners, and using
verbal abuse.

Although there are a number of commonalities
between teen dating violence and domestic vio-
lence, teen dating violence has a number of unique
aspects as well. As mentioned earlier, peer group
pressure is often intense for this age group, and
definitions of normal masculine and feminine be-
havior is often stereotypical. Teenagers also have
fewer resources and less mobility. Young women
may be unable to avoid abusers, as they may live in
the same neighborhood, go to the same school or
church, be registered for the same classes, ride the
same school bus, and have the same friends. At a
time when adolescents are trying to demonstrate
their independence, they may be less likely to seek
help from their parents (Wilson 1997).

Schools can play an important role in teen dat-
ing violence prevention and intervention. To pre-
vent violence, schools are adopting curriculum
that helps students understand the differences be-
tween a healthy relationship and an abusive rela-
tionship. For teens already in abusive relation-
ships, support groups for teen victims and
intervention programs for abusive young men can
be offered by the pupil support team. Schools can
also adopt policies that provide safety to teen vic-
tims and hold abusers accountable for their behav-
ior. For example, rather than have the victim find
another way to school, the abuser can be banned
from riding the school bus.

Fran Danis

See also: Adolescents, Alcohol Use Among; Domestic
Violence; Sexual Abuse
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Virtual Organizations
Our world is consistently moving toward a greater
reliance upon telecommunication and computeri-
zation, one that allows us to undertake activities in
a new way, both in the workplace and home. Vir-
tual organizations—work teams and social
groups typically separated by time or distance but
brought together through the use of computer-me-
diated communication—are now as common-
place as more traditional forms of organization.
Some of the earliest discussion of virtual organiza-
tions goes back to the early 1990s, residing in the
domain of business, though still outside the area of
scholarly debate. Kenneth Preiss, Steven Goldman,
and Roger Nagel (1995) accept credit for creating
the term “virtual organization,” which they used in
a 1991 report to the U.S. Congress regarding strate-
gic formation of separate groups into networks for
larger projects. William Davidow and Michael
Malone (1992) and John Byrne (1993) made two of
the earliest and most cited contributions to the
concept of virtual organizations. They define a vir-
tual organization as the formation of individuals
or companies for a temporary, opportunistic goal
that satisfies the need of a certain customer group.
They state that one of the requirements of any cor-
poration is to fully integrate into a virtual corpora-
tion. In other words, a virtual organization is not a
piecemeal approach. Rather, it is a full immersion.

While these earlier discussions on virtual or-
ganizations were occurring, Charles Handy (1995)
offered a similar perspective on virtual organiza-
tions, but then focused on the notion of trust. How
does any agent trust another in these temporary
organizations? This is a question that researchers
in virtual organizations continue to struggle with
today. These early open discussions of the nature

of virtual organizations caused researchers from a
number of other areas to become interested in the
debate. In more recent years, research on virtual
organizations has dramatically increased, involv-
ing wide-ranging conceptualizations and interest
from fields ranging from education and distance
delivery to the support of technology and work-
family balance. Today, definitions for a virtual or-
ganization are varied, with a particular focus on
group formation that spans obstacles created by
distance and time. Some prevalent examples of
virtual organizations include telecommuting, out-
sourcing, and alliances. However, these activities
do not necessarily fit into the earlier ideas of tem-
porary or opportunistic formations.

Much of the earlier literature on virtual organi-
zation implied that they would be structured in the
same way as organizational hierarchies. Some re-
searchers have argued that this way of seeing a vir-
tual organization involves a fundamental error
and and makes many managers unwilling to try
this new form of organization. N. Venkatraman
and John Henderson (1998) argued that virtual or-
ganizations are process oriented, not form ori-
ented. Instead of thinking of the formation of vir-
tual organizations, we should be thinking of the
act of virtual organizing. The difference can have a
large impact on the way the phenomenon is
viewed.

Some recent reviews of the literature have of-
fered an aggregated view of what the generally
agreed notion of virtual organizations is. René
Bultje and Jacoliene van Wijk (1998) and Kai
Larsen (1999) have offered taxonomies on what
defines a virtual organization. By looking at their
reviews, we find that a definition of virtual organ-
ization includes (1) a relationship or transaction,
formed between at least two agents who share
some common objective, (2) the dispersion of
agents geographically and/or chronologically, and
(3) having technology as a significant enabler of
exchange within the relationship.

First, a virtual organization involves a relation-
ship that is formed between at least two agents that
share some common objective. The relationship
may be for a single event, or a series of recurring
events. The duration of the event may be brief, or
one that is protracted over a greater period of
time. The organization that the agent represents
may also be of any size. The relationship could be
between two individuals, or two corporations; it
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may be between an individual and a corporation,
or any other combination that may be found on a
gradient scale. The operative terms in this first
fundamental characteristic are “relationship” and
“common objective.”

Second, the agents within a virtual organization
are dispersed geographically and/or chronologi-
cally. It would seem obvious that if the agents are
geographically dispersed, they are not physically
located in the same workplace. Interestingly, how-
ever, two individuals working from the same loca-
tion may collaborate on a project, yet carry out all
their communication without any face-to-face in-
teraction. Therefore the real meaning of geo-
graphic dispersion is that the relationship includes
only rare or limited face-to-face interaction.

Agents who are dispersed chronologically work
without synchronicity of interaction. In other
words, dialogue may be carried out between two
agents over extended periods of time via media
such as e-mail or newsgroups, rather than over the
telephone, which would require both agents to be
present at the same time—synchronicity. As well, a
geographic dispersion over extended distances may
impose limits on synchronicity by virtue of time
zones. The possibility of agents who are dispersed
chronologically across time zones creates great op-
portunities; for example, it is possible to create a
virtual environment with design teams located in
offices around the world.A linking of designers, say
in London, Tokyo, and the United States, can pro-
vide nonstop, around-the-clock progress on a proj-
ect. A design can begin in the morning in London,
be handed off to the United States at the end of the
London business day, then forwarded to Tokyo at
the end of the U.S. business day. The design process
is then returned to London by the next morning for
continuation of design development.

Third, technology is the significant enabler for
exchange within virtual organization relation-
ships. It is the advances of information technology
and communication methods that have created
the ability to coordinate functions that span dis-
tance and time. Relationships that span the globe
can now be formed with the same immediacy and
ease as relationships that cross the street. Technol-
ogy today requires less specific knowledge to use,
allowing a wider, more distributed base of technol-
ogy users. Without the ability to use technology,
virtual organizations as we define them are not
possible.

Bultje and van Wilk also offer the types of vir-
tual organizations often referred to, including
telecommuting arrangements, outsourced serv-
ices, alliances or joint ventures, and companies de-
veloped for commerce on the Internet. Although
these overviews provide greater understanding as
to what deserves to be identified as a virtual organ-
ization, the differences between them still suggest
that there are many different perspectives present.

Andrew J. Gaudes
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Volunteers and Voluntary 
Organizations in the United States
The ecology of human development is comprised
of interrelated people and organizations. In the
United States this ecology is marked by people act-
ing to serve others and by organizations facilitat-
ing these contributions. Indeed, one hundred and
ten million Americans, or one out of every two
persons over the age of 18, are active volunteers
and contribute an average of four hours a week to
the causes of their choice. In addition to their gifts
of time, 90 percent of Americans also donate
money to charitable causes, providing an average
of $1,600 per family a year.

Volunteering and charitable giving continue to
rise as a proportion of the population and among
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young and old, men and women, Hispanics and
African Americans, and all income levels. Though
generosity of time and money exist in many parts
of the world, we are the only nation where volun-
teering and giving are pervasive characteristics of
so much of the population. In reflecting on all this
participation and generosity, the Pulitzer
Prize–winning historian Merle Curti observed,
“Emphasis on voluntary initiative has helped give
America her national character” (Curti 1958).

People volunteer for three primary reasons:

Someone asks them to participate.
They want to help and to make a difference.
They feel rewarded with personal satisfactions,

including feeling good about themselves.

The general categories in which volunteers are
engaged are the following: (Independent Sector,
Executive Summary, 1999)

Religion 14%
Youth Development 10%
Education 10%

Human Services 10%
Health 0.7%
Work Related 0.6%
Environment 0.6%
Arts 0.5%
Recreation 0.5%
Community Betterment 0.5%
Political 0.3%
International 0.2%
Other 0.2%
Informal (e.g., shopping for an elderly

neighbor) 15%

The ways people help vary widely. They inform,
protest, assist, teach, heal, build, advocate, comfort,
testify, support, solicit, canvas, demonstrate, guide,
feed, criticize, organize, appeal, usher, contribute,
and in a hundred other ways serve their causes.
Volunteers usually work together to increase their
reach and results. There are more than a million
charitable organizations officially registered with
the Internal Revenue Service, ranging from small
community groups to national crusades, and that
number doesn’t include most religious congrega-
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tions, mutual assistance groups, or local chapters
of large national organizations such as the Ameri-
can Cancer Society. Also not counted are the less
formal groups concerned and involved with every-
thing from prenatal care to cemeteries. Altogether
the total is at least three million organizations and
growing.

It’s important to be specific about how all this
involvement makes a difference. The following is a
short but representative list of some of the things
volunteers have accomplished in recent times.

In just the past twenty years, volunteers have
broken through centuries of indifference to the
needs of the dying, and as a result of their crusade,
almost every community today has hospice serv-
ices providing relief to the terminally ill and their
families.

In very recent times, volunteers’ passion,
courage, and tenacity have forced the nation and
every region in it to realize that we must preserve
for future generations our precious resources such
as water, air, and land. That ethic and practice now
affect every form of local and national asset, in-
cluding wetlands, forests, farmland, historic build-
ings, and whole downtowns.

Volunteers stood up and were counted for com-
mon decency and adequate services for retarded
children, and those breakthroughs showed the way
to many others, who then dared to do the same for
cerebral palsy, autism, learning disabilities, and
hundreds of other problems we hadn’t even heard
of twenty years ago.

With the establishment and growth of Alco-
holics Anonymous, volunteers pioneered a model
of mutual assistance that today extends to almost
every serious personal problem. In almost every
community there’s a group of people who have
weathered the storm and are reaching out to others
newly faced with such crises as a child’s death,
mastectomy, depression, stroke, or physical abuse.

Volunteers sang “We are not afraid,” though of
course they were—but with each new volunteer
recruited to the civil rights crusade, their courage,
confidence and power grew, and then when their
vast army sang and believed “We shall overcome,”
they did. The civil rights movement subsequently
spread to every disenfranchised and underrepre-
sented group, including women, the physically dis-
abled, Native Americans, Hispanics, gays, and so
many more.

A few volunteers, at first mostly parents and

students, believed they could do something about
drunk driving, but despite its escalating ravages,
most of us didn’t think they would succeed.
Thankfully they did.

Dealing with community problems was one
thing, but some issues defied organization or were
off limits for reasons of national security. However,
some people believed that matters such as control
of nuclear power were linked to survival, and they
stepped in, at their peril, to reduce our peril.

Volunteers even began to take peace into the
territory of our enemies in the Cold War with peo-
ple-to-people understanding as a fundamental
step to reduce international tensions and to build
tolerance and friendship.

And all the time a healthy number of people
served all of us by promoting the importance and
availability of arts and cultural opportunities as
central aspects of a civilized society. One of the
great waves of voluntary activity and impact has
involved community theater, dance, and music to
provide opportunities for creativity and enjoy-
ment of it.

The list goes on almost endlessly, with pre-
school education, day care, social services, cancer
control, consumerism, population control, conflict
resolution, ethnic museums, early infant care, in-
dependent living for the elderly, teen pregnancy,
AIDS, substance abuse, job training, and so very
much more. The services and impact of volunteers
and voluntary organizations extend from neigh-
borhoods to the ozone layer and beyond.

Whether one’s interest is wildflowers or civil
rights, arthritis or clean air, oriental art or literacy,
the dying or the unborn, organizations are already
at work, and if they don’t suit our passion, it’s still
a special part of America that volunteers can go
out and start their own.

Brian O’Connell

See also: Community-Based Organizations; Death: A
Family Perspective
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Vygotsky, Lev
Lev Semenovich Vygotsky (1896–1934) was a
Russian psychologist and theorist who is credited
as one of the first pioneers of sociocultural theory.
Sociocultural theory mainly addresses cognitive
development and asserts that development is
driven by social interactions and the social con-
texts and culture in which those interactions
occur. Vygotsky did the majority of his psycholog-
ical research and writings between 1924 and 1934
(when he died of tuberculosis prematurely), at a
time when most theorists were focusing on the in-
dividual person and internal reasons for develop-
ment. Roughly forty years before Urie Bronfen-
brenner introduced his ecological systems theory
(Bronfenbrenner 1979),Vygotsky asserted that the
child’s development is indeed propelled by and
fostered through social interactions that occur in,
and are affected by, all levels of the child’s culture
and environment. Like Bronfenbrenner’s systems
model, this model included social interactions
with peers, older children, and adults at home, at
school, in neighborhoods, cities, and countries,
and these interactions were all influenced by the
larger systems of culture and politics. Due to a va-
riety of complex social and political issues, Vygot-
sky’s major works were not widely available in
English and in the West until the 1960s and 1970s.
Since the 1980s, many educators, developmental
psychologists, and researchers have appropriated
his ideas for their practical applications, especially
in educational settings. Vygotskian concepts such
as the zone of proximal development (ZPD) have
been embraced by developmental researchers and
educators, and have spawned research terms and
classroom and parenting practices such as scaf-
folding, discussed below. Sociocultural theory is
typically included now in child development and
psychology textbooks as a mini or emerging the-
ory, alongside the grand theories, such as psycho-
analytical, cognitive, and learning.

As noted by Laura Berk and Adam Winsler
(1995, 1), there are a variety of detailed biogra-
phies available that describe Vygotsky’s life. Berk
and Winsler drew from these sources to present a
brief biography of Vygotsky, and it is on their work
that the following information is based. In 1896,
Vygotsky was born the second of eight children to
a bank executive father and a teacher and home-
maker mother in Byelorussia. His family was mid-
dle-class and Jewish. In Russia during this time,

university admission as well as career choices were
severely restricted for Jews.Although Vygotsky was
one of a small percentage of Jews allowed to attend
university through a random lottery system, he
was not allowed to pursue his chosen disciplines of
history and philosophy at university and had to si-
multaneously attend an “unofficial” institution to
do so. After graduating, he became a teacher in a
Jewish settlement where he had lived with his par-
ents, and it was there that he married, had two
daughters, and began reading, conducting re-
search, and writing in the fields of psychology and
education. He and the family eventually moved to
Moscow, where he established himself as a psy-
chologist, researcher, and theorist through his
work at the Psychological Institute.

As noted by Berk and Winsler (1995), perhaps
the most popular Vygotskian concept in the United
States is the ZPD. This zone refers to a dynamic
range within which a child can succeed at a task
with the help of someone who is more skilled, such
as a peer, an older child, or an adult (Vygotsky
1978). At the very low end of the range, the child is
able to accomplish a task on her own; moving up
the range, the child is only able to succeed with in-
creasing amounts of help from someone who is
more knowledgeable or skilled. Vygotsky would
argue that, to further cognitive development, teach-
ers and other adults in the child’s life need to be
cognizant of the child’s zone of proximal develop-
ment, and through mentoring and social interac-
tion, help her to constantly expand the range of ac-
tivities at which she can be successful. Berk and
Winsler observed, interestingly, that Vygotsky first
conceptualized the ZPD in response to his irrita-
tion at the use of standardized intelligence tests,
such as Alfred Binet’s standard IQ test, which is still
used today. Assessing a child’s intelligence through
her zone of proximal development allows the meas-
urement of the child’s potential for learning, rather
than simply what she already knows, and this was
deemed by Vygotsky to be much more illustrative
of the dynamic nature of human cognition.

Drawing on Vygotsky’s conceptualization of the
ZPD, researchers have studied and further clarified
the nature of social interactions that facilitate the
child’s movement through higher and higher
ranges of the ZPD. Barbara Rogoff (1990) coined
the phrase “guided participation” to describe these
interactions: A skilled person facilitates the learn-
ing of a less skilled person by interacting with
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them. A popular college child development text
(Berger 2000) uses a photo of children in Bali
learning a dance ritual to illustrate this concept.
Their adult instructor stands close behind them,
guiding their arms with his, to facilitate their
movements. This picture is also a good illustration
of scaffolding, a term introduced by David Wood
and David Middleton (1975), used to further re-
fine the idea of mentoring involved in sociocultu-
ral theory. Like a scaffold used to support the con-
struction of a building, an adult provides just
enough support for a child to succeed at a task, and
removes that support incrementally until the child
succeeds without any help.

Vygotsky contracted tuberculosis around 1920,
and finally succumbed to it in 1934 at the young
age of 37. In his tragically short professional life, he
managed to produce about 180 publications (Berk
and Winsler 1995). Thought and Language (1962)
and Mind in Society (1978) are English transla-
tions of earlier works that contain the genesis of
his ideas related to sociocultural theory.

Kathie Reid

See also: Bronfenbrenner, Urie; Social Cognitive
Theory; Youth Mentoring
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Watkins, Susan M.
Susan Watkins is a teacher, designer, researcher,
and author, as well as a mentor to a generation of
students in the field of functional apparel design.
This field is the province of the designer who is in-
terested in the interaction of materials, people, and
the environment instead of being primarily con-
cerned with the world of apparel fashion. The
functional apparel designer develops apparel that
either provides protection or extends human capa-
bilities, or both. It is an area of design within
human ecology that uses an interdisciplinary ap-
proach to create clothing that addresses the needs
of people on a very fundamental level. As a college
student Watkins, though interested in clothing de-
sign, was searching for meaning in the design
process beyond the apparent frivolity of fashion
design. No programs existed at this time to satisfy
these needs, and Watkins spent her years as a uni-
versity professor in establishing this field of study
at Cornell University and in influencing its adop-
tion across the country.

Susan Watkins was born in Jacksonville,
Florida, but moved frequently as a child, living in
eight different places before she was college age.
Her grandmother in Pennsylvania taught her to
sew as a child. At this time treadle sewing ma-
chines were still a valued part of many households,
almost as efficient as an electric machine, easy to
operate once learned, and inexpensive to run, and
Watkins learned to sew on just such a machine.

As she entered college,Watkins chose her major
based on the fields considered appropriate for
women at the time—basically nursing or teach-

ing. She had talent in two areas, sewing and music,
and she decided that clothing design would be her
profession and music would be her leisure activity.

She attended Pennsylvania State University, the
Department of Textiles and Clothing, and earned
her B.S. in 1965 in consumer services in business,
a program geared toward fashion merchandising
with grounding in clothing design and in business.
She continued in graduate school at the same in-
stitution and earned her M.S. in 1967 in textiles

W
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and clothing, with a focus on the social and psy-
chological aspects of clothing.

Watkins came to Cornell University in 1967 as
an assistant professor in the Department of Tex-
tiles and Clothing. At this time clothing and textile
programs nationally were in the process of making
a transition from consumer-oriented programs in
which women were taught how to provide clothing
for families to industry-focused programs that ex-
plored the overall issues in clothing design from
production to distribution.Watkins taught flat pat-
tern design and clothing construction in the tradi-
tional manner at Cornell until guest speaker
Stephen Kennedy, a quartermaster from the Army,
made a presentation on the many issues involved
in the development of uniforms and protective
clothing for soldiers.

The people who usually created this clothing
and equipment were engineers who were trained
in clothing design after they joined the army re-
search lab, a process Kennedy believed took well
over a decade. Watkins saw the potential to create
a program at Cornell University that would pre-
pare students for these design positions. She

toured the army facilities to learn what would be
needed and proposed the development of such a
program. The clothing design component was al-
ready in place at Cornell, as well as strong pro-
grams in textile materials and human factors.
With the addition of physics, psychology, and an
understanding of the design process from the en-
gineering point of view, the unique, multidiscipli-
nary new program slowly took shape. The intro-
duction of one project in a flat pattern class that
addressed the issues in the design of skiwear was
the first step. Soon other projects such as mater-
nity wear and children’s wear were introduced, and
in the fall of 1971, Watkins taught an upper-level
course that focused specifically on functional
clothing design.

Watkins developed the functional design pro-
gram further in subsequent years, also introducing
the concept to other universities in speaking en-
gagements throughout the 1970s and 1980s. In
1984, Watkins contributed to the teaching of func-
tional design in an even more comprehensive man-
ner with the publication of her textbook Clothing,
the Portable Environment. This book, in its current
1995 edition, provides an inclusive, effective text
for designers at every level. It is the only book of its
type and is in demand by both educational and re-
search institutions. It is a readable and effective
treatment of the subject, accessible to the under-
graduate student and yet comprehensive enough
for an apparel research lab. The theoretical basis of
the book stresses Watkins’s problem solving and
multidisciplinary approach, contributing an effec-
tive teaching framework for apparel programs
across the nation, and indeed the world, as it has
also been translated into Japanese and Korean.

The book is divided into several sections. The
first two sections cover the body responses, textile
materials, and clothing systems related to thermal
and impact challenges. The next section covers
physiological challenges and protection from a va-
riety of hazardous environments. Sections on the
mobility of clothing, fastening systems, and spe-
cial needs clothing follow. The final chapter dis-
cusses the design process, and it is a valuable re-
source for any designer, not just the designer of
functional clothing.

In 1988, Watkins wrote an article for apparel
educators, titled “Using the Design Process to
Teach Functional Apparel Design,” in which she
synthesized her design and teaching philosophy.
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The article describes the process of teaching stu-
dents to be creative designers and is applicable to
the teaching of any creative endeavor. Watkins in-
troduces practical tools for engaging the student,
for teaching design and problem-solving skills,
and for developing the processes of creative think-
ing. Most of all, she emphasizes the need to focus
on process and not product in teaching students to
be effective designers. This approach is still fresh
and valid fifteen years later.

Watkins also introduced the concept of func-
tional apparel design at the Association of College
Professors of Textiles and Clothing (ACPTC), later
the International Textile and Apparel Association
(ITAA). The design competition for this organiza-
tion has had a category for functional design since
the 1989 event. In 1991 Watkins was inducted as

an ITAA Fellow, the highest honor awarded by this
organization, for her contributions in the shaping
of the field of functional apparel design and for her
leadership in creating the first design competition
of the organization in 1989.

As she was building a program in functional
apparel design, and developing teaching method-
ologies, courses, and projects for graduate and un-
dergraduate students,Watkins was also involved in
research and consulting projects with the Army,
the Air Force, firefighters associations, and many
industrial partners, such as a manufacturer of bal-
listic vests, a manufacturer of chemical protective
clothing, and a user of apparel in sterile rooms
among others. Watkins brought students and in-
dustry together to the benefit of both in well-de-
signed, effective projects that advanced her re-
search objectives and her teaching objectives while
benefiting industry and wearers of protective
clothing. She also generated publications, slide
sets, and presentations for the Cornell Cooperative
Extension in the areas of sportswear and sports
equipment, pesticide protection, and children’s
clothing, among others.

During her years teaching, Watkins held a half-
time appointment, a choice that enhanced her
ability to teach effectively and at the same time to
raise her own children. Throughout her career, it
was important to her that she serve as a role model
to female students as a person who had chosen to
commit an equal amount of energy to her mar-
riage and children, and to her career. She mentored
many undergraduate students, but only a select
few graduate students, always with a determina-
tion to teach students how to work creatively and
analytically, helping them learn how to think like a
designer, and how to develop an effective design
process. Her innovative instructional methods fo-
cused on multidisciplinary and problem solving
strategies. She emphasized the holistic nature of
apparel design, teaching how the understanding of
physics, physiology, psychology, and materials sci-
ence interacts with creative thinking in the devel-
opment of a good design. This approach in combi-
nation with her enthusiasm provided a powerful
teaching and learning environment, sparking an
interest in many students who are now successful
designers in the armed forces, in the protective
clothing industry, and in research facilities. Her
ability as a teacher was to challenge students to
think beyond the obvious solutions and achieve
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more as designers than they thought was possible.
Her approach and that of her students to the teach-
ing of design has had an impact on the theoretical
base of the study of textiles and apparel, not only
in the area of functional apparel design but in the
field of apparel design in general.

Susan Watkins is currently an emeritus profes-
sor at Cornell University. In her second career she
continues to do design research and consulting, as
well as lecturing and teaching short courses
through her consulting firm, Portable Environ-
ments, LLC.

Susan P. Ashdown

See also: Functional Clothing Design
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William T. Grant Foundation
One of the most important institutions in the de-
velopment of research on human development in
the United States has been the William T. Grant
Foundation. The philanthropist William Grant es-
tablished the foundation in 1936 “to assist re-
search, education and training through the sci-
ences which have their focus in the study of man”
(Cahan 1986, 10). Because of this mission, the
foundation has been one of the premier supporters
of the social sciences of human development.

The Origins of Philanthropy
The industrialization of the early twentieth cen-
tury generated a number of wealthy men who be-
came determined to use their business sense and
accumulated wealth to address society’s problems.
A variety of charities existed, but these new phi-
lanthropists viewed the existing charities as pro-
viding temporary relief through treating symp-
toms. Philanthropists such as Andrew Carnegie,
Henry Ford, and John D. Rockefeller wanted to
“solve” social problems by identifying core causes
and attending to them. Many of the currently
largest private foundations arose early in the cen-
tury: the Russell Sage Foundation in 1907, the
Carnegie Corporation in 1911, the Rockefeller
Foundation in 1913, and the Commonwealth Fund
in 1918, to take a few prominent examples. Gov-
ernment was not involved in social welfare to any

appreciable degree, so the need for these new
foundations was clear (Cahan 1986; Gregorian
2000; Katz and Katz 1981; Wisely 1998).

Because of their interest in identifying core
causes of social problems, these new philanthro-
pists looked to science, with its ability to identify
causes and effects, for the tools for their efforts. As
general purpose foundations, their objective was
to advance public welfare, and science was seen as
a means to that goal. Science with its clear distinc-
tion of cause and effect provided a strategy for ap-
proaching the “solution” of social problems by
identifying core causes that could be addressed, as
opposed to alleviating symptoms or temporarily
providing relief (Cahan 1986; Katz and Katz 1981).
Although most of these new foundations did not
fund very much science, the appreciation of sci-
ence as a tool provided a funding context that fu-
eled the growth of the social behavioral sciences
and the universities in which they became housed
(Prewitt 19980, 1995; Sherrod 1998).

By the time that philanthropy entered the scene
early in the twentieth century, the research-based
social science disciplines and the university were
already wed (Prewitt 1995). Philanthropy, however,
played an important role in the growth, expansion,
and differentiation of the social sciences. The
Laura Spelman Rockefeller Memorial Fund and
the Commonwealth Fund were important to nour-
ishing child development research. The Laura
Spelman Rockefeller Memorial Fund contributed
to the support of the Social Science Research
Council and the founding of the Society for Re-
search in Child Development, both in the 1930s at
the time the Grant Foundation was established
(Cahan 1986). The Grant Foundation was to be-
come an equally important contributor to research
on human development.

Founding of the Grant Foundation
It was in this context that Grant established his
foundation. Grant built a chain of dry goods stores,
selling miscellaneous household wares at econom-
ical prices. His first store opened in 1906, and
when he retired in 1966, there were over a thou-
sand stores across the country. Grant was particu-
larly interested in his employees, many of whom
were young people whose lives were compromised
by a variety of social, emotional, or health prob-
lems. He wanted his foundation to focus on the
study of man. By this time, foundations had en-
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abled important progress in the medical and
health sciences (funding research on the causes,
treatment, and prevention of numerous physical
ailments such as yellow fever and hookworm, for
example) and in macro-level studies relating to so-
cial reform (for example, working for world peace
following World War I). Grant, however, wanted his
foundation to fund research that would help chil-
dren live up to their full potential. He also wanted
the Grant Foundation to focus on prevention of
problems, rather than adopting a patchwork ap-
proach to solving current problems, as the chari-
ties of that time seemed to be doing. He recognized
that even the brightest and most successful indi-
viduals could be at risk. Furthermore, he thought it
equally important to understand developmental
successes and failures (Cahan 1986). In this way,
he foreshadowed several currently important ideas
in the study of child development: for example, re-
silience and prevention (Sherrod 1998).

Mr. Grant established his foundation to con-
tribute to the development of a science of human
development; in so doing, he, like several others
(e.g., Frederick Gates, John D. Rockefeller’s early
consultant, and Birdseye Rum, who headed the
Laura Spelman Rockefeller Memorial Fund; Pre-
witt, 1995), carried the trend of his philanthropic
contemporaries one step further, to directly fund
social-behavioral science inquiry that could then
be used to address social and individual problems.
The federal agencies that support research on
human development in the United States, the Na-
tional Science Foundation, for example, and the
National Institutes of Health, originated around
midcentury, too late to contribute to the early de-
velopment of these fields (Sherrod 1999).

History of the Foundation
The very first study funded by the foundation is
still ongoing. This study, the Harvard Grant Study
in Social Adjustment, recognized that even the
brightest and most privileged face developmental
risks, and sampled four freshman classes during
the 1930s from Harvard University. A variety of
physical and social measures were taken, and the
sample was followed over the years. The latest in-
vestigator working with this study has been
George Vaillant, who joined the project staff in
1966. Although there were numerous distin-
guished men in the sample, newspaper editors,
federal judges and Nobel winners, for example, not

all were so successful. Numerous publications have
been produced from this study; the first by Heinz
Hartmann in 1937, Ego Psychology and the Prob-
lem of Adaptation. Vaillant’s books have pursued
similar topics, Adaptation to Life (1977), and The
Natural History of Alcoholism (1983) (Cahan
1986).

Since that first study, the foundation has con-
tinued to fund research on child development, and
its roster of grantees reads like a who’s who of the
science of human development, including John
Bowlby, Anna Freud, Jane Goodall, Margaret
Mahler, Benjamin Spock, and Robert Thorndike
(Cahan 1986). Virtually every immediately past
president of the Society for Research in Child De-
velopment (SRCD) has been a recent grantee.

The specific foci of the foundation’s program
have varied across its history, reflecting a balance
between the state of knowledge and social needs
for information. Unlike most other private founda-
tions, the Grant Foundation has always allowed in-
vestigators to contribute to its agenda by funding
mainly investigator-initiated research. As a result,
there has always been a productive synergy be-
tween its announcement of interests and the re-
sponse from relevant fields of research. There had
to be a readiness in the field to respond to the
foundation’s initiatives. One can witness this inter-
action in its impact on research across the past few
decades.

In the 1960s, attention went mainly to infancy.
That focus reflected the concern for early develop-
ment at that time and newly emerging technolo-
gies for probing the baby’s mind. There was also a
need for information on early development be-
cause of women’s entry into the workforce during
and following World War II and because of the
newly developing war on poverty (Cahan 1986).

In the 1980s, the Foundation turned its atten-
tion to school-aged children. Infancy research had
matured and had achieved considerable federal
support. Furthermore, life span research was
demonstrating the importance of continuing de-
velopment beyond the early years. And school-
aged children were facing an array of social prob-
lems, such as parental divorce, abuse, and, among
adolescents, vulnerability to risks such as preg-
nancy and substance abuse (Haggerty 1990).

As a result of this new focus, the foundation’s
funding of research had a significant impact on
the growth of research on adolescence during the
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1980s. In fact, much of its funding went specifi-
cally to adolescent research rather than to research
on school-aged children in general (Haggerty
1990). This trend resulted from the growth of in-
terest in the field and the increasing need for in-
formation to deal with issues such as teen preg-
nancy. Prior to the 1970s, articles in the leading
developmental journal, Child Development, had fo-
cused disproportionately on infancy. Beginning in
the 1980s, in part because of funding available
from the Grant Foundation, the balance began to
shift to adolescence. There are now two journals
devoted to adolescence and a professional society,
Society for Research on Adolescence. Thus the
foundation, therefore, contributed to the growth of
a new field.

It was in the early 1980s when Robert Haggerty,
M.D., took over as president and redirected the
focus to stress and coping in school-aged children,
that the foundation’s program for junior investiga-
tors, Faculty Scholars, was established. This pro-
gram is still ongoing and has been enormously
successful in keeping the very best minds in aca-
demic research on human development (Cahan
1986). Beginning in the 1990s, when I joined the
foundation as vice president, this program became
fully multidisciplinary. We discovered that diversi-
fying the selection committee resulted in applica-
tions beginning to arrive from fields outside the
traditional disciplines of developmental studies:
psychology, pediatrics, and psychiatry. This pro-
gram has thus contributed substantially to broad-
ening the field of research on child development.
The scholars funded now cover virtually every
field of human development.

Also in the 1990s, the foundation announced an
interest in funding research on late adolescence
and the transition to adulthood. In the mid-1980s
the foundation had funded a commission that pro-
duced a report, The Forgotten Half (1986), docu-
menting the plight of that half of the youth popu-
lation who do not attend college. Compared to the
half that do attend college, they lack social services
and assistance (Halperin 1990). This report di-
rected attention to the transition from school to
work, and Haggerty and I, with the approval of the
board, agreed that the full variety of transitions
that characterize the transition to adulthood mer-
ited attention (Haggerty 1990). There were several
longitudinal studies whose samples were nearing
this age period, and the assumption of adult re-

sponsibilities was being increasingly delayed. At
the same time, globalization was increasing creat-
ing one large worldwide youth culture. Studies of
young adulthood are now as frequent as of early
adolescence.

Beatrice A. Hamburg, a longstanding member
of the foundation’s board of trustees and chairper-
son of the faculty scholars selection committee
took over the presidency of the foundation in the
early 1990s, succeeding Haggerty. Her husband
David was then president of the Carnegie Corpora-
tion. They were the first couple ever to jointly head
private independent foundations. Given Beatrice
Hamburg’s longtime association with the founda-
tion, she did not redirect the overall focus, but she
did develop two important programmatic themes:
educational reform and juvenile justice (Hamburg
1993). A variety of research projects connected to
innovative social endeavors characterized her
years as president of the foundation.

Hamburg was succeeded by Karen Hein, M.D.,
who has brought a concern for youth development
and an eagerness to insure that the research
funded by the foundation impacts the well-being
of youth. As a result, an overarching concern for
communication has been added to the founda-
tion’s portfolio, and the foundation has also em-
phasized its concern for research, not just on indi-
vidual development, but also on the social context
in which that development occurs (Hein
1998–2000). Lawrence Gianinno joined the Foun-
dation as its first vice president for strategic com-
munications in 1999. I left the Foundation in 2000
after ten years there, and Robert Granger, formerly
senior vice president at the Manpower Demonstra-
tion Research Corporation, joined as senior vice
president for program. It is therefore a new era for
the foundation, and its potential for setting the
agenda of research on human development has
never been greater.

In 2002, the Foundation celebrates its 100th Fac-
ulty Scholar. It continues to develop the frontiers of
research on human development, to push the edges
of innovative approaches to research, to maximize
the usefulness of research knowledge, and to build
leaders in the science of human development.
William Grant’s founding wisdom and foresight
continue to be the driving forces. The foundation
has always wisely positioned itself at the leading
edge of important new areas in the fields in which
it funds. It has been successful in achieving a good
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balance between exciting developments in the field
and social needs for information.

Lonnie R. Sherrod

See also: Freud, Anna; Resilience; Transition from
School to Work and Adult Life
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Women, Infants, and Children 
(WIC), Special Supplemental 
Nutrition Program
WIC, the acronym commonly used for Special
Supplemental Nutrition Program for Women, In-
fants and Children, is a federal grant program de-
signed to provide supplemental nutritious food by
a voucher system to eligible participants. This pro-
gram improves the well-being of families and indi-
viduals by helping to prevent long-term negative
effects of poor nutrition. Eligible groups are preg-
nant women, women up to six months postpartum
who are not breastfeeding, breastfeeding women
up to twelve months postpartum, infants, and chil-
dren up to age five. These individuals must also
meet income guidelines and a state residency re-
quirement, and be identified as at nutritional risk
by a health professional. To be eligible on the basis
of income, applicants’ gross income must fall at or
below 185 percent of the U.S. Poverty Income
Guidelines, or they must participate in the Food
Stamp Program, Medicaid, or Temporary Assis-
tance for Needy Families(TANF). “Nutritional
risk” is defined as a situation of risk according to
medical criteria, such as anemia, excessive or in-
sufficient weight gain, or a history of poor preg-
nancy outcomes, when that situation is com-
pounded by inadequate dietary intake compared
to the Food Guide Pyramid.

Purpose
WIC is designed to meet nutritional needs on a
short-term basis at times when nutritional risk is
the greatest. Once eligibility requirements are met,
the participant is certified for six months, pro-
vided the individual is pregnant, postpartum,
nursing, or is under five years of age.

Benefits
Prenatal WIC participation has effectively helped
reduce infant mortality, low birth weight, and ma-
ternal and newborn medical costs (Devenay
1992). Infant and children participation in WIC
has improved nutrient intake, growth rates, and
cognitive development (Oliveria and Gunderson
2000). Participation in WIC has effectively reduced
the rate of iron deficiency anemia.
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WIC provides food vouchers, which list the
quantity of specific foods that can be purchased
with the vouchers. WIC foods include iron-forti-
fied infant formula and infant cereal, iron-fortified
adult cereal, vitamin-C-rich fruit and vegetable
juice, eggs, milk, cheese, peanut butter, dried beans
or peas, tuna fish, and carrots. These foods provide
nutrients (calcium, iron, vitamins A and C, and
protein) that are often lacking in diets of low-in-
come women. Special infant formulas and certain
medical foods may be provided when prescribed
by a physician or health professional for a specified
medical condition. Additional coupons are pro-
vided to purchase locally grown produce at partic-
ipating farmers’ markets through the WIC Farm-
ers’ Market Nutrition Program.

In addition to food vouchers that participants
can redeem at authorized grocery stores, WIC pro-
vides individual and group nutrition counseling
and referrals to health care services. These health
care services include breastfeeding support, im-
munizations, prenatal care, family planning, and
substance abuse programs.

Ardith R. Brunt

See also: Breast-Feeding and Lactation; EFNEP: The
Expanded Food and Nutrition Education Program;
Low Birth Weight Infants; Public Policy and Early
Childhood
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Work and Families
Work includes employment outside the home and
unpaid tasks occurring within the home. Human
ecologists are concerned with this topic because it
is a major part of family life, as well as being one
significant context in the ecology of human devel-
opment. Families not only complete unpaid tasks
to care for themselves (e.g., cooking food, raising
children), but also must work outside the home to
earn income to support themselves.When families

cannot perform these functions, they either get
help (such as social assistance or day care) or
struggle to meet their daily needs. Moreover, vari-
ous features of society, such as gender ideology
and employment policies, affect the work that in-
dividuals in families do and how easily they are
able to do it.

Gender is a powerful factor affecting the work
that women and men do. Historically, a pattern
emerged after the industrial revolution in which
women’s and men’s work became segregated (Ger-
son 1993, 18). When production of goods moved
outside of homes, men came to be seen as respon-
sible for (paid) work outside the home and women
responsible for (unpaid) work inside the home.
Men started earning a “family wage”—a higher
wage paid only to men so they could support their
whole family financially (Gerson 1993, 19). Many
working-class, poor, minority, and single women
or single mothers still worked outside the home
because their families needed their incomes. They
did not earn family wages, however, because they
were not expected to be financially responsible for
their families.

The legacy of the family wage lives on in many
ways. In 1994, women’s weekly wages were 76 per-
cent of men’s weekly wages (Haas 1999, 572). Sin-
gle mothers and their children are more likely to
live in poverty than any other family group (Blank
1998, 40). Even though women are more likely to
be part of the paid labor force than in the past, and
despite a decline in real wages that has made two
incomes a necessity for many families (Haas 1999,
572), men and women still are ambivalent about
women’s roles as financial providers (Daly 1996,
152). Although women are increasingly employed
full-time, they still remain responsible for the ma-
jority of unpaid family work (Haas 1999, 576),
whereas men’s identities are more related to their
careers or jobs than their families. Not surpris-
ingly, women’s lower incomes helps reinforce the
expectation that women are more useful to their
families at home than in the workforce.

Unpaid family work is a complex concept to
study. It often is combined with leisure, which
makes it hard to clearly recognize or define (Daly
1996, 169). Christmas, for example, must be “cre-
ated” before the holiday can be enjoyed. Addition-
ally, there are many types of unpaid work, and
sometimes researchers and practitioners do not
agree on what is or is not work. Unpaid work typi-
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cally refers to the accomplishment of activities that
produce tangible outcomes, such as having a clean
bathroom. This task accomplishment (Mederer
1993, 134) is usually what people think about
when referring to unpaid family labor. Much fam-
ily work does not produce tangible outcomes, how-
ever. Emotion work includes all the activities (ob-
servable and nonobservable) and time spent
providing emotional support to family members
and enhancing their well-being (Erickson 1993,
888). Employed parents may engage in high
amounts of emotion work to make up for time
they have not been able to spend with their chil-
dren as a result of their employment. Kinwork in-
volves the maintenance of cross-household ties,
involving activities such as making phone calls,
sending birthday cards, creating holiday or ritual
celebrations, and all the mental work of reflection
needed to accomplish these tasks (Di Leonardo
1987, 442). Household management, which is done
before task accomplishment, is invisible work con-
sisting of all the mental preparation of deciding
what needs to be done, how and when to do it, and
what standards to follow (Mederer 1993, 133).

Even though gender attitudes have become
more egalitarian since the 1960s (Haas 1999, 574),
women do more unpaid family work than men
and are expected to be more responsible for it. Sur-
vey data have indicated that women spent an aver-
age of thirty-three hours a week on household
tasks, whereas men spent an average of fourteen
(Haas 1999, 577). Women tend to do tasks that are
repetitious and time-consuming, such as cooking
meals, whereas men are more likely to do tradi-
tionally male activities that are less time-consum-
ing and often involve leisure, such as gardening.
Household management is even more gendered
(with women doing it more than men) than actual
task accomplishment (Mederer 1993, 143).Women
also tend to be more responsible than men for
maintaining kin ties (Di Leonardo 1987, 443).

There are several theories about why this in-
equity persists. The time availability model sug-
gests that women do more housework than men
because they have more time to do it. It predicts
that that when women enter the workforce, their
husbands will pick up the slack at home because
women have less time. Studies do not find conclu-
sive support for this. Employed women do spend
less time on housework, but what is not clear is
whether their husbands pick up the slack (Haas

1999, 579). The resource model suggests that who-
ever has more power can get out of housework. It
suggests that if women are employed, they will
have more power in their marriages (because em-
ployment equals money, and money equals power)
and therefore domestic tasks will more likely be
shared. Research findings only find partial support
for this theory (Haas 1999, 581). The ideology
model suggests that it is individuals’ gender atti-
tudes that affect whether or not division of labor is
gender-based. For example, men appear to do
more housework when both husbands and wives
have egalitarian attitudes toward gender (Haas
1999, 581). Partial support is found for this model
also. Researchers are beginning to look at addi-
tional factors, such as institutional constraints,
that can affect division of labor (Haas 1999, 581).

Previously, researchers believed that individu-
als acted in ways in which they were socialized as
children, but recent studies have recognized that
childhood experiences do not necessarily dictate
how women and men will approach work issues
later in life (Gerson 1993, 23). Individuals experi-
ence various constraints and opportunities as
they move through adulthood, and some of these
may be unexpected events that change the direc-
tion of a person’s life (Gerson 1993, 260). For ex-
ample, a work-oriented man may marry a woman
who is very committed to her career, which may
steer him toward being more focused on home
life. Similarly, a working-class husband may hit a
dead-end in his job, thereby becoming more fam-
ily- or home-focused.

Combining paid work and family work and life
is a challenge for many families. Spillover occurs
when experiences in one domain (e.g., employ-
ment) affect experiences in another domain (e.g.,
family). It may be positive or negative, and its di-
rection may be from employment to home or from
home to employment. Negative spillover may
occur when individuals’ job demands increase
stress levels to the point that they are always angry
at home or when parents are so preoccupied with
organizing a child’s birthday party that it affects
their ability to concentrate at work. Positive
spillover can occur when a positive experience at
work results in people feeling invigorated and en-
ergized, which enhances their interaction with
family members.

Some families may try to reduce negative
spillover by using individual strategies such as
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cutting back on their work hours. However, factors
in the structural context, such as work and govern-
ment policies, also are important in determining
how well families are able to combine work and
family life or meet their financial needs. Flextime,
dependent care assistance, and family leave poli-
cies are examples of helpful institutional strategies
(Haas 1999, 596). Such strategies should be scruti-
nized on a regular basis to make sure they actually
are helping families in the intended ways. For ex-
ample, the 1993 Family and Medical Leave Act,
while increasing previous unpaid family leave sub-
stantially, only applied to organizations of a cer-
tain size (Haas 1999, 597). Programs related to al-
leviating poverty need to be monitored. Although
public assistance programs have helped many
poor families (Blank 1998, 133), any extra income
usually means a loss of benefits. As a result, many
families find it difficult to get ahead (Edin and
Lein 1997, 7).When they controlled for family size,
researchers found that working single mothers
had more financial hardships than single mothers
on welfare (Edin and Lein 1996, 117).This situa-
tion is due to a combination of increased work-re-
lated costs and loss of government benefits. Fewer
employment opportunities for lower-skilled work-
ers combined with declining real wages also
means that employment is no longer a sure way
out of poverty for many families (Blank 1997, 52).

Áine M. Humble

See also: Child Care: Issues for Infants and Children;
Gender and Families; Gender Roles and Society;
Work-Family Conflict
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Work-Family Conflict
When the conflicting pressures between work and
family become incompatible so that participation
in one role is made more difficult because of par-
ticipation in the other role, work-family conflict
(WFC) is said to occur (Greenhaus and Beutell
1985). Managing the conflict between work and
family is increasingly a challenge for employees,
especially as greater numbers of households
change from single-earner to dual-earner. A con-
siderable amount of research has focused on the
causes and consequences of conflict between work
and family, and a recent meta-analysis that re-
viewed all published studies that examined work-
family conflict and job and life satisfaction found a
consistent negative relationship between work-
family conflict and both satisfaction measures.
Other research has shown that work-family con-
flict is related to marital dissatisfaction, job
burnout, turnover, and outcomes related to psy-
chological distress as well as work productivity
and financial costs incurred by an organization.
Employers have attempted to establish workplace
programs (e.g., flexible work schedules) to allevi-
ate work-family conflict, but research has shown
that their effects are often limited. Recent research
points to the importance of individual differences
in such factors as time management strategies in
explaining why some employees (e.g., those higher
in self-control skills) tend to deal better with the
antecedents of work-family conflict than others.

Conflict between Work and Family Roles
Conflict between work and family roles can occur
in two ways: work interfering with family (WIF)
and family interfering with work (FIW) (Frone,
Russell, and Cooper 1992). Both kinds occur when
“(a) time devoted to the requirements of one role
makes it difficult to fulfill requirements of an-

714 Work-Family Conflict



other; (b) strain from participation in one role
makes it difficult to fulfill requirements of an-
other; or (c) specific behaviors required by one
role make it difficult to fulfill requirements of an-
other” (Greenhaus and Beutell 1985, 76). Time-
based conflict can have two forms: time pressures
of one role make it physically impossible to fulfill
the requirements of the other role, or pressures
from one role cause mental preoccupation with it
even while physically attempting to meet the de-
mands of the other role. Role overload at work,
which can be seen as the inability to fulfill one’s
work role requirements in a given period of time,
contributes to time-based work-family conflict.

Work-family conflict models propose that con-
flict arises when the demands of one domain are
incompatible with demands of the other domain
(Adams, King, and King 1996). Data in the area of
work-family stress has suggested that the do-
mains exert both direct and reciprocal influences
on each other. Michael Frone, Marcia Russell, and
Lynne Cooper (1992) asserted that a reciprocal re-
lationship between WIF and FIW exists, based on
the assumption that if work stressors (work pres-
sure, lack of autonomy, and role ambiguity) begin
to interfere with family obligations, these unful-
filled family obligations may then begin to inter-
fere with work functions. Because of this close re-
lationship, consideration of both types of conflict
is necessary.

Antecedents to Work-Family Conflict
Several possible antecedents to work-family con-
flict have been investigated in prior research. The
research can be divided into two camps: an-
tecedents of work-family conflict at work and an-
tecedents of work-family conflict at home. The fol-
lowing work variables have all been found to be
related to work-family conflict: length and diffi-
culty of the commute to and from work, amount
and frequency of overtime, job autonomy, task
challenge, work load, management support and
recognition, level of importance assigned to work
roles, job involvement, and role overload at work.
The relationship between each of these factors and
work-family conflict is different. For example, the
more job autonomy employees have at work, the
more flexibility they will have in dealing with the
conflicting demands of work and family. Thus, as
job autonomy increases, the level of work-family
conflict decreases. On the other hand, the more

overload one experiences at work, the less time
one has to meet conflicting family demands.

Research into the antecedents of work-family
conflict in the family domain suggests positive
linkages between WFC and marital status, size and
developmental stage of family, level of importance
assigned to family roles, family stressors (parental
workload, extent of children’s misbehavior, lack of
spousal support, and degree of tension in the mar-
ital relationship) and family involvement. For ex-
ample, low levels of spousal support are associated
with higher levels of work-family conflict.

Outcomes of Work-Family Conflict
The conflict that occurs between work and non-
work roles can be a source of stress, with physical
and psychological outcomes for the individual.
These outcomes may, in turn, impact the work or-
ganization as well as the family relationships of the
individual. Conflict can have a significant impact
on the quality of both work and family life. For ex-
ample, it has been found that psychological
burnout, alienation, and reduced job satisfaction
were all related to high levels of work interfering
with family (Allen et al. 2000). Also, there is some
evidence that WIF plays a mediating role between
work role-conflict or overload and job burnout
and satisfaction. For example, research suggests
that lower job satisfaction, organizational commit-
ment, and life satisfaction in employed graduate
students was related to family interfering with
work. Frone, Russell, and Cooper (1992) noted a
relationship between higher levels of family inter-
fering with work and clinical depression and job
stress in working adults. Other research has shown
WIF and FIW are related to job, life, and marital
dissatisfaction; job burnout; turnover; and out-
comes related to psychological distress, as well as
to work productivity and financial costs incurred
by an organization. Recent research also suggests
that child and adolescent adjustment may be af-
fected by work-family conflict. Specifically, the an-
tecedents of work-family conflict (e.g., feelings of
overload and strain) in parents are related to less
positive adjustment in children.

In summary, prior research has linked several
factors from both the work and family domains to
perceived levels of work-family conflict. Further-
more, research has also identified many of the out-
comes of perceived work-family conflict. Another
line of research that has been undertaken is con-
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cerned with how one can alleviate work-family
conflict. The two basic areas that have been con-
sidered are organizational interventions to reduce
work-family conflict, and individual factors (e.g.,
time management skills) that may reduce work-
family conflict.

Organizational Influences 
on Work-Family Conflict
Organizations vary in their degrees of supportive-
ness for employees dealing with work-family con-
flict. Some organizations recognize the difficulties
individuals face in balancing work and family re-
sponsibilities and implement policies and pro-
grams to help employees meet all their work and
family responsibilities. These policies and pro-
grams include benefits such as on-site child care,
maternity and paternity leave, child sick days, flex-
ible scheduling, and the like. Family benefits pro-
vided by the organization are believed to assuage
work-family conflict by enabling employees to have
greater control over both work and family domains.

Research has indeed found that use of on-site
child care positively affected employees’ attitudes
about managing work and family responsibilities.
Other studies have shown that the number of fam-
ily benefits provided by the organization and used
by the employee is related to work-family conflict,
strain, and employee attitudes about the support-
iveness of the organization. In addition, the
amount of supervisor support for employees in
dealing with work-family conflict was positively
related to employee attitudes about managing
work and family responsibilities. Similarly, re-
search has found that supportiveness of employ-
ees’ immediate supervisor, in the form of flexibility
when family needs arise, was related to lower lev-
els of employee-reported work-family role strain.
In general, however, organizational influences on
work-family conflict have been limited.

In their review of current literature in work-
family policy, Ellen Kossek and Cynthia Ozeki
(1999) noted that only half of the studies reviewed
showed clear positive effects of organizational
policies on reducing work-family conflict. One ex-
planation offered by Charlene Marmer Solomon
(1994) points to a discrepancy between policies
and actual practice. Too often, corporate culture
does not support employees’ use of organizational
benefits, thus discouraging employees from mak-
ing use of benefits in dealing with work-family

conflict. Though organizations may implement
benefits programs designed to decrease work-
family conflict, attention must be put on changing
corporate culture if these programs are to have
their full effect.Aside from corporate culture, other
outside factors seem to influence whether employ-
ees make use of these programs, and the degree to
which they feel relief from work-family conflict as
a result. Therefore, it stands to reason that individ-
ual differences in employees may play a significant
role in determining work-family conflict levels.
Both personality factors and strategies used by in-
dividuals in dealing with the limited resources re-
sulting from WIF and FIW may influence per-
ceived levels of work-family conflict. Thus,
differences in work-family conflict levels may be
related to differences in personality (e.g., resource-
fulness or lack of it), use of one or more strategies
(e.g., time management strategies), or the avail-
ability of other resources (e.g., social or spousal
support).

Individual Differences 
and Work-Family Conflict
There is evidence that individual differences in
such factors as self-control skills can help predict
the impact a stressor (such as work-family con-
flict) will have on a person’s physical and mental
well-being. For example, research has found that
the more self-focused attention an employee re-
ported, the lower their severity of depression and
reported somatic symptoms. More recently, it has
been found that women who possessed self-con-
trol skills (such as resourcefulness) were less
stressed by handling multiple roles than were
women who did not possess these skills.

Time Management
Time management involves three dimensions: (1)
goal setting and prioritization, which involves
daily decisions about what is most important to be
accomplished; (2) mechanics of time manage-
ment, which includes such activities as making 
to-do lists; (3) preference for organization, which
involves maintaining a methodical, organized ap-
proach to work. However, when Steve Jex and Tina
Elacqua (1999) investigated the moderating ef-
fects of these three dimensions of time manage-
ment on the relationship between WIF and strain,
they concluded that the effects were not substan-
tively meaningful.
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In a related study,Gary Adams and Jex (1999) in-
vestigated both the direct and indirect (through
perceived control of time) relationships between the
three dimensions of time management and WIF
and FIW. Results showed a negative relationship be-
tween time management and FIW that was entirely
mediated by perceived control. That is, the use of
time management strategies led employees to feel
greater perceived control of time, which in turn led
to lower amounts of FIW conflict. A similar rela-
tionship was found for time management and WIF,
as well as a direct relationship between preference
for organization and goal setting and prioritization.
Surprisingly, the relationship between goal setting
and WIF was a positive one. Adams and Jex postu-
lated that this finding was due to the tendency for
work-related activities to be given a higher priority
than family-related activities.

In summary, time management strategies do
seem important in predicting who will deal better
with the antecedents of work-family conflict. How-
ever, the relationship, as shown above, is a compli-
cated one.

Social and Spousal Support
Social and spousal support are both believed to
have a negative relationship with WIF and FIW.
That is, the more support one has, the less work-
family conflict one will experience. Research has
found that supervisor support had a direct inverse
relationship with levels of WIF, and that supportive
organizational policies (i.e., flexible schedules)
had an indirect relationship through perceived
control. Recent research also found that family
support moderated the relationship between role
stressors and WIF and FIW.

Boris B. Baltes
Cara C. Bauer

See also: Work and Families; Workplace: Psychological
Contracts 
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Workplace: Psychological Contracts
The “psychological contract” is a term used for the
unwritten set of expectations that an individual
has with respect to a relationship with an individ-
ual or organization. The nature of the psychologi-
cal contract has been related to work performance
and attitude outcomes such as absenteeism, inno-
vation, job satisfaction, job security, intention to
quit, layoffs, organizational commitment, work-
place performance, resistance to change, and team
spirit. The nature of this unwritten set of expecta-
tions has had differing interpretations since the
term “psychological contract” was first introduced
in the early 1960s.

Chris Argyris (1960) first presented the term
when studying the relationships of shop workers
with their foremen. He found that there was a tacit
acceptance that if one leaves the other to do their
job a balance of good work and fair treatment
would exist. Harry Levinson (1962) further devel-
oped the concept of the psychological contract,
providing a definition that suggested it was a
shared agreement between an individual and an
organization that involved unwritten expectations
for both parties. This definition seems to have
been influenced by contract literature, embracing
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the legal perspective of agreement and exchange
equity. These earlier conceptions of the psycholog-
ical contract clearly involved concepts of reciproc-
ity and equity.

The psychological contract was later revised by
Denise Rousseau (1990) to embody a different way
of seeing it. Rousseau saw a psychological contract
as something that could only happen between two
individuals, not between an individual and an or-
ganization. She argued that organizations cannot
hold beliefs or perceptions about a deal, and that
individuals cannot make agreements with organi-
zations, at least directly, that an individual must al-
ways be an agent for the organization. In
Rousseau’s new conception, the individual held a
subjective view of their agreement with the em-
ploying organization, and any perceived breaches
of the contract were held solely to be an individual
responsibility. This one-sided perspective holds a
very different sense with respect to the spirit of ex-
change. Criticisms of this conceptual split have
been numerous. The newer perspective is consid-
ered to run contrary to any spirit of contract, and
critics argue that the metaphorical use of the term
“contract” should be abandoned. Others have ar-
gued that this new perspective has placed the or-
ganization at a disadvantage in the typical thrust
and parry of contract negotiations and agreement.
As it stands, both views of the psychological con-
tract are being applied today.

Rousseau also made a new distinction, classify-
ing contracts as either transactional or relational.
Exchange relationships in general are composed of
two areas, involving the transactional and rela-
tional components of a relationship. This catego-
rization is applied by organizational researchers in
the study of relationships and is “consistent with
various areas of contract law, including laws gov-
erning agency, employment, incorporation, and
marriage” (Rousseau 1995, 92).

An example of a transactional exchange is one
that involves a contract or relationship that has a
short duration involving a straightforward ex-
change of money for a good or service. Buying a
newspaper at a local corner store is a good exam-
ple of an exchange that is high in transactional
content. The purchase involves an exchange that is
both explicit and agreed upon. The newspaper has
a predetermined price, and the purchaser pays the
necessary amount of money. The exchange be-
tween the buyer and seller is made, and the needs

of both parties are satisfied. In general, exchanges
that are high in transactional content entail some
form of task-specific, explicit economic incentives,
established time frames with limited flexibility be-
fore the deal would have to be renegotiated, or the
utilization of employees without any intention of
future skill development.

On the other side of the exchange continuum is
the relational component, which emphasizes a
more social exchange and greater interdepend-
ence. Relational exchanges involve open-ended re-
lationships, where reciprocation is expected some
time in the future, but may not be explicitly stated
at the time of an exchange. If we look at the pur-
chase of the newspaper at the corner store again
and add that the store is a place regularly visited by
the shopper, and that the store owner knows him
and thinks well of him, the storekeeper may allow
the shopper to take the newspaper and pay for it
later. Possibly the shopper has helped the store
owner in the past by picking up spilt goods or
spotting a shoplifter, and in return the storekeeper
allows the shopper to occasionally have the news-
paper without having to pay money for it. These
types of exchange would constitute ones that are
high in relational content. Relational exchanges in-
volve open-ended time frames with unwritten cri-
teria. Relational exchanges can also involve rela-
tionships that regularly change with the intention
of future skill development.

Measuring, or getting a sense of what is con-
tained within a psychological contract has been at-
tempted in three different ways. The first is by eval-
uating the dimensions of the psychological contract.
The second is by evaluating the content of the con-
tract (such as benefit types, hours of work, and the
like), and the third involves the explicit evaluation
of the psychological contract by the actual holders
of the contract. The latter two approaches, however,
are considered rather problematic, particularly
when measuring different groups across regions
and time. The content of a psychological contract
constantly changes; the benefits and constraints of
an agreement can vary from year to year and place
to place, leading to assessments that are not neces-
sarily relevant to others in the same industry but in
different organizations or at different times. In ad-
dition, any evaluation of the psychological contract
by its holders potentially presents problems due to
subjective bias and a sense of pressure to provide
socially accepted responses.
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Evaluating the psychological contract by exam-
ining the dimensions, help to define the type of
environment in which such psychological con-
tracts are formed. Rousseau initially introduced
five dimensions: scope, focus, tangibility, time
frame, and stability. The scope of a psychological
contract has to do with the degree to which an
employee’s work impinges upon her personal time
(home time, work/home balance). The focus has
to do with the nature of the work: For example, the
work may be high relational/emotional focus (like
the work of a nurse or a counselor) or high trans-
actional (like the work of an accountant or line
worker). The tangibility of a contract has to do
with the degree of explicitness of the work
arrangement, with such questions as whether the
job description is in writing and current. The time
frame is the anticipated length of time the indi-
vidual will have the job. The stability depends on
the relative security of the job as it currently
stands; do the demands of the job or description
change regularly or are they rather static?

The dimensions were later added to with the
rationale that the existing dimensions need to also
represent workers who are nontraditional, or con-
tingent. Multiple agency, particularism, and voli-
tion were added to the dimensions. As well, the
concept of time frame was split to allow consider-
ation of both duration and precision. To take mul-
tiple agency into account is to recognize the fact
that not all employees report to a single individual.
For example, consultants and temps (temporary
employees hired to fulfill a shortterm need within
an organization) will report to both their employ-
ing organization and the client they are assigned
to. To consider particularism is to consider the
skill set of the individual: Is the individual work-
ing in a specialized field or are the required skills
for the job widely available? Volition is the level of
free will an individual has in a job, with whether it

was his choice to be in the job or he felt coerced
into it. Finally, if one looks at the duration of a time
frame, one is considering the nature of any shared
agreement as to the length of the period of em-
ployment, and precision has to do with the degree
of clarity as to when the employment agreement
will terminate.

The primary focus of study on psychological
contracts has been on contract breach and viola-
tion, on the way psychological contracts have been
broken as a result of organizations changing in
order to meet market demands. This work has
dominated the psychological contract literature in
the 1990s, primarily as a result of workplace initia-
tives involving re-engineering and downsizing.
Another focus has been the discussion of old and
new contracts. The perception by many of the re-
searchers is that in general in the United States
there is a new psychological contract, one that does
not guarantee job security, benefits, and the like.
However, there has been some debate as to
whether there ever was an old contract; some
argue that what is presently defined as the old con-
tract may have been enjoyed only by an elite mi-
nority of the workforce.

Andrew J. Gaudes

See also: Work and Family; Work-Family Conflict
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Young Adulthood
Young adulthood is a stage of the individual life
span that bridges adolescence and adulthood. The
individual emerges during young adulthood as a
member of society, personally responsible for her
behavior. Prior to this life span stage, the individ-
ual shared the responsibility for her actions with
parents, teachers, and society. During young adult-
hood, the individual is first responsible for com-
mitting herself to society by taking on socially
sanctioned roles such as life partner, worker, and
parent. This stage in the life span is defined by an
integration of past experiences into an adult self,
with a perspective and a plan for the future.

Whereas Sigmund Freud suggested that devel-
opmental maturation was achieved through pu-
bertal maturation, others have suggested and elab-
orated upon the intrapsychic development that
continues after puberty. For example, Robert White
(1952) suggested that during young adulthood, in-
dividuals would experience a stabilizing of iden-
tity, greater ability to relate to others, and a deep-
ening and stabilization of interests, which leads to
specialization of skills, a personal commitment to
human values, and extension of a social con-
science—a greater concern for those in need.

Likewise, Rudolph Wittenberg (1968), a psy-
choanalyst, suggested that young adulthood is a
specific phase of growth during the life span that
occurs after adolescence. This phase of the life
span can be characterized by five “metapsycho-
logic factors” and three “socioeconomic factors.” In
regard to the psychological tasks of young adult-
hood, he suggested that the postadolescent is chal-

lenged with becoming his own authority. Second,
despite the fact that identity has been solidified
during adolescence, the postadolescent may sense
a temporary estrangement from his identity. This
temporary state, Wittenberg suggests, signifies the
significant stress that the individual is under to
match his identity with prescribed social roles.
Third, with the advent of adult roles, many sense a
loss of the freedom to experiment with new roles.
Fourth, the young adult becomes more acutely
aware of the passage of time. The young adult, now
more in control of the events of his life, gives more
thought about how he chooses to allocate his time.
Fifth, the search for a partner takes on signifi-
cance. This refers to the preoccupation that the
postadolescent has with finding a mate with whom
to share intimacy.

Wittenberg equally acknowledged the impact
of context in shaping the landscape of young
adulthood in terms of socioeconomic factors First,
he suggests that young adults are subjected to an
economic bind. They are eager to make progress
toward financial independence, but are subjected
to barriers to participation in the labor force (i.e.,
continuing need for advanced education to enter
the labor force). Second, the young adult must es-
tablish a social group formation, which will serve
as a support network for the multiple transitions
of young adulthood. Lastly, the young adult must
develop a philosophy of life, a hierarchy of values,
a weltanschauung, or a “life dream,” which serves
as a guide through adult life.

Erik Erikson put the stage of young adulthood
in a life span developmental framework. The stage
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of young adulthood is the sixth stage of psychoso-
cial development, following adolescence and pre-
figuring adulthood (Erikson 1950). He suggested
that, between the ages of 18 and 30, young adults
are challenged with the specific developmental
task of achieving intimacy, the ability to give of
oneself freely. The resolution of this developmental
crisis results in young adults’ love, which allows
them to give of themselves to friends, intimate
partners, children, and society across the life span.
Erikson further proposed that individuals who are
not able to meet the challenge of developing inti-
macy during young adulthood experience isola-
tion, limitations to experiencing intimacy—which
constrains the individual from experiencing mu-
tuality with friends, intimate partners, and society.
When mutuality is experienced, it serves as a
foundation of care and generativity for the next
generation through selecting a mate, learning to
live with a marriage partner, starting a family,
rearing children, managing a home, getting started
in a career, taking on civic responsibility, and find-
ing a congenial social group (Havighurst 1952;
Erikson 1968).

It has been suggested that the terrain of young
adulthood is more difficult for some than others,
as a function of salient demographic factors. For
example, adjustment during this stage of the life
span may be a very different task for young men
and women, as socialization of boys and girls to-
ward intimacy and the balancing of work and fam-
ily—tasks of young adulthood—differ (Gilligan
1982; Levinson 1978; 1996). Moreover, young
adulthood requires individuals to take on, for the
first time, a set of social roles. The decisions and
adaptations of young adult are dependent upon
the historic, economic, and social issues of con-
temporary society (Erikson 1950; Havighurst
1952). In addition to historical time, the economy
and the dominant social issues that coincide with
an individual’s young adulthood influence the de-
cisions and experiences of that period  (Goldschei-
der and Goldscheider 1999; Booth, Crouter, and
Shanahan 1998).

Jennifer L. Tanner
Daniel J. Warren

See also: Developmental Transitions across the Life
Span; Erikson, Erik Homburger; Friendship across
the Life Span; Freud, Sigmund; Transition from
School to Work and Adult Life
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Youth Development
Youth development is a philosophy and approach
to working with young people that emphasizes
several key ideas:

• All young people have common needs and
face common tasks as they grow from
childhood to adulthood. Knowledge of these
needs and tasks is well defined and clearly
articulated in a solid body of research around
child and adolescent development.

• In addressing these needs and accomplishing
these tasks, all young people need regular
opportunities to develop skills and
competencies that are useful now and in the
future.

• Adults play important roles in fostering
young people’s healthy development. These
roles include providing needed protection,
guidance, support, and opportunities that
promote positive growth.

• Young people are agents of their own
development, and all young people have
strengths and prior knowledge that are
considered assets to their subsequent
development.
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Many individuals and institutions support (or
hinder) positive youth development—including
families, schools, other community institutions,
and communities themselves. In addition, there is
a formal sector of organizations in American soci-
ety that is often described as the youth develop-
ment sector. Organizations in this sector are gener-
ally considered to include national youth-serving
agencies (such as Boy Scouts, Boys and Girls Clubs,
Camp Fire, 4-H, Girl Scouts, Girls Incorporated,
YMCA, YWCA); grassroots independent youth or-
ganizations; sports organizations (such as Little
League and Youth Soccer); religious youth groups;
and selected public sector groups, including public
libraries and parks and recreation centers.

Youth development differs in several significant
ways from prevention and treatment approaches.
First of all, youth development revolves around
building young people’s strengths (assets) and
competencies, while other approaches revolve
around preventing or treating problems. Second,
youth development supports, services, and oppor-
tunities address universal needs, whereas preven-
tion and treatment are often targeted to specific
groups of young people.

The youth development approach and pro-

grams that are based on this approach rest on a
solid base of theoretical and empirical research.
For example, the following summarizes first the
underlying research base and then the evaluation
studies documenting the benefits of this work:

Fact One: All young people need ongoing supports
and opportunities on the road to successful adult-
hood. Extensive research on child and adolescent
development indicates that young people need on-
going guidance and support in all of the develop-
mental domains (cognitive, social, emotional,
physical, moral, and vocational) if they are to
achieve productive adulthood—defined as having
competencies that will allow them to participate in
the labor economy, in responsible family life and in
active citizenship (Eccles 1999).

Fact Two: Consistent adult guidance and support
promote positive youth development. Resilience
theory indicates that children who have consistent
access to adult guidance and support have better
outcomes, such as higher education and career as-
pirations, lower incidence of at-risk behaviors (Be-
nard 1991). These findings are confirmed by stud-
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ies of mentoring programs, such as Big Broth-
ers/Big Sisters (Tierney, Grossman, and Resch
1995).

Fact Three: Nonschool hours represent the single
largest block of time in the lives of American chil-
dren and youth. About 40 percent of young people’s
waking hours are discretionary—that is, not com-
mitted to other activities such as school, home-
work, meals, chores, or working for pay. By con-
trast, American youth spend about 32 percent of
their waking hours in school (Timmer, Eccles, and
O’Brien 1985).

Fact Four: Elementary-age children’s participation
in high quality after-school programs results in
several important learning and development 
outcomes. In a variety of studies spanning more
than a decade, University of Wisconsin researcher
Deborah Vandell has documented a host of posi-
tive benefits from children’s participation in high-
quality after-school programs, including better
grades, work habits, emotional adjustment, and
peer relations (Vandell and Shumow 1999). Fur-
thermore, educational researcher Reginald Clark
found that low-income children who spent 20–35
hours of their free time each week in engaged
learning (such as reading for pleasure and playing
strategy games) got better grades in school than
their more passive peers (Clark 1988).

Fact Five: Participation in community-based youth
development programs promotes positive academic
and social outcomes among teenagers. Stanford ed-
ucation professor Milbrey McLaughlin found that
adolescents who participate regularly in commu-
nity-based youth development programs (includ-
ing arts, sports, and community service) have bet-
ter academic and social outcomes—as well as
higher education and career aspirations—than
other similar teens (McLaughlin 2000).

Fact Six: Well-designed prevention programs have
been shown to reduce high-risk youth behaviors
such as adolescent pregnancy, substance abuse,
juvenile crime, and dropping out of school. Multi-
year evaluations conducted by the Association of
Junior Leagues, Girls Incorporated, Boys and Girls
Clubs of America and WAVE, Inc., have demon-

strated significant results in reducing high-risk
behaviors among teenagers—behaviors that often
get in the way of positive youth development. (For
a summary of this research, see Carnegie Corpora-
tion 1992, 38–39.)

Fact Seven: Comprehensive approaches to promot-
ing positive development and reducing risky behav-
iors have been shown to be very effective. A multi-
year evaluation of the Quantum Opportunities
Program found that long-term participation in a
comprehensive year-round program had signifi-
cant positive effects on economically disadvan-
taged high school youth. The intervention offered
components that are typical of youth development
programs, including academic enrichment and re-
mediation, community service opportunities, aca-
demic and career counseling, adult mentors, and
close peer relationships. Using a randomized de-
sign, this five-year longitudinal study showed pow-
erful results for participants, including better high
school graduation rates, higher enrollment in post-
secondary education, lower teen pregnancy rates,
and a higher level of community involvement
(Hahn, Leavitt, and Aaron 1994). Similar positive
findings have been documented in a recent multi-
year study of a comprehensive youth development
and pregnancy prevention program offered in di-
verse sites around the country (Kirby 2001).

Jane Quinn

See also: Adolescent Pregnancy and Prevention;
Community Youth Development; Extracurricular
Activity Participation; 4-H Youth Development;
Positive Development; Resilience; Youth Mentoring
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Youth Mentoring
Youth mentoring involves a supportive relation-
ship between an older, more experienced adult and
an unrelated, younger mentee—a relationship in
which the adult provides ongoing guidance, in-
struction, and encouragement aimed at develop-
ing the competence and character of the mentee.
Over the course of time, the adult and youth often
develop a special bond of mutual commitment, re-
spect, identification, and loyalty, a bond that facil-
itates the youth’s transition into adulthood. These
relationships can either be established through
formal programs that intentionally foster such a
relationship, or they can be established through in-
formal connections between the adult and the
young person. Although not all mentoring pro-
grams are effective, several recent evaluations have
suggested that high quality one-on-one mentoring
programs can improve the lives of children—facil-
itating key relationships, lowering the incidence of
risk-taking behavior, and improving academic at-
titudes and behaviors (Tierney and Grossman
1998; Rhodes 2002). Key attributes of high-quality
programs are careful screening of mentors, orien-
tation and training for the child and mentor, and
ongoing support of the match (Sipe 1999; DuBois
et al. 2002). Improvements in the youth are gener-
ally not observed until the relationships has lasted

six to twelve months (Grossman and Rhodes in
press).

Given the growing recognition that youth can
benefit from relationships with caring adults, there
has been a large push, both publicly and privately,
to expand mentoring programs. Despite much ef-
fort to recruit new mentors, however, adult volun-
teers are in chronic short supply. As a result, many
mentoring programs have altered their features in
order to be more attractive to volunteers or to use
volunteers more intensively. Thus, since the late
1990s there has been an explosion of new forms of
mentoring—school-based mentoring, group
mentoring, and even e-mail mentoring (Sipe and
Roder 1999).

Mentoring programs that occur at a particular
site (e.g., school, work, church) typically require
less time and forethought on the part of the men-
tor. Group mentoring uses the program’s scarce re-
source—the mentors—more intensively by as-
signing more than one child to the volunteer. There
is considerably more variation in structure among
group programs than one-on-one programs. The
groups differ with respect to the number of chil-
dren and adults in the group, as well as their focus.
E-mail mentoring typically asks the mentor to
contact his protégé electronically at least once a
week. The flexibility embodied in this form of
mentoring is aimed at making the volunteering ex-
perience as easy as possible.

Because these less traditional forms of mentor-
ing are so new, there are only a few studies avail-
able (McClanahan 1998; Herrera 1999; Herrera,
Sipe, and McClanahan 2000; Aseltine, Dupre, and
Lamlein 2000; Herrera in press). However, the
emerging results are worth reporting:

• School-based, group, and work-based
programs all attract volunteers who are less
likely to volunteer for traditional programs,
thus expanding the pool of mentors.

• Through teacher referrals, school-based
mentoring is able to reach children whose
parents are too busy to take them to a
traditional mentoring program.

• School-based mentors spend about half as
much time with youth as community-based
mentors, and benefits may not persist
beyond the school year.

• The adults in group mentoring programs
report improvements in youth’s social skills
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fostered through peer interactions central to
the group format.

Meaningful and effective relationships between
adults and adolescents can occur in many con-
texts, ranging from highly structured, arranged re-
lationship to the more spontaneous yet influential
ties that sometimes arise with cherished aunts,
uncles, teachers, or clergy. Although it is tempting
to argue for a more caring society that would ren-
der the programs unnecessary, it would be a mis-
take to be anything less than vigilant in supporting
a full array of resources for caring relationships
between adults and young people. Changes in fam-
ilies, work demands, and communities have left
many adolescents bereft of the adult supports that
were available just a few decades ago, while those
who parent them have faced increasingly complex
challenges. No one institution can completely
compensate for the social isolation that many chil-
dren and adolescents experience, and each institu-
tion finds its resources stretched by the limitations
of the others. Different youth derive benefits from
different resources, and there is growing evidence
that mentoring programs can protect many youth

against negative choices and support their healthy
development.

Jean B. Grossman
Jean E. Rhodes
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Youth Sports: An 
Ecological Perspective
The ecological model and theory (Bronfenbrenner
1979, 1989) frames an understanding of person-
context relationships such as the relationships in-
volving children, youth, and adolescents who play
sports. The ecological model can help communi-
ties understand what actions have to be taken to
make sports a positive experience for America’s
youth. Over 40 million children, youth, and
teenagers play sports in school or within the com-
munity (Stryer, Tofler, and Lapchick 1998). The
young sport enthusiast lists having fun, learning
and improving skills, being with and making
friends, belonging to a team, and being healthy
and fit as reasons for playing sports (Chambers
1991). It is up to the community, sport organiza-
tions, coaches, parents, sport officials, and the
youth to make sports a positive experience that
corresponds with the above listed reasons.

The ecological model consists of five systems,
interrelated and interdependent levels that interact
with and influence individual behavior and devel-
opment, and all affect the youth who is participat-
ing in sports. The model can be thought of as like a
target, with the individual youth placed in the mid-

dle, and the systems in concentric circles: the mi-
crosystem, the mesosystem, the exosystem, the
macrosystem, and the chronosystem. The microsys-
tem is the immediate environment the youth par-
ticipates in. The mesosystem is shaped by the inter-
relationships between two or more environments
in which the youth participates in. The exosystem is
any system that influences the youth’s life but does
not directly interact with the youth. The macrosys-
tem includes broad social contexts or social beliefs
that affects the youth and his environment. Finally,
the chronosystem indicates the changes within the
culture and the youth over time.

In the youth sports realm, the microsystem
refers to immediate settings or people that the
youth has face-to-face contact with: such settings
as the field, court, or arena, and such people as par-
ents, coaches, sports’ officials, team members, op-
ponents, and spectators. All these are included in
the microsystem. It is important to realize that the
interactions between these people and places di-
rectly affect the individual playing sports. Indeed,
the type of parenting and coaching must be ex-
plored. Supportive and noninterfering parents can
help youth develop qualities such as self-esteem,
self-motivation, good work ethic, positive atti-
tudes, coping mechanisms, responsibilities, team-
work, and discipline. This help can be given by
defining winning by level of effort, having open
communication with the child and coach, estab-
lishing and consistently enforcing rules for the
youth, modeling appropriate behavior at games,
and giving unconditional love regardless of the
youth’s sports skill (Hirschhorn and Loughead
2000). Additionally, youth can learn to play with
character, ethics, and sportsmanship.

Douglas Hirschhorn and Teri Loughead (2000)
indicated that overbearing and stress-causing par-
ents can harm the youth’s sports experience by
giving the youth the perception that their love is
based on the youth’s performance, by not having
developmentally appropriate expectations, by try-
ing to live through their child’s sports experience,
and by overcriticizing and underencouraging or
underpraising. Like parents, coaches need to strive
to be authoritative or democratic and must respect
the youth’s individual skill level and need.

It is on the microsystem level that parents and
coaches can help youth meet their sports-related
goals, including skill mastery and self-motivation.
Competence motivation theorists have postulated
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that young athletes feel rewarded when they de-
velop a feeling of competence (Murphy 1995).
Coaches can help youth feel competent by giving
positive feedback and encouragement. Other theo-
rists believe that it is achievement, the actual dis-
playing of competence, that is rewarding to youth
(Nicholls and Miller 1984). Accordingly, parents
and coaches must give ample opportunities to
youth to demonstrate their competence in a given
sport. John Nicholl’s theory of achievement moti-
vation involves two separate orientations: a task-
involved, or intrinsic, orientation, and an ego-in-
volved, or extrinsic, orientation. Task-involved
goals help youth perceive themselves as competent
based on individual skill improvement and effort.
In essence, the youth only competes against her-
self. Conversely, youth that base their perceptions
of competence on ego-involved tasks depend on
medals, parent or coach approval, and peer com-
parison. Both parents and coaches can directly af-
fect the motivational climate of the sports realm.

They have the power to teach youth that success is
not synonymous with scoring points, but rather
with working for goals such as mastery of skills
and having fun.

The type of competition that is promoted by
the parents and coaches (and communities) is also
important. According to Daniel Midura and Don-
ald Glover (1999), there are several different types
of competition. The Military competition encour-
ages players to see the opponents as the enemy.
The Reward model promotes championships and
is based on winning at all costs. Finally, the Part-
nership model encourages the youth to “win” by
completing a task or skill. Youth are encouraged to
be friends with their opponents and to respect
their opponents’ skills (Midura and Glover 1999).
This last type of competition is highly correlated
with task-orientation goals.

The mesosystem is the bridge, or the connec-
tion, between the arena and coach or any other mi-
crosystems. The interactions between microsys-
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tems can directly affect the youth’s development,
sports’ participation, and relationships. According
to James Garbarino (1982), the more constructive
and positive the relationships are within the
mesosystem, the more positive the impact on the
youth is. Accordingly, it is important for coaches
and parents, coaches and officials, and parents and
officials to be positive in their interactions with
each other.

Interactions and structures that affect the
youth only indirectly, such as parent-coach meet-
ings and sport organizations, are included in the
exosystem and have a grave importance in making
youth sports a positive experience. The rules and
regulations made by the sports organization or the
nature of the parent-coach relationship can affect
how child feels about himself. Coaches have an op-
portunity to establish a clear standard of expecta-
tions with parents about focusing on competen-
cies. If it is positive and results in coaches and
parents delivering the same message, the coach-
parent relationship provides an opportunity to en-
sure a positive experience related to sports.

The macrosystem involves societal forces such
as the media, the economy, and societal attitudes.
If a community’s attitude is that teams should be
highly competitive and have a win-at-all-costs at-
titude, then a player may quit the team or sports
altogether. Hence, how the media portrays compe-
tition or how a community supports a losing team
may affect youths’ sports experience. Communi-
ties can often set the stage for the type of competi-
tion that is encouraged. Consequently, it is impor-
tant for the community and its sports
organizations to understand the difference be-
tween task- and ego-involved goals. Communities
and sports organizations must value the parents’
and coaches’ beliefs that sports are more beneficial
when the youth are taught in a task-oriented moti-
vation climate. This climate promotes the youth’s
willingness to try new learning strategies and take
on new challenges (Treasure 1997). Additionally, a
task-oriented motivational climate also supports
the youths’ willingness to try again even after los-
ing a game (Duda 1993).

Issues such as when youth enter a new level of
school or begin a sport and the effects of puberty
fall within the chronosystem. This level concerns
the development of the person and her environ-
ment over time (Bronfenbrenner 1989). Accord-
ingly, issues such as cognitive, emotional, and phys-

ical readiness to play sports are within the realm of
the chronosystem. In her book Care of the Young
Athlete, Sally Harris defined ascertaining readiness
as a “process in which an individual child’s cogni-
tive, social, and motor development is evaluated to
determine whether the child can meet the de-
mands of the sport” (2000, 19). Parents, coaches,
and even community organizations must under-
stand child and youth development in order to
make personal and community decisions on sports
readiness and youth. Harris (2000) reported that
some pediatricians claim that most children are
not physically ready to play organized sports until
at least the age of 6. In 1988, Richard Magill au-
thored a readiness model. This model indicated
that children needed to have some knowledge of
the skill, be physically, emotionally, and socially
mature enough to learn the skill, and be motivated
to complete the skill (Smoll, Magill, and Ash 1988).
Richard Magill (1988) indicated that it is not how
early a child gets involved in a sport that is impor-
tant but rather getting the child involved at the op-
timal time. In many specific ways, then, the ecolog-
ical model allows all those involved in youth sports
to be aware of every aspect of youth involvement
with sports, and how to work on each aspect so that
as many young people as possible will be involved
in sports and will benefit from that involvement.

Ann Michelle Daniels
Daniel F. Perkins

See also: Bronfenbrenner, Urie; Parenting Styles; Youth
Development
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